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ABSTRACT

	This study aimed to explore the challenges, coping strategies, and insights of non-IP public-school teachers teaching in an Indigenous Peoples (IP) school community in Davao City, Philippines, using Gay’s Culturally Responsive Teaching Theory as a framework. Employing a qualitative single case study design, the research was conducted in a selected IP school in Davao City. Data were gathered through five in-depth interviews and six focus group discussions with selected non-IP public school teachers, guided by semi-structured questions. Findings revealed that non-public school teachers in IP schools faced different challenges, particularly in adapting to students’ native languages and navigating cultural differences that often led to culture shock. Coping strategies emphasized interactive teaching, active student involvement, and fostering social understanding while cultivating supportive connections within the school community. Teachers demonstrated resilience and adaptability by balancing personal and professional growth, managing expectations, and enhancing learning environments to meet diverse needs. Insights from teachers teaching in IP school showed that coping meant reshaping their teaching philosophy and finding growth through challenges, with motivation drawn from the impact of their work. These insights have practical implications for schools and educators, suggesting the need to strengthen teacher support programs and develop structured strategies that help non-Indigenous public-school teachers adapt, build resilience, and engage effectively in IP school communities. This study also offers directions for future research, encouraging investigations into non-IP public school teachers teaching in IP school community. Such inquiries can inform evidence-based policies and practices for sustaining educational resilience among non-Indigenous public-school teachers teaching in Indigenous Peoples’ school communities. 
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1. INTRODUCTION 

Indigenous Peoples (IP) schools in the Philippines are institutions where most learners and community members belong to the same ethnic group, and where the Department of Education implements the Indigenous Peoples Education (IPEd) program to ensure culturally relevant instruction (DepEd). The IPEd framework recognizes the right of IP learners to education that respects their identities, promotes indigenous knowledge, and sustains cultural heritage. Teachers teaching in IP school communities are expected to adapt their communication skills and teaching strategies to local culture and traditions (Reyes, 2022). However, teaching in indigenous communities is difficult, as language barriers significantly affect teacher–student interaction (Corlet & Tarusan, 2022; Sarmiento & Tudy, 2021). Schools are often located in remote areas, making access challenging, and insufficient facilities further hinder effective instruction. Despite these hardships, IP schools remain vital spaces for growth and cultural preservation, requiring teachers to confront unique challenges in their professional practice.
Globally, similar issues have been documented. In Canada, teachers struggled to integrate indigenous concepts and worldviews into curricula due to lack of expertise (Habkirk, 2021). In India, teachers reported cultural conflicts when entering communities with expectations shaped by their own backgrounds (Sinha, 2024). In the United States, teachers in reservation schools carried the burden of creating stable environments for students from disadvantaged homes (Mansouri, 2024). Particularly, in Washington, teachers faced stress due to diverse student needs and lower compensation compared to surrounding districts, yet many remained committed despite the demanding environment (Blad, 2024).
In the Philippines, non-IP teachers in Davao Occidental reported challenges such as language conflicts and insufficient instructional tools (Cabardo, 2020). Teachers often struggled with daily communication, community living, and travel to and from IP schools (Reyteran, 2021). In Compostela, Davao de Oro, teachers working with the Badjao community emphasized the importance of preserving indigenous culture while facing persistent instructional challenges (Venera, 2024). Geneta, (2024), noted that IP students could benefit from environmental-related courses, but the lack of materials in native languages limited accessibility. Teachers in Marilog District faced long travel times and dangerous conditions during the rainy season (Vallente, 2025), while those in San Fernando, Bukidnon crossed muddy roads and rivers to reach schools (Jorta, 2025). These studies highlight the demanding realities of teaching in IP school communities, where resilience and cultural adaptation are essential.
This study addresses the problem of non -IP public-school teachers’ difficulties teaching in an IP school, non-IP teachers who must navigate cultural differences, resource limitations, and contextual barriers while striving to deliver quality education. Although teachers are professionally competent, their assignment to indigenous schools presents distinct challenges compared to urban contexts. The scope of this research is limited to one IP school community in Davao City, employing a single case study design to examine teachers’ challenges, coping strategies, and insights. The justification for this work lies in its potential to inform policy and practice in indigenous education, offering evidence-based perspectives that can guide teacher preparation, curriculum development, and institutional support. Ultimately, this study contributes to the broader discourse on inclusive and culturally responsive education in the Philippines.

This study aimed to describe the challenges encountered by non-Indigenous public-school teachers in teaching in an IP school community. The study also investigates how these teachers strengthened their practices and adapted to the demands of teaching in a culturally diverse IP school community. Moreover, the study aims to address the following: (1) What are the challenges faced by non-Indigenous public-school teachers in teaching in an IP school community? (2) What coping strategies were undertaken by these teachers to surmount the challenges? (3) What insights did they gain in overcoming the challenges of teaching in an IP school Community? 

2. material and methods 

Research Design
	This study adopted a qualitative single case study approach focusing on non-IP public school teachers teaching in an Indigenous Peoples (IP) school community in Davao City, Philippines. The case study design was chosen to provide an in-depth and contextualized understanding of the challenges, coping strategies, and insights of teachers working in a culturally distinct and geographically remote educational setting. In conducting the study, the researcher ensured fairness in participant selection, recognizing the importance of minimizing bias and maintaining reflexivity throughout the inquiry (Ahmed, 2024). This design was appropriate for examining the difficulties faced by non-IP teachers, their adaptive strategies, and the professional insights they gained while teaching in an indigenous school environment. As Creswell and Poth (2018) emphasized, qualitative designs provide rich descriptions of unique occurrences. By applying thematic content analysis, the study identified recurring patterns in teachers’ experiences, offering a holistic view of their challenges, coping mechanisms and insights. Thus, the single case study design was most suitable for this research, as it allowed the exploration of teachers’ realities in one IP school community, generating insights that can inform culturally responsive pedagogy, teacher preparation, and institutional support for educators in indigenous education contexts.

Participants and Sampling
	The study used purposive sampling to select participants who could best provide insights into the research questions (Nikolopoulos, 2022). Five non-IP public school teachers participated in individual in-depth interviews (IDI), while six non-IP teachers joined the focus group discussion (FGD). All participants were at least 23 years old, had two or more years of service in an IP school, and were bona fide non-IP teachers. Exclusion criteria included individuals below 18 years old, IP teachers, disabled persons, and those who withdrew from the study. Although literature suggests that five to twenty participants are adequate for qualitative research (Creswell and Poth, 2025), practical considerations determined the final sample size, making five IDI and three FGD participants sufficient for this study.
Research Instrument
	Data were collected using a Structured Interview Guide Questionnaire with open-ended follow-up questions as needed. The guide was validated by experts to ensure reliability and relevance to the study objectives. The instrument facilitated a detailed exploration of teachers’ challenges, coping strategies, and insights while teaching in an Indigenous Peoples (IP) school.
Data Collection
	Data were collected through structured interviews using a validated interview guide questionnaire. Prior to the interview’s, informed consent was obtained from all participants, and they were oriented about the process to ensure clarity and comfort. Interviews were conducted in a manner that allowed participants to freely express their challenges, coping strategies, and insights while teaching in an Indigenous Peoples (IP) school. All sessions were recorded with permission, transcribed verbatim, and verified for accuracy. To ensure credibility, participant validation was carried out, and the transcribed data were systematically organized for thematic content analysis. This process provided a reliable and contextualized understanding of the realities faced by non-IP public school teachers in the IP school community. 
Data Analysis
	Data were analyzed using thematic analysis (Perera, 2023) to identify recurring patterns and themes related to the challenges, coping strategies, and insights of non-IP teachers teaching in an Indigenous Peoples (IP) school coomunity. The analysis followed the Colaizzi approach, which involved familiarization with the transcripts, extraction of significant statements, formulation of meanings, organization of themes, and validation of findings with participants (Wirihana et al., 2018). To provide theoretical grounding, Gay’s Theory of Culturally Responsive Teaching was applied as a framework to support the interpretation and discussion of results. This theory emphasizes the importance of acknowledging cultural diversity, integrating students’ cultural backgrounds into teaching practices, and fostering inclusive learning environments. By using this framework, the study ensured methodological rigor while situating the findings within a culturally responsive educational perspective.

