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Abstract:

	This study determined the classroom practices of the elementary teachers based on the PPST-RPMS in the District of Zumarraga, Schools Division of Samar during the School Year 2018-2019.
	It sought answers to the following questions:  1.) What
is the profile of the teacher-respondents with            respect to the following variates: age and sex, civil status, highest educational attainment, professional position, gross monthly family income, number of years in teaching, performance rating based on the latest IPCRF, number of relevant in-service trainings and attitude toward teaching? 2.) What is the profile of school administrator-respondents in terms of the following variates: age and sex, civil status, highest educational attainment, administrative position, gross monthly family income, number of years as administrator, performance rating based on the latest OPCRF, number of relevant in-service trainings and attitude toward supervision? 3.) What are the classroom practices of the teacher-respondents based on the PPST-RPMS as perceived by the two groups of respondents in terms of the following areas: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting? 4.) Is there a significant difference in the assessment of the two groups of respondents relative to the classroom practices of the teacher-respondents in terms of the foregoing areas? 5.) What is the level of teaching competence of the teacher-respondents as rated by their school administrator and the teachers themselves for the first and second quarters in terms of the following domains: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting? 6.) Is there a significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of the foregoing domains? 7.) What is the learners’ academic performance level based on the MPS of the first and second quarters? 8.) Is there a significant relationship between the classroom practices of the teacher-respondents and the following variates: teacher-related variates, school administrator-related variates, teaching competence of the teacher-respondents based on the PPST in terms of the identified domains and learners’ academic performance level based on the MPS of the first and second quarters? 9.)	What intervention program may be derived from the findings of the study?
In the comparison of the classroom practices of the teacher-respondents as perceived by the two groups of respondents, a significant evaluation was arrived at in the domains of content knowledge and pedagogy, learning environment and assessment and reporting while it was not significant in the domains of diversity of learners and curriculum and planning. In associating relationship between the classroom practices of the teacher-respondents and the teacher-related variates, a significant evaluation was noted along age, number of years in teaching, performance rating based on the latest IPCRF, and attitude toward teaching while it was not significant along sex, civil status, highest educational attainment, professional position, gross monthly family income, number of relevant in-service trainings, and attitude toward teaching.
Furthermore, in associating relationship between the classroom practices of the teacher-respondents and the school administrator-related variates, a significant evaluation was found out along age only and it was not significant along sex, civil status, highest educational attainment, administrative position, gross monthly family income, number of years as administrator, performance rating based on the OPCRF, number of relevant in-service trainings, and attitude toward supervision. Also, in associating relationship between the classroom practices of the teacher-respondents and their teaching competence based on the PPST, a significant evaluation was noted. On the other hand, in associating relationship between the classroom practices of the teacher-respondents and the learners’ academic performance level based on the MPS of the first and second quarters, a not significant evaluation was found out.
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Chapter 1