3. results and discussion 

[bookmark: _Hlk224150497][bookmark: _Hlk211943393]The findings presented in this chapter unravel the intricacies of how public-school teachers teaching in IP schools navigated the realities of culturally responsive teaching. Central to the discussion is Culturally Responsive Teaching, showed in Figure 1 key themes of Public-School Teachers teaching in IP School within Gays Theory of Culturally Responsive Teaching. Around this core are four interconnected dimensions: bringing native language into the classroom, understanding history and culture, integrating community culture into learning and fostering family involvement. Each dimension revealed distinct challenges such as language barriers, difficulty in acknowledging indigenous knowledge, limited parental involvement, and external constraints like weather and scarce resources. Teachers responded to these challenges with coping strategies that emphasized resilience and adaptability, including promoting interactive teaching, cultivating supportive connections, and balancing personal and professional growth. These strategies underscored the theme of perseverance in contexts where teaching conditions were far from ideal. 
[bookmark: _Hlk223946119]The insights drawn from the study highlight the transformative nature of teaching in IP schools within Gay’s framework of culturally responsive teaching. Teachers reshaped their teaching philosophy, grew through challenges, and found motivation in the impact they had on learners. They consistently upheld gratitude and thankfulness, embraced living life with no regrets, and discovered contentment in their circumstances. These insights underscore that teaching in IP schools is not merely about imparting knowledge but about building meaningful relationships, fostering cultural respect, and finding fulfillment in service. Thus, the study affirms that culturally responsive teaching strengthens both educators and learners, creating a more inclusive and resilient educational environment in Indigenous contexts.
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[bookmark: _Hlk224150591]Figure 1. Key Themes from Non-IP Public School Teachers Teaching    in an IP School within Gays Theory of Culturally Responsive Teaching
[bookmark: _Hlk224150665]
Bringing Native Language into the Classroom  
The first category of challenges encountered by non-IP public school teachers teaching in an Indigenous Peoples (IP) school centers on language-related barriers. These challenges reflect the difficulty of navigating cultural diversity and linguistic differences in the classroom, especially when instructional materials and resources in native languages are scarce. Teachers often struggle to bridge communication gaps with IP learners, which affects lesson delivery, classroom engagement, and overall comprehension. These language-centered obstacles hinder culturally responsive instruction and demand adaptive strategies to ensure inclusive and effective learning experiences. 

	Navigating Cultural Diversity and Language Barriers. Teaching IP students necessitates a unique approach to dealing with them. Teachers who teach IP students frequently encounter linguistic problems. Especially communicating with them on the first day of school, as most do not know how to speak their students' native language. Teachers teaching in IP schools, particularly those at the elementary level, were not trained in the regional dialects due to their lack of competency in the local native language (such as Bagobo and Matigsalug) (Corlet & Tarusan, 2022);

“So, their dialect depends on their pronunciation, whether it's hard or soft. Therefore, when you pronounce it with a hard sound, it conveys a different meaning” - IDI, P1, L 8 – 9 
“It's a language barrier; they have difficulty understanding even in Visayan, so it's even more challenging for them in Filipino and English. Therefore, we need to adjust our teaching to the child's level” - P2, IDI L73-77 
“Yes, there are words that are very difficult to understand. Therefore, in our lesson plan, we need to translate them into Bagobo for them to comprehend” – IDI, P5, L47-50
“I am struggling to communicate with my parents. Some respond, and some do not respond to my calls and chats. So that’s my biggest struggle in the partnership with parents --- how to communicate with them.” – FGD, Teacher E, L-28-47
“I first learned their language, culture, and other aspects unique to them. It's different from the non-indigenous people (non-IP) in terms of attitude and outlook on life” IDI, P1, L 57 – 59

The first category of challenges faced by non-IP public school teachers in Indigenous Peoples (IP) school communities’ centers on navigating cultural diversity and language barriers. Teachers often encounter difficulties in delivering lessons when students’ native languages differ from the medium of instruction, leading to gaps in comprehension and engagement. Clement and John (2024). emphasize that language literacy remains one of the most pressing concerns in IP education, as the lack of localized instructional materials and culturally grounded pedagogy hinders effective teaching. Similarly, Ledesma, Rafi (2024). highlight that multilingual classroom demand heightened cultural sensitivity and adaptive strategies to ensure inclusivity. These challenges are compounded by limited resources and the absence of systematic support for integrating indigenous languages into formal instruction. Viewed through Gay’s Theory of Culturally Responsive Teaching (2010), these barriers underscore the importance of bringing native language into the classroom as a means of validating students’ cultural identity and fostering equitable learning opportunities. By situating language challenges within this culturally responsive framework, the study reveals how teachers must adapt not only their instructional methods but also their attitudes toward linguistic diversity to create meaningful and inclusive educational experiences.

Experiencing Unique Challenges. Teachers encountered many difficulties while teaching in an IP school community. To be more precise, most teachers struggled with traffic, internet connectivity, and cultural sensitivity (Reyteran, 2021). Their experiences with unique problems motivated them to work hard to give all students a high-quality education. Below are the transcripts:

“It was difficult for me because I live far from the school, and it gets worse when it rains. That's why we struggle during heavy rain, and when you go downhill, you'll be surprised to find that the climate is very different in that area” - IDI, P1, L38-
“We don't have internet, so we have to find alternative ways to learn without it” IDI, P5, L 75 – 76 
“It's very challenging because we come from a private school background. The children here have simpler learning needs and are at a lower academic level, so we need to delve deeper and align our teaching to their level”- IDI P3, L12-15 
“Yes, it is very difficult, but I am even more grateful because I ride with Sir Richard. If I were to ride a motorcycle (habal-habal), I would go home very tired.) - IDI, P4, L 87-90 
“It was difficult for me because I live far from the school, and it gets worse when it rains. That's why we struggle during heavy rain, and when you go downhill, you'll be surprised to find that the climate is very different in that area.) – IDI, P1, L38-43
Based on the participants’ responses, non-IP public school teachers teaching in an Indigenous Peoples (IP) school often experience unique challenges that extend beyond classroom instruction. Many teachers reported struggling with traffic congestion and long travel times to reach geographically isolated schools, which drain their energy and reduce preparation time. Internet connectivity issues further complicate teaching, especially in blended or technology-assisted learning, as unstable access limits lesson delivery and communication with students and parents. Cultural sensitivity adds another layer of complexity, as teachers must carefully balance respect for indigenous traditions and practices with the requirements of the formal curriculum. These findings resonate with the work of Geneta (2024), who emphasized that logistical barriers and poor infrastructure remain persistent obstacles in rural and IP schools, while Eden et al (2024) highlighted that teacher must cultivate cultural awareness and adaptive strategies to navigate diverse indigenous contexts. 


Understanding History and Culture 
The second category of challenges faced by non-IP public school teachers in Indigenous Peoples (IP) school cores on understanding history and culture. Teachers often encounter difficulty in acknowledging indigenous knowledge and practices, as it makes challenging to integrate local traditions into formal lessons. At the same time, many struggle to acknowledge the softer side of students, focusing heavily on academic performance while overlooking learners’ emotional and cultural identities. These barriers highlight the complexity of teaching in IP contexts, where cultural sensitivity and holistic understanding are essential but not always achieved.
 	
	Difficulty in Acknowledging Indigenous Knowledge and Practices. Many admit struggling to move beyond stereotypes, often failing to fully appreciate and validate the cultural behaviors of the tribe. Teachers also find it hard to understand the complex backgrounds of their students, overlooking the personal struggles learners carry from home into the classroom. Reciprocal learning is hindered by language differences, which limit mutual understanding and restrict the exchange of knowledge between teachers and students. Miscommunication further arises when learners comprehend but cannot express themselves clearly, leading to confusion and misinterpretation in classroom interactions. These barriers reveal how indigenous perspectives are frequently underrepresented, creating a gap between formal education and the lived realities of IP learners. Below are the transcripts:

“I often struggle to move beyond stereotypes, finding it difficult to fully appreciate and acknowledge the cultural behaviors of the tribe, which are sometimes misunderstood or overlooked” IDI, P2, L296-300 
“I find it hard to understand the complex backgrounds of my students, and at times I fail to recognize the personal struggles they carry from home into the classroom” FGD, L 23 – 25 
“I encounter barriers in reciprocal learning, as language differences hinder mutual understanding and limit the exchange of knowledge between me and my students” P5, IDI L381-385 
“I face miscommunication to my students may understand but struggle to express themselves, which leads to confusion and misinterpretation in classroom interactions” IDI, P1, L 196 – 202 

Analyzing the participants’ responses, the primary problem identified is the difficulty teachers face in acknowledging indigenous knowledge and practices within classroom instruction. Many admitted struggling to move beyond stereotypes, which limited their ability to appreciate and validate the cultural behaviors of the tribe. Teachers also found it hard to understand the complex backgrounds of their students, often failing to recognize the personal struggles learners carried from home into the classroom. Reciprocal learning was further hindered by language barriers, restricting mutual understanding and the exchange of knowledge between teachers and students.
Furthermore, miscommunication frequently arose when learners understood but could not express themselves clearly, leading to confusion and misinterpretation in classroom interactions. These challenges reveal how indigenous perspectives are often overlooked or underrepresented, creating a persistent gap between formal education and the lived realities of IP learners. Similar findings were noted by Lugo Miole (2024), who emphasized the difficulty of implementing cultural interface in Philippine Indigenous Peoples’ Education policy, Baba (2025), who highlighted language preservation struggles in IPEd revitalization, Tac-on and Musico (2024), who documented teachers’ coping mechanisms with language differences in IP schools, and Harkishan (2025), who observed that educators often lack adequate preparation to integrate indigenous knowledge into standardized curricula.	

Struggling to Acknowledge the Softer Side of Students.  Teachers often struggle to acknowledge the softer side of students, as their lived realities reveal challenges that are easily overlooked in the classroom. Some students cannot even afford food during breaktime, yet these struggles remain invisible to many educators. Others may appear noisy or disruptive, but their behavior masks deeper needs for care and guidance, needs that teacher sometimes fail to recognize while focusing on discipline and academic expectations. Even when students share personal stories or linger after class to seek connection, teachers admit finding it difficult to balance empathy with the demand to push learners toward higher levels of responsibility. These experiences highlight how teachers, despite their presence in students’ lives, often miss opportunities to fully understand and respond to the emotional and personal dimensions of their learners.

“Sometimes, I see students who haven't taken a break yet because they don't have money to buy food during breaktime” IDI, P4, L 386 – 290
“That's what I said to them, because even if they are very noisy, they will still obey you. For example, this day I got mad to them but at the end of the day, they will still come to you to kiss, it felts like I need to stay on their side but I cannot because they need to step up on the next level” P4, IDI L223-229 
“When they have a problem, they come to me and share their stories about what happened. Some of them who live near the school stay late and then come to the room to tease me, saying, "Ma'am, later on we will go out after we clean the classroom” IDI, P1, L 185 – 188 

“I was amazed by how, in moments when you get angry because of their actions, they simply laugh at you, and by the end of the day, you find yourself hugging them” P3, IDI L48-53
Based on participants’ comments, teachers struggle to acknowledge the softer side of students while balancing professional demands and systemic challenges. Some students attend classes without money for food during breaktime, yet these realities are often overlooked in the classroom. Others may appear noisy or disruptive, but their behavior conceals deeper needs for care and guidance, needs teachers admit they cannot always meet while pushing learners toward higher levels of responsibility. Students also share personal problems or linger after class to seek connection, but teachers find it difficult to sustain empathy amid heavy workloads and stress. Even moments of affection, such as students hugging their teachers after conflict, highlight the tension between emotional closeness and the professional expectation to maintain authority. These experiences reveal how teachers, despite their presence in students’ lives, often miss opportunities to fully recognize learners’ emotional and personal dimensions. This struggle resonates with broader findings: Miole (2024) emphasized the challenges of implementing cultural interface in Indigenous Peoples’ Education policy, Rosales and Cruz (2023) highlighted the difficulty of decolonizing curriculum in Mindanao, Arzadon (2020) noted the need for transformative teacher-intellectuals in IP education, and Buerano and Alzola (2025) stressed the importance of teacher-pupil relationships in enhancing social-emotional learning. Together, these studies underscore the urgent need for culturally responsive and empathetic strategies to bridge the gap between formal education and the lived realities of learners.