THE PROBLEM AND ITS BACKGROUND


Introduction

Teachers’ effective classroom practices and attitudes are closely related to their methods and strategies in managing challenges in their daily professional life and general well-being. They shape students’ learning environment and influence students’ motivation and achievement. The variety of classroom practices they use in interacting with students play a critical role in understanding the lesson as well as the overall performance of the students. Thus, effective classroom practices and attitudes of teachers are fundamental in enhancing the learning of the students.
Also, classroom practices like close monitoring, adequate pacing and classroom management, as well as clarity of presentation, well-structured lessons and informative and encouraging feedback are considered the key aspects to have a positive impact on student achievement and eventually quality education (OECD,2009).
The Philippine government has consistently pursued teacher quality reforms through a number of initiatives to enhance  the  quality of the teachers suited to the needs of 
the  21st century learners. One of  the reforms  made  by the
government  is  the  development  of  the  new  and  improved 
Philippine Professional Standards for Teachers (PPST).
The PPST shall be used as a basis for all learning and development programs for teachers to ensure that teachers are properly equipped to effectively implement the K to 12 Program. It also describes the expectations of teachers’ increasing levels of knowledge, practice and professional engagement. At the same time, it allows for teachers’ growing understanding, applied with increasing sophistication across a broader and more complex range of teaching and learning situations (DepEd Order No. 42, s. 2017, the National Adoption and Implementation of the Philippine Professional Standards for Teachers).
Hence, the classroom practices based on the seven domains of the PPST-RPMS will produce and develop quality teachers in the Philippines, making them effective and efficient educators in the 21st century.
To achieve DepEd’s goal which is improving the quality of basic education in the Philippines, teachers must have expertise in a wide-ranging array of competencies in a specially complex environment where hundreds of critical decisions are required each day.
Thus, to achieve this goal, they have to learn the numerous specific skills and knowledge available for building effective teacher development which will improve themselves particularly their classroom practices. This is for this reason that this study came about.
DepEd officials deplore the fact that the government is wasting time, money, and effort to upgrade the teachers’ competencies through this new professional standards, seminars and other in-service activities. However, after such activities or when teachers go back to their respective stations, nothing is being done to apply their learning. It seems that they leave everything to chance. That is why, academic performance of students remains a problem. One of the findings stated in the Third Elementary Education Project(TEEP)was that after training, teachers’ enthusiasm and determination to apply new strategies usually wane. This situation especially happens when teachers do not receive encouragement and administrative support. Though some teachers are willing to spend their own time and resources to upgrade themselves through seminars, enrolling in graduate schools and doing professional readings, most teachers are somehow contented with their present status, not aiming more for their self-improvement. 
These characteristics of teachers somehow challenged the researcher to undertake this study to find out how effective are  the  classroom  practices  based  on  the PPST- RPMS in 
producing and developing quality teachers who are effective 
and efficient in handling the 21st century learners.