Community Culture into The Classroom
The third category of challenges faced by non-IP public school teachers in Indigenous Peoples (IP) schools was on bringing community culture into the classroom. Teachers often experience weather-related challenges that disrupt learning, deal with limited resources that constrain instructional delivery, and face difficulty in teaching due to external factors beyond their control. These barriers highlight the complexity of sustaining meaningful classroom engagement in IP contexts, where environmental conditions, resource scarcity, and community realities directly affect the teaching process and limit the integration of local culture into formal education.
Experiencing Weather-Related Challenges. Extreme weather variations pose a threat to teachers. Landslides and severe flash floods can lead to life-threatening in the community. Climate change, including floods, has a wide-ranging impact on human life, including schooling, particularly in rural areas. In fact, majority of the teachers I interviewed shared similar experiences. In this type of situation, the weather catastrophe challenged all teachers. Educating in rural communities already poses significant challenges, and climate change complicates matters further. Below are the excerpts of their responses: 
“During the rainy season, our struggle is evident. Surprisingly, when we arrive at the central school, it's very hot despite being soaked from the rain. This is why my colleagues from the central school would say that I look like I've fainted. To be honest, yes, I did faint during graduation when I arrived at the central school already wet from the rain” - IDI, P1, L 39 – 43 
“That river may seem okay, but when it rains, it becomes impassable. Yes, we cannot cross it because the current becomes very strong during a flood. Down to Dulis, there's no way we could pass under those conditions” IDI, P5, L 13 – 16  
“I often face disruptions in my responsibilities because of unexpected announcements, such as online webinars that are scheduled without proper notice. At times, I am unaware of these changes, and this leaves me unprepared or even excluded from important activities. This situation feels similar to weather-related challenges, where sudden conditions beyond my control cause confusion, hinder participation, and make it difficult for me to fulfill both my teaching and professional development duties” FGD, L 35 – 40
Analyzing the participants’ responses, the primary problem identified is the significant strain teachers face due to weather-related challenges. Educators described how the rainy season often leaves them soaked and exhausted, sometimes even fainting during school events because of extreme conditions. Flooded rivers become impassable, preventing teachers from reaching their schools and disrupting instructional continuity. In addition, unexpected announcements such as unscheduled online webinars create confusion and exclusion, leaving teachers unprepared for professional responsibilities. These experiences highlight how unpredictable weather and external factors intensify the already demanding role of teachers in Indigenous Peoples (IP) schools, undermining their ability to sustain effective teaching and professional development.
Such findings resonate with broader research. Manaong Teachers (2026) documented how educators in Davao’s localities risk their safety crossing muddy trails and floods to reach classrooms; DepEd DRRMS (2025) emphasized the importance of disaster preparedness and continuity of learning during typhoons and floods; Responsible Us Bureau (2025) highlighted how climate risks and poor infrastructure exacerbate educational inequities in Philippine schools; and UNICEF Philippines (2025) stressed that climate-resilient schools are crucial to protect children and teachers from environmental shocks. Together, these studies underscore the urgent need for resilient, context-sensitive strategies that address environmental and community challenges in education.
Dealing with Limited Resources. It was a problem of teachers teaching in an IP school community about the availability of resources. It took a lot of work for teachers to provide a quality learning outcome, given their limited resources. Furthermore, all teachers had similar experiences. It was a big challenge for the them teaching with limited resources. Teachers in remote places frequently lack the resources for effective teaching, forcing them to improvise and discover inventive ways to instruct their students. Teachers may need access to basic requirements such as drinking water and power. Below are the transcripts: 
“When we cook, we do so without using LPG. The central school has better equipment for cooking, but here, we cannot even use electricity due to its limitations” - IDI, P1, L 77 – 79 
 “They are also very creative. One time, they turned a piece of paper into a mobile art, and they also crafted a boat and transformed it into a butterfly. Another time, when we lacked tools to use, we were fortunate to find a discarded slipper at their house. They repurposed it into a square shape and used it to hang materials. I was amazed and exclaimed, "Wow, what a great idea! Very impressive." – IDI, P5, L360-365 
“When giving examples, make sure they are authentic and relevant to their community. Otherwise, they may not recognize or relate to it” IDI, P5, L 52 – 54 
“We need to be resourceful because we don't have internet. Therefore, we have to find ways to learn without relying on the internet, and that's what we're doing.”  P1, IDI L 75-76 
Analyzing the participants’ responses, the primary problem identified is the challenge of teaching in Indigenous Peoples (IP) schools with limited resources and external constraints. Teachers described how they often cook without LPG or electricity, highlighting the scarcity of basic facilities compared to central schools. Despite these limitations, students display remarkable creativity, repurposing discarded materials such as slippers and paper into functional classroom tools. Teachers also emphasized the importance of authenticity in examples, noting that learners struggle to relate when lessons are disconnected from their community realities. Furthermore, the absence of internet access forces educators to be resourceful, finding alternative ways to learn and teach without relying on digital platforms. These experiences reveal how resource scarcity, infrastructural gaps, and contextual disconnection hinder effective teaching and learning in IP schools.
Such findings resonate with broader research: Del Rosario (2024) documented how resource scarcity in rural Philippine schools undermines instructional delivery; Pedroso (2023) emphasized the importance of contextualized pedagogy in marginalized communities; Wabule (2020), highlighted the resilience and creativity of learners in resource-constrained environments; and UNESCO (2021) stressed that culturally relevant and resource-sensitive approaches are essential for inclusive education in indigenous contexts. Together, these studies underscore the urgent need for systemic support and culturally responsive strategies to bridge the gap between community realities and classroom instruction.
Facing Difficulty in Teaching Due to External Factors.  Most teachers confessed they had difficulty teaching due to external factors such as an unexpected online seminar. This would require them to cancel the session owing to an emergency response from the office. Many teachers are trained and willing to teach but are burdened with responsibilities that keep them away from the classroom. Below are the transcripts: 
“Sometimes we are unaware of scheduled online webinars, which can lead to unexpected changes. This can cause some individuals to be left behind if they are not aware of the webinar occurring in the office” - FGD, L 45 – 50 
“So, during the first three months of January when we opened the school, we only accepted students who were enrolled in our main school. We teachers taught in a very small room that we called "payag-payag."- IDI,  P2, L28-34
“In terms of transportation, it is challenging for me because I live far from the school” IDI, P1, L38-43 
Analyzing the participants’ responses, the challenge of teaching in Indigenous Peoples (IP) schools amid poor infrastructure, limited facilities, and transportation difficulties. Teachers recounted how they sometimes taught in small improvised rooms such as “payag-payag”, underscoring the lack of adequate classrooms. Others highlighted the difficulty of traveling long distances to reach school, which negatively impacts their instructional efficiency. In addition, sudden announcements like unscheduled online webinars create confusion and exclusion, leaving teachers unprepared for professional responsibilities. These experiences reveal how infrastructural gaps, transportation challenges, and external disruptions significantly hinder teachers’ effectiveness, limiting their ability to deliver lessons and sustain professional development. 
These findings are consistent with broader research: Navarro (2024), documented how inadequate school infrastructure in rural Philippines undermines teaching quality; Igwe and Endurance, A. (2025) emphasized that transportation barriers reduce teacher attendance and student learning outcomes; Raymundop, (2024) noted that resource inequities between central and peripheral schools perpetuate educational gaps; UNICEF Philippines (2024) stressed the importance of resilient infrastructure to ensure continuity of learning in marginalized communities; and Miah (2024). highlighted that poor facilities and limited access to technology exacerbate inequities in rural education. Together, these studies underscore the urgent need for systemic investment in infrastructure, transportation, and communication protocols to support teachers in IP schools.

Family Involvement
The fourth category of challenges faced by non-IP public school teachers in Indigenous Peoples (IP) schools was all about family involvement. Teachers often struggle to foster positive teacher-student relationships while simultaneously navigating the complexities of parental engagement. On one hand, building trust and emotional connection with learners is essential, yet it is frequently overshadowed by academic pressures and limited time. On the other hand, exploring parental involvement presents difficulties, as parents may have limited participation in school activities or lack awareness of how to support their children’s learning. These barriers highlight the importance of strengthening both teacher-student bonds and parent-school partnerships, which are crucial for holistic development but remain unevenly achieved in IP contexts. 
Struggling to Build Teacher-Student Relationships. Teachers in Indigenous Peoples (IP) schools often struggle to establish strong and meaningful connections with their students. Instead of fostering trust and mutual respect, relationships are weakened by academic pressures, limited time, and contextual challenges. Emotional bonds that could support learning are frequently overlooked, leaving students feeling disconnected and teachers unable to fully engage with their learners. This struggle highlights the difficulty of nurturing positive relationships in environments where external demands and systemic barriers overshadow the softer, relational side of teaching. Below are the transcripts: 
“In our IP school, I know I should listen to my students, but I often struggle to connect with them. Even when I get upset, they just laugh, and although they hug me afterward, I feel the inconsistency makes it hard to build a genuine relationship” - IDI, P3, L47–50)
“I try to persevere because I love my profession, yet I feel the weight of knowing that many IP learners depend entirely on me. Instead of empowering them, this dependence sometimes makes me feel pressured and unsure about how to balance the relationship” - IDI, P1, L82–84
“I remind my students to be proud of who they are and encourage them to pursue opportunities, but I struggle because not all of them believe in themselves. Even with my encouragement, their hesitation shows me how fragile our connection can be” -IDI, P4, L157–163
“As a teacher in an IP school, I adjust my approach to meet their needs, but I still find it difficult to maintain strong bonds. While I feel happy seeing them showcase their talents, I know that sustaining trust and connection in remote areas remains a challenge for me.” IDI, P2, L286–289)
These findings are consistent with broader research: Dionaldo, et al. (2024) documented how teachers in hinterland schools struggle to sustain meaningful teacher-student relationships due to lack of contextualization and integration of cultural values; Algones, Calizo, and Bauyot (2024) emphasized that teachers in far-flung areas of Davao del Norte face relational challenges that weaken instructional efficiency; Wabingga and Tomakin (2025) noted that curriculum shifts in remote schools intensify relational struggles, requiring adaptive strategies; Cariaga (2025) highlighted that parents in rural communities often face barriers to involvement, which indirectly weakens teacher-student bonds. 
Facing Barriers to Parental Involvement. Parents are indeed significant in student success, yet in Indigenous Peoples (IP) schools, teachers often face barriers in engaging them meaningfully. While parental involvement could help students cultivate a passion for learning, many teachers report that such support is inconsistent or limited. Instead of parents being consistently present to guide and protect their children, teachers often find themselves carrying the responsibility alone. This lack of sustained parental participation weakens classroom culture and circumstances, making it difficult to build a strong home-school partnership that benefits both teachers and learners.Below are the transcripts:
 “Although I value parent involvement, I often find it inconsistent. At times, parents assist with school projects, but their participation is limited and not sustained, which makes it difficult to rely on them fully” - IDI, P3, L222–226
“Parents sometimes help me after school, but this support is irregular. While they may attend events or assist with classroom tasks, their involvement is not consistent enough to strengthen long-term collaboration” - IDI, P2, L475–478
“Parents here express concern for both their children and teachers, yet this concern does not always translate into active engagement. The lack of continuous involvement weakens the connection between home and school.” FGD, P3, L172–175
“Although parents express gratitude for the teaching we provide, staying connected with them remains a challenge. Their appreciation is encouraging, but without sustained participation, the partnership feels incomplete.” P4, L415–419
“Some parents ask how they can help their children, such as with reading, but many expect quick solutions. This shows a gap in understanding the learning process, which creates barriers to effective collaboration” - IDI, P5, L578–581
“Parents occasionally reach out to support what I do, but this outreach is sporadic. Without consistent communication and involvement, it is difficult to build strong family-school collaboration” - IDI, P1, L204–205
The participants’ responses reveal that while parents occasionally assist with school projects, classroom tasks, or express gratitude, their involvement is inconsistent and often limited. Teachers noted that parental support tends to be irregular, with some parents expecting quick solutions to complex learning challenges, while others show concern without sustained engagement. This sporadic participation weakens the connection between home and school, leaving teachers to shoulder most responsibilities and making it difficult to build strong family-school collaboration. 
These findings are consistent with broader research: Samoy (2021) documented that parental involvement in rural Philippine schools is often hindered by socioeconomic pressures and irregular participation; Sianturi, et al. (2022) emphasized that cultural and contextual barriers limit parents’ sustained engagement in Indigenous education; Custodio et al. (2024) found that weak family-school partnerships reduce student confidence and hinder classroom collaboration; UNICEF Philippines (2024) highlighted that inclusive education requires active parental collaboration to reinforce cultural identity and learning continuity; and Save the Children Philippines (2021) stressed that systemic support is needed to overcome barriers to parental involvement in marginalized communities. Together, these studies underscore the urgent need for strategies that strengthen family-school collaboration and empower parents to actively participate in their children’s education.
Work Coping Mechanism Strategies  
This theme highlights how teachers in Indigenous Peoples (IP) schools employ coping strategies to navigate the challenges of teaching in diverse and demanding contexts. Their approaches reflect adaptive practices that sustain both instructional quality and personal resilience. Teachers cope by promoting interactive teaching and encouraging student involvement, ensuring that learners feel connected to lessons through familiar language and participatory methods. Moreover, coping strategies include fostering cultural and social understanding while cultivating supportive connections, allowing teachers to integrate indigenous knowledge meaningfully and strengthen relationships with students. In line with this, teachers demonstrate resilience and adaptability, balance personal and professional growth, and manage expectations. These strategies help them adjust to limited resources and shifting demands while maintaining their commitment to learners. Finally, enhancing learning environments and building supportive educational partnerships with parents became vital to cope their problems. Even when parental participation is inconsistent, teachers strive to create collaborative spaces that reinforce student success. 
Promoting Interactive Teaching. incorporating interactive learning strategies helps learners stay engaged and actively participate in their learning. Moreover, to complete a task, students must work together in pairs or teams during activities. This emphasizes the significance of classroom strategies for providing an interactive learning experience. Here are the responses of the participants.
“It is emphasized, a concept known as contextualization, that even in teaching examples, it is crucial for the teacher to know the language, especially for Indigenous Peoples (IP) learners. This enables better understanding, as examples should be relevant and recognizable within their community. Not everything used in non-IP schools can be applied in IP schools” FGD, L 85 – 90
“In the classroom, although we are the teachers, the children are our superiors because we depend on them. Therefore, we need to adapt by allowing the pupils to play, as long as they minimize their voice, and I will assist those who need help to catch up with the activities” IDI, P2, L 253 - 260 
“I stopped being idealistic because I realized that learning by doing is more effective than just lecturing. If you only rely on pointing and spoon-feeding, the children become lazy and may even feel sleepy. Therefore, it's important to incorporate activities that they enjoy the most” IDI, P1, L 96 – 101
Analyzing the responses, the primary coping strategy of the participants is self-Analyzing the responses, the primary coping strategies of the participants center on contextualization, adaptation, and activity-based learning. Teachers emphasized the importance of using native language and culturally relevant examples to ensure comprehension among Indigenous Peoples (IP) learners, recognizing that not all materials from non-IP schools are applicable in their context. They also described adapting classroom management by allowing pupils to engage in play while guiding those who need support, reflecting a flexible approach to student-centered learning. Furthermore, teachers highlighted shifting from idealistic, lecture-heavy methods to experiential, activity-based approaches, acknowledging that learning by doing sustains student engagement and prevents passivity.
These strategies align with recent scholarship: Mercado (2021) found that culturally responsive curriculum design in IP schools requires contextualization of lessons to community realities; Caingcoy et al. (2022) emphasized that culturally responsive teaching enhances student achievement when teachers adapt pedagogy to learners’ cultural backgrounds; Nataño (2023) argued that curriculum localization and contextualization are integral to promoting Indigenous knowledge and pride; Pacala (2021) demonstrated that combining active learning strategies improves engagement and conceptual understanding among Filipino students; and del Valle (2023) highlighted that learner-centered education in the Philippines requires adaptability to balance global reform policies with local classroom realities. Together, these studies affirm that the coping strategies employed by teachers reflect a commitment to culturally responsive practice, enabling them to navigate challenges while sustaining meaningful education for IP learners.
Encouraging Student Involvement. This theme examines how teachers encourage student involvement as a coping strategy in navigating the complexities of Indigenous education. Rather than focusing solely on efficiency or time management, teachers prioritize interactive approaches that place learners at the center of the process. They integrate native language, contextualized examples, and activity-based methods to sustain engagement, while adapting classroom practices to meet diverse needs. Encouraging student involvement becomes essential in balancing curriculum delivery, fostering cultural understanding, and strengthening teacher-student relationships. Here are the excerpts of the responses, showcasing how teachers in the IP school are navigating these challenges and adapting their coping strategies by encouraging student involvement:
“I have observed how proud they are of themselves despite being bullied by others. To boost their confidence, you should encourage them by saying, "Don't be shy; go to the front.". IDI, P5, L 464- 468 
“I am very happy because before, they were very dependent on my instructions, but now they are very independent. Perhaps they have matured because they no longer wait for my instructions, and I always remind them that they are not children anymore” P1, IDI L54-60  
Teachers can increase student participation by devoting time and thought to shaping the environment and planning each class session. This circumstance is not isolated to Participant 5 only but also to other teachers who used the same strategy. One of the essential roles of being a teacher was being connected to students in the four corners of the classroom and knowing their experiences in different fields of life. Increasing student involvement can improve classroom learning by keeping students engaged and focused on what they're learning (Sutton, 2021). When teachers prioritize using various participation tools that meet the needs of diverse learners, students will feel seen and included, translating into genuine, authentic motivation to contribute and learn (Nguyen 2021).  
Fostering Social Understanding. Nurturing social awareness was significant while working with the community. Its primary objective is to adapt the community's culture and habits. Even so, teachers will only comprehend why they act as they do if they consider their perspectives. That is why one of the coping strategies of teachers was to understand their characteristics. 
Additionally, it was a strategy to foster social understanding to recognize the community's beliefs and attitudes. If teachers do understand their beliefs, there is a possibility of confusion. In a complex social world, social understanding contributes to social competence, interpersonal sensitivity, and an awareness of how one relates to other individuals and groups. This proved that connecting to society's practices can lead to a better collaborative environment. In addition, social understanding can impact social behavior, trust and deception, cooperation, and moral development. Here are the participants' responses, revealing that fostering social understanding was a coping strategy among non-IP public school teachers teaching in an IP school community.
“At that time, I kept my distance from them because I was observing their culture and behavior to understand how to communicate with them properly”. IDI, P2, L 550- 553 
“They will understand that it has a big impact on them, and they will appreciate it, especially when you make an effort to do even small things for them. This will bring happiness, especially to the children”. IDI, P4, L 571- 574

As a researcher, I observed that the participants’ coping strategies reflect fostering social understanding by observing students’ culture and behavior to communicate effectively and by showing care through small, meaningful actions that build trust and happiness. These practices highlight the importance of cultural sensitivity and relational engagement in IP schools, consistent with Mercado (2021) who emphasized that teachers’ awareness of learners’ cultural contexts strengthens relationships, Samuels (2018) who argued that culturally responsive pedagogy requires valuing students’ lived experiences, and CambriLearn. (2024) who underscored that sustaining cultural practices in classrooms promotes mutual respect and deeper social connections.

Cultivating Supportive Connections. Connecting not only to your students but also to your colleagues, parents, and the community was an important aspect of achieving goals and aspirations in school. During the interviews, teachers observed that each other's support plays a vital role in gaining a lot of positive output, especially during school activities.  
It was clearly observed that building connections with your parents helped you build a strong foundation for dealing with challenges. Teaching was a collaborative effort. Cultivating strong parent-teacher relationships is worthwhile and does not require much time (Mann & Gilmore (2021). Hinkle added that parent-teacher connection was an essential engagement, demonstrating a sense of satisfaction every time they interacted. 
“Maybe it's because they really help me after school. I won't forget because they are willing to give their time to take care of the children. During events, they are always present, and even when there are no events, they come to our class to meet the children before they go home and help them pack up the toys, books, tables, and chairs. My parents are always there for me; they are very active and generous whenever I need anything” IDI, P2, L 474 – 480  
“It's okay because my parents are very supportive whenever I call their attention, especially for meetings and homeroom projects. They are very supportive” P4, IDI L398-400
“In the community, the people I interact with are truly unforgettable. Their support is comprehensive, and recognizing them is a great honor. Even if you only offer them coffee, they appreciate it, and it can sustain them for a day of service at the school. They agree, sir. We don't receive salaries; it's purely volunteerism. As long as you provide them with value, it is not measured in terms of daily wages” IDI, P3, L 353- 358 
“My parents here are very supportive of what I do, and when you reach out to them, they are unlike others who may not listen or be available. Instead, they are always there to help you whenever you need them” P1, IDI L204-206 
“I will help them no matter what they are doing. If they are struggling with something, I am willing to assist them. You must not leave them hanging.” IDI, P5, L 628- 631
“I am very thankful to our school head. She is kind and provides technical assistance, leveraging her expertise to help teachers improve in areas they need to focus on” FGD, L 225- 227 
As a researcher analyzing these responses, it is evident that the primary coping strategy of the participants is cultivating supportive connections with parents, colleagues, and the wider community. Whether through parents’ active involvement in school activities, volunteerism from community members, or technical assistance from school leaders, teachers rely on these relationships to sustain their professional practice and strengthen the learning environment. 
Moreover, this finding is consistent with Luna and Del Valle (2023)., who emphasized that teacher-family partnerships enhance resilience and student outcomes; Chartered College of Teaching, (2025), highlighted that community engagement fosters shared responsibility in education; and Day et al. (2021). argued that supportive school leadership provides essential guidance for teacher growth and coping in challenging contexts.

Demonstrating Resilience and Adaptability. Accepting that change and uncertainty are unavoidable and frequently beyond our control to become more robust and adaptable. Rather than resisting or fearing them, view them as chances to learn, grow, and innovate. It can be accomplished by maintaining a good attitude, remaining flexible and open-minded, exploring fresh knowledge and viewpoints, and experimenting with various solutions. Furthermore, being resourceful and adaptable to the situation, teachers can reassess what must be done to cultivate the value of being flexible.  

“Being resourceful, because we don't have much internet access right now, we have to find ways to learn without relying on the internet” IDI, P1, L 75 – 76 
“That's when I realized that these children are not perfect. As a teacher, it's important to understand them because you don't know what they have experienced at home” IDI, P5, L 381 – 383 
“Based on my experience, I became upset with the children because they were not making an effort anymore. I was frustrated because they were behaving like robots. I asked them, "Are you robots?" However, in my second or third year of teaching, I learned to let them go because I established rules with specific expectations. If they didn't comply or caused disruptions, consequences were applied. It's not punishment; rather, it's a form of positive reinforcement.” IDI, P5, L 372 – 380 
“That's why I had to make a big adjustment. I came from a private high school where I taught grade 9 and grade 8. When I arrived here during the pandemic, everything was different, and now I need to adapt. I must provide concrete examples for them to understand the concepts” P4, IDI L136- 139  
As a researcher, learning from one's experience would help to develop a good solution. Learning from both tremendous and unpleasant experiences can be accomplished by reflecting on what occurred, what you did well, what you could have done better, and what you can do differently the next time (Frenzel et al. 2021). All experienced, wise, and successful individuals are perceived as having an opportunity to grow (Lukman et al. 2021). It was a significant moment when teachers demonstrated their resilience in adapting to the situation based on their previous experiences, which shaped them to grow and manage problems.

Balancing Personal and Professional Growth. Though teachers teaching in an IP school faced numerous problems, it was essential to maintain a balanced lifestyle that included personal and professional development. It was a life-changing experience for them to balance personal and professional development. Maintaining a proper balance between a teacher's personal and professional life is significant in one's life.     

“Being a teacher, I also need to persevere because I love my profession and because many Indigenous Peoples (IP) learners depend on us teachers. We are their foundation, and without us, they would not learn anything” IDI, P1, L 81- 84 
“Of course, it is challenging, and I ask myself, why did I accept the challenge of being here? However, I know that there is a reason behind this decision. I cannot fully perform my profession as a teacher because of my kids, but I always see it as a balance in my career. Fortunately, having a maid to care for my kids allows me to balance my duties” IDI, P4, L 526- 529 
It is essential for teachers to maintain a healthy balance between professional and personal life to remain satisfied and resilient. While teaching schedules are often hectic, educators must not neglect time for family, friends, and personal well-being. The challenge lies in balancing responsibilities with personal needs, which requires setting clear boundaries and managing tasks effectively. For teachers in Indigenous Peoples (IP) schools, this balance is particularly important as they navigate both professional demands and community expectations. Recent studies affirm this: Patriarca (2023) found that work-life balance and workplace spirituality are crucial for sustaining teacher performance; Wahab & Arazo (2024) highlighted that quality of work-life balance directly impacts teacher effectiveness in face-to-face classes; and Bantilan et al. (2024) emphasized that organizational culture and support systems strengthen teachers’ commitment and ability to manage personal-professional boundaries. These findings underscore that cultivating balance is a vital coping mechanism for teachers working in challenging educational contexts.

Managing expectations. Expectations may be developed without thoroughly analyzing the facts, fully understanding what will happen, or based on a previous experience that is no longer applicable. Teachers faced a variety of expectations that had both positive and negative consequences.  This experience demonstrated that when teachers are deployed to an area with which they are unfamiliar, they should expect the unexpected. Thus, there are lots of expectations that have never been catered throughout.   
“Before I came to this location, I had certain expectations, but they were not met. I was surprised when I arrived and found no signal. I never expected, sir, that I would have to cross a river because when I looked on Google Maps, there was no river indicated at all.) IDI, P4, L 662 – 668 
“In terms of our daily routine and skills development, we will follow the class program designed according to national standards. However, in the actual setup and situation, even though we have planned activities and schedules, we must still adapt and adjust based on the needs and circumstances of the community. While we adhere to the standards, it's crucial to align our teaching approach with their level of understanding.) P3, IDI L35-39 
As a researcher analyzing these responses, it is evident that the participants’ coping strategies center on managing expectations in the unique context of teaching in an IP school. Teachers described how initial assumptions such as reliable connectivity or accessible routes were challenged by realities like crossing rivers or the absence of mobile signals. They also emphasized the need to adapt daily routines and instructional plans to the community’s circumstances, balancing national standards with learners’ actual levels of understanding. This coping approach reflects the importance of flexibility and expectation management, consistent with Baraquia (2022), who found that teachers develop adaptive strategies to cope with contextual challenges, and Sanchez & Mananquil (2024), who highlighted that managing expectations through resilience and community alignment sustains teacher effectiveness in in-person classes. But the truth was, you will never be able to eliminate unreasonable workplace expectations. 

Enhancing learning environments. Teachers understand that creating a positive classroom environment helps students feel safe and motivated by providing routines and learning style options. Providing a conducive learning environment allows teachers and students to foster better education. As an educator, learning about strategies and elements for accommodating diverse learners and how to use these elements to create a productive classroom environment was beneficial. 

“Before I enter, the first thing I do is ensure that the room is clean and organized. This is important because it can affect your teaching style, especially when the room is very dirty” - IDI, P5, L 133- 137 
“At 7:15 in the morning, they clean our room before the class discussion, and during this time, I also prepare my instructional materials” -  IDI, P1, L 51- 52 
“When you arrive in the classroom, we prepare all the necessary things to do before starting the class” - IDI, P2, L 220- 222 
“When I was still new, I observed that when the room was messy, especially when it was very dirty, most of my students were always roaming around. The atmosphere of the classroom really affects the behavior of the students” IDI, P5, L 133 - 138
As a researcher analyzing these responses, one way to conduct quality instruction was to manage the environment in a clean and safe area for everybody to create a wonderful learning environment. Indeed, an encouraging classroom environment is one in which students feel safe sharing their ideas, taking risks, asking questions, and confronting learning challenges (Makaremi et al. 2024). As an educator, one way to create this type of environment is to set clear classroom expectations, provide opportunities for students to improve their social skills, build relationships with their students, and provide relevant content. An enhanced learning environment necessitates far more than a classroom with positive posters on the walls. It entails genuinely understanding and meeting students' needs in various ways. Teachers who improve inspiring learning environments through fun, playful workshops in which everyone in the school community can contribute their ideas and needs (ChildHope Philippines. (2024). 
Insights of Public-School Teachers Teaching in An IP School	 
The data gathered from non-IP public school teachers teaching in an IP school has led to the identification of seven key subthemes that encapsulate their lived insights. These include: reshaping one’s teaching philosophy to adapt to cultural realities, experiencing growth through challenges, finding motivation from the impact of their work, living life with no regrets despite hardships, acclimating to the milieu as a source of strength, finding contentment with one’s circumstances, and upholding gratitude and thankfulness in their profession. This section delves into the teachers’ narratives as they articulate these insights, providing a nuanced understanding of how they navigate expectations, sustain resilience, and cultivate meaningful connections in the unique educational landscape of Indigenous education. 

Reshaping One’s Teaching Philosophy.
This theme highlights the understanding that effective teaching in an IP school requires reshaping one’s teaching philosophy to meet the diverse needs of learners. Teachers recognize that not all methods are suitable for every student, and what worked in previous assignments may not be effective in Indigenous contexts. By reconstructing their teaching styles, they aim to captivate learners’ attention and ensure that instruction is culturally responsive and engaging. Differentiation in the classroom, guided by a renewed teaching philosophy, facilitates student success and strengthens the teacher’s role in fostering meaningful learning experiences. This theme underscores that in the unique milieu of IP schools, adaptability and philosophical growth are vital coping strategies for sustaining quality education. Below are the excerpts of the responses of the participants: 
“Before, in my private school, we had reliable and consistent internet connectivity, sir, because I am also an ICT enthusiast. I used to frequently present PowerPoint presentations. Now, in my current setting, I rely on more traditional methods such as writing on Manila paper every day” IDI, P4, L 274- 281 
“I used to be a perfectionist teacher before; everyone listened to me whenever I talked. However, here, I have learned to listen to them, which is why I've changed my approach so that I am not just yelling all the time. My experiences have taught me to discuss with my co-teachers about how to improve, but now my approach is different” P3, IDI L88-92
 
“When discussing IP education, it's best to invite an elder from their tribe. You can ask the elder to engage in discussions using their dialect, such as storytelling. The elder will speak in their language, and I, as the teacher, will act as a facilitator” IDI, P2, L 339- 343
Analyzing the participants’ responses, it is evident that teachers in the IP school community manage expectations by reshaping their teaching approaches to fit the realities of their environment. Some described shifting from technology-driven methods, such as PowerPoint presentations, to more traditional tools like Manila paper due to limited connectivity. Others highlighted the importance of listening more attentively to students and collaborating with colleagues to refine their practice. Teachers also recognized the value of involving tribal elders in instruction, using storytelling and native dialects to bridge cultural understanding. These insights reflect a broader coping strategy of adapting expectations to local contexts while maintaining professional commitment. This idea is supported by Caingcoy (2023), who emphasized that culturally responsive pedagogy requires valuing students’ lived experiences, and Rae-Grant (2020), who argued that sustaining cultural practices in classrooms promotes mutual respect and deeper social connections. 

Growth Through Challenges
In the context of this study, a significant aspect to explore is how teachers in IP schools grow through challenges and adapt to the realities of their environment. During their first year, many encountered difficulties in adjusting to new contexts and expectations, often feeling overwhelmed by the changes. Over time, however, these challenges became opportunities for development, pushing teachers to go beyond their limitations and cultivate resilience. Their narratives reveal that every obstacle whether cultural, logistical, or instructional served as a catalyst for acquiring new skills and strengthening their professional identity. This theme highlights that growth through challenges is not only about overcoming adversity but also about transforming difficulties into meaningful learning experiences that enrich both personal and professional life.

“Before, I used to ask myself, "Can I handle the problems here? Can I manage?" Now, it feels different. After accepting the challenge, my perspective changed because I initially thought it would be really difficult to be here. However, when you deeply consider our life here, it's actually very enjoyable” - IDI, P5, L 770- 773 

“At first, I thought it would be difficult, but now I can say that I can handle elementary school. I used to think I would transfer after three years, but now I feel confident staying here” - IDI, P4, L 646- 648  
“So, within the community, it's not fair to compare them directly. If students from the city can do this, they can also do it” - P2, IDI L280-282  

Based on participants’ responses, it is evident that teachers gradually learned to find contentment with their circumstances in the IP school. Initially, many questioned their ability to manage the challenges, wondering if they could adapt to the environment. Over time, however, their perspective shifted as they embraced the realities of teaching in the community, discovering enjoyment and fulfillment in their work. Teachers expressed confidence in their ability to stay and thrive, recognizing that difficulties were not insurmountable but opportunities for growth. They also acknowledged the importance of valuing students’ capabilities without unfair comparisons to urban learners. 
This theme highlights that contentment emerges when teachers accept challenges, adapt to their milieu, and appreciate the unique strengths of their students. Such insights resonate with Sanchez & Mananquil (2024), who found that teachers’ coping insights in in-person classes foster resilience and satisfaction, and Quines & Arendain (2023), who emphasized that organizational culture and supportive environments strengthen teachers’ commitment and help them find contentment in their professional roles. 

Motivation from Impact
In exploring the insights of teachers in IP schools, an important area of focus has been how they derive personal motivation from the impact of their work. Teachers emphasized that their most essential reason for teaching was to instill in students the value of knowledge and the belief that being a member of the IP community does not preclude success in life. They recognized that providing quality education was not only about academic performance but also about equipping learners with skills and confidence for their future. Teachers’ involvement significantly influenced students’ motivation, as their dedication and understanding of learners’ unique characteristics enhanced the quality of learning. This theme highlights that teachers’ motivation is deeply rooted in the transformative role they play in shaping students’ lives.

“Yes, because if you try to do it alone, you won't be motivated. We should wholeheartedly immerse ourselves here, especially in teaching, as students are eager to learn. When they go outside, they will carry something valuable they learned from you.) IDI, P5, L524-526
“If I don't agree to be their teacher assigned here, who will? If I don't agree, I will assign to the mountain, ride a motorcycle for almost 2 hours. Who will do?) IDI, P5, L667-669
“You'll be amazed that even though they are in an IP school, they have talents that are different from other students in central schools. Despite living in a far-flung area, we can still exceed limits, and as a teacher, I am very happy about it” IDI, P2, L287-289  

“My motivation as a teacher is my students. I am very fortunate to have been a student in the city where everything you need is provided, but here in our school, it's different” IDI, P2, L323-326   

The responses collectively underscore that teacher in IP schools derive profound motivation from the progress and potential of their students. They view their role not simply as instructors but as individuals who carry a responsibility to ensure that learners leave with knowledge and values they can use in life. Teachers expressed that seeing students eager to learn, despite the challenges of distance and limited resources, was a priceless gift that strengthened their commitment. Their motivation was also rooted in the belief that someone must step up to serve these communities, even when conditions were far from ideal. 
This theme highlights that teacher become “heroes” in their own right by prioritizing learners, embracing responsibility, and finding joy in students’ growth. Such insights resonate with Mae (2022), who emphasized that teacher motivation is sustained by a sense of moral purpose and student impact, and Paller, and Quirap (2024).), who found that teachers working in marginalized contexts derive resilience and satisfaction from witnessing learners’ achievements despite adversity.
Living Life with No Regrets

In the context of teaching in IP schools, the insights of teachers reveal a profound perspective on living life with no regrets. Rather than dwelling on difficulties or limitations, they expressed fulfillment in their work and harmony in their relationships with the community. Teachers emphasized that their motivation was not rooted in financial gain but in the opportunity to impart knowledge to learners while simultaneously learning from the IP community. Their narratives highlight that regret was not part of their vocabulary; instead, they embraced their role with gratitude, resilience, and a sense of purpose. Below are excerpts of the participants’ responses. These insights shed light on the personal and professional transformations experienced by teachers as they navigated the complexities of teaching in far-flung IP schools, underscoring the importance of finding meaning and satisfaction in their circumstances.

“I have no regrets because I have learned a lot and met many people, especially my current colleagues, who are very supportive” IDI, P5 L 783-786 
“No, nothing at all, sir. Although there are challenges due to hard work and fatigue, the moment I saw that the child can read because of my efforts as a teacher, I realized that I played a significant role in the child's progress and achievement. I've come to understand that I'm one of the reasons they have reached this stage in their life” P2, IDI L678-682 

“I have no regrets, sir. I'm really happy to be here. I'm glad to be assigned here because aside from the environment, the community here is also abundant” - IDI, P4, L 656-658  

“I am so blessed and thankful to have been assigned here. Whether or not I am eligible for the awards I applied for, I am grateful for this opportunity” - IDI, P3 L395-398

Based on the shared insights of the participants, it becomes evident that teachers’ perspectives are deeply rooted in gratitude, resilience, and purpose. They consistently emphasized that regret was not part of their vocabulary; instead, they found joy in seeing their students learn, pride in contributing to their achievements, and appreciation for the supportive environment of the IP community. Teachers highlighted that their motivation was not tied to financial rewards or recognition but to the meaningful experiences of imparting knowledge and learning from the community itself. Their narratives reveal that living without regrets entails embracing challenges, valuing relationships, and finding contentment in their professional journey. 
Moreover, recent scholarship underscores this outlook. Geneta (2024) found that teachers living in Indigenous communities during the pandemic reported resilience and satisfaction despite hardships, highlighting that immersion in the community fosters professional growth and personal fulfillment. Similarly, Medel and Gallardo (2025) emphasized that rural teachers working with IP learners derive strength and motivation from witnessing students’ progress and talents, even in far-flung areas. These findings affirm that living life with no regrets is not about avoiding difficulties but about transforming them into meaningful opportunities for growth and service.

Finding Contentment with One’s Circumstances 

In the context of teaching in IP schools, the shared insights of teachers reveal that contentment plays a central role in sustaining their professional and personal resilience. Despite facing unexpected challenges, they expressed fulfillment in working with students, parents, colleagues, and the wider community. Their narratives highlight that contentment is not simply about accepting limitations but about finding joy and meaning in their daily work. Teachers emphasized that their aspirations and sense of satisfaction became sources of strength, enabling them to overcome difficulties and remain committed to their role.

“Personally, I don't have any concerns, I enjoy my teaching here” FGD, L 347 

“I am very happy to be part of this school. Yes, I'm satisfied here. I didn't plan to come here initially, but I'm glad I did” - IDI, P4, L 690 -692 

“I'm just persevering; that's what I'm doing because it's my job, and I love it” P1, IDI L300-301

“Although there are challenges due to hard work and fatigue, there's no reason to stop because you can see that the child knows how to read because of my effort. It's very rewarding to hear that I'm a significant part of the child's learning journey. It's fulfilling to know that I'm contributing to their achievements and success” IDI, P2, L 678 – 861

Analyzing on the shared insights of the participants, the camaraderie among teachers and students demonstrated that, despite the difficulties of their jobs, they nevertheless find contentment not only for themselves but, more importantly, for their students. Rather than being a product of their response to external circumstances, satisfaction comes from relationships with the people around us Towson University (2025). It is the serene understanding that, despite the occasional outbursts of rage, grief, joy, frustration, and excitement, we are complete precisely as we are. Finding contentment in life does not imply that you must always be happy or have everything figured out. It's about finding peace and acceptance amid life's ups and downs Bak (2020). Moreover, these indicated that teachers' contentment with the IP school community was more important than their difficulties.    It was, indeed, a fabulous moment to hear from the participants that being a teacher in an IP school makes their life complete as they nurture their journey in the community. 
Upholding Gratitude and Thankfulness

Despite the challenges of distance, limited resources, and the demands of their work, they consistently expressed appreciation for the opportunity to serve the community. Their narratives highlight that every situation, whether positive or difficult, was met with a sense of purpose and gratitude. Teachers emphasized that being assigned to an IP school allowed them to grow personally and professionally, while also fostering meaningful relationships. Upholding gratitude became a source of strength, enabling them to face challenges with resilience and to find fulfillment in their role. 

(Now I'm in a happy place. I am very content with my teaching career because despite encountering many challenges in teaching, I will always cherish the memories I have created here. It's like having a treasure that I can share with others..) IDI, P5 L 788 -790

(I'm comfortable and happy here. I believe I was assigned here for a very important reason by the Lord.) P4, IDI L641-643

(I feel incredibly blessed and thankful, in fact.)” IDI, P3 L 596,

(So, I'm very happy. I've become more independent, and of course, I have my own job now. Unlike before, when I was very dependent, I couldn't leave my parents because of my reliance on them, even though I am married. But now, I have my own way.) IDI, P1, L 338 -342

Based on the shared insights of the participants, sometimes teachers were desperate to transfer to another school where the access to daily necessities was amicable. However, teachers in an IP school community, instead of moving from the other school, chose to stay, and in fact, they were thankful for what they had and where they were now, without thinking about the upcoming challenges. Happiness cannot be obtained when everything around you were flawless Becker (2023). Instead, it means that even amid defects, teachers can find happiness and joy. Being thankful allows you to see that no matter what is going on in your life, there are always things to value and appreciate Cinelli (2022).

[bookmark: _Hlk224150964]4. Conclusion 

The study revealed the unique challenges faced by non-IP public school teachers teaching in IP schools, particularly when transitioning to communication using the students’ native language. Teachers reported difficulties in adapting to the community’s culture and traditions, often experiencing culture shock during their initial interactions with learners. At the same time, students also struggled to understand lessons when teachers were not yet proficient in communicating with them effectively.
Developing well-integrated relationships between teachers and students led to a harmonious environment that resulted in profound engagement both inside and outside the classroom. Nonetheless, the support between teachers and students played a vital role in helping teachers navigate these challenges. In this way, students coped with their needs more effectively when they had strong relationships with their teachers.
The study emphasized the importance of adaptability and resilience among public teachers. These traits assisted individuals in dealing with unexpected problems, creating a sense of flexibility and maintaining their emotional and physical well-being, which ultimately contributed to better interactions with their students, coworkers, and the community.
Moreover, in a community very different from the one they had previously lived in, constructing a friendly approach led to better prospects, especially in everyday life with the IP community. In addition, fostering a positive educational environment during every activity contributed to improved results and enhanced camaraderie. Despite the challenges encountered, teachers expressed no regrets about accepting the assignment in the IP school community because of the welcoming environment they experienced. Student generosity was abundant, and they consistently showed respect to their teachers both inside and outside the campus.
The study underscored the positive impact of maintaining a constructive attitude, which enhanced encouragement, knowledge, and a sense of friendship among non-IP teachers toward their students, parents, co-teachers, school heads, and the community. Teachers teaching in IP schools consistently upheld a positive atmosphere to create a conducive environment and address their problems. Students also observed this positivity in their teachers, especially when working on tasks they found challenging. 
Finally, the study's implications align with the principles of Gay’s Theory of Culturally Responsive Teaching, emphasizing the significance of integrating IP cultures into the educational process. Teachers in IP schools consistently observed the integration of IP culture, recognizing its vital role for students. Every time they conducted an activity, they reminded students to use materials available within their community. Through this, students benefited from interactive engagement, such as active learning, by applying real examples based on locally available resources, which created a more meaningful learning environment.
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