Statement of the Problem

This study determined the classroom practices of teachers of District of Zumarraga, Schools Division of Samar based on the PPST-RPMS during the School Year 2018-2019.
Specifically, this study sought to answer the following questions:
1.	What is the profile of the teacher-respondents with            respect to:
1.1 age and sex;
1.2 civil status;
1.3 highest educational attainment;
1.4 professional position;
1.5 gross monthly family income;
1.6 number of years in teaching;
1.7 performance rating based on the latest IPCRF;
1.8 number of relevant in-service trainings; and
1.9 attitude toward teaching?
2. 	What is the profile of school administrator-respondents in terms of the following variates:
2.1 age and sex;
2.2 civil status;
2.3 highest educational attainment;
2.4 administrative position;
2.5 gross monthly family income;
2.6 number of years as administrator;
2.7 performance rating based on the latest OPCRF;
2.8 number of relevant in-service trainings; and
2.9 attitude toward supervision?
3. What are the classroom practices of the teacher-respondents based on the PPST-RPMS as perceived by the two groups of respondents in terms of the following areas:
3.1 content knowledge and pedagogy;
3.2 learning environment;
3.3 diversity of learners;
3.4 curriculum and planning; and
3.5 assessment and reporting?
4. Is there a significant difference in the assessment of the two groups of respondents relative to the classroom practices  of  the  teacher-respondents  in  terms  of the 
  foregoing areas?
5. What is the level of teaching competence of the teacher-respondents as rated by their school administrator and the teachers themselves for the first and second quarters in terms of the following domains:
5.1   content knowledge and pedagogy;
5.2   learning environment;
5.3   diversity of learners;
5.4   curriculum and planning; and
5.5   assessment and reporting?
6. Is there a significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of the foregoing domains?
7. What is the learners’ academic performance level based on the MPS of the first and second quarters?
8. Is there a significant relationship between the classroom practices of the teacher-respondents and the following variates:
8.1   teacher-related variates;
8.2	   school administrator-related variates;
8.3   teaching competence of the teacher-  
      respondents based on the PPST in terms
      of the identified domains; and
8.4   learners’ academic performance level based  
     on the MPS of the first and second quarters
9.	What intervention program may be derived from the findings of the study?
Hypotheses
Based on the specific questions, the following hypotheses were tested in this study.
1.	There is no significant difference in the assessment of the two groups of respondents relative to the classroom practices of the teacher-respondents in terms of the identified domains.
2. 	There is no significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of the identified domains.
3. 	 There is no significant relationship between the classroom practices of the teacher-respondents and the following variates:
3.1 teacher-related variates;
3.2 school administrator-related variates;
3.3 teaching competence of the teacher-     respondents based on the PPST in terms of
the identified domains; and
3.4   learners’  academic  performance  level
based on the MPS of the first and second quarter.
Theoretical Framework
This study was anchored on Pianta’s Teacher-Student Relationship Theory, Piaget’s Constructivism Theory, and Bandura’s Cognitive Social Learning Theory.
Pianta’s (1995:295) Teacher-Student Relationship Theory posits that teachers shape students’ experiences in school through effective teaching practices. Beyond the traditional role of teaching academic skills, teachers regulate students’ 
activity level, teach communication skills, provide opportunities for students to form peer relations and provides behavioral support by using effective teaching practices. Teachers have multiple roles and spend large amount of time with students.
Pianta’s theory proposes that when teachers use effective teaching practices and have close and positive relationships with students, students are more motivated to learn and spend extra time and energy, thus, promote success in learning. 
This study was also anchored on Piaget’s Constructivism
Theory (http//: www.google .com/theorieslearning. Piaget028, accessed December 4,2018) which explains how people might acquire knowledge and learning. The theory suggests that humans construct knowledge and meaning from their experiences. In the classroom, the constructivist view of learning can point toward a number of different teaching practices used by teachers. In the most general sense, constructivist teachers provide tools such as problem solving, inquiry based learning activities and other effective classroom practices and strategies which encourage students to create more knowledge, reflect on it and talk about what they are doing and how their understanding is changing.
Furthermore, constructivist teachers used effective classroom practices like encouraging and motivating students to constantly assess how the activity is helping them gain understanding. By questioning themselves and their strategies, students in the constructivist classroom ideally become expert learners. This gives them ever-broadening tools to keep learning. With a well-planned and efficient classroom practices, the students learn and discover things on their own (Steinberg, 1995:341).
This study was also anchored on Bandura’s (2002:36) Cognitive Social Learning Theory which suggests that student motivation and academic  performance are directly related to
instructional practices of teachers that recognize individual
student needs and learning styles.
As applied in the study, when developing an instructional design and classroom practices, teachers must be mindful of how the content is structured for meaning, possess knowledge of students as individuals, and know which elements in the classroom allow for flexibility in delivering the lesson connecting content and learners. 

Conceptual Framework

Figure 1 shows the  conceptual framework of  the  study.
The base of the paradigm depicts the locale of the study which is the District of Zumarraga, Schools Division of Samar involving the elementary teachers I-III and the school administrators as the respondents of the study. The upper big box contain the variables considered. The two left-most frames contain the personal profile of the teacher-respondents and school administrator-respondents. The two boxes are correlated to  each  other  as  shown  by  a  two-way  arrow  in between. For the teacher-respondents the following factors were considered: age and sex, civil status, highest educational attainment, professional position, gross monthly family income, number of years in teaching, performance rating based on the latest IPCRF, number of relevant in-service  trainings  and  attitude toward teaching. 
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Figure 1. The Conceptual Framework of the Study
The profile of the administrator-respondents includes: age and  sex, civil  status,  highest   educational  attainment, professional position, gross monthly family income, number of years as administrators, performance rating based on the professional position, gross monthly family income, number of years as administrators, performance rating based on the latest OPCRF, number of relevant in-service trainings and attitude toward supervision.
On the opposite are the three smaller frames placed one
above the other. The bottom-most box contains the variable teaching competence, the middle box contains the variable classroom practices while the upper-most box contains the variable  learner’s academic performance. The three boxes were correlated to each other as shown by the two-way arrow in between the three boxes.
Likewise, another two-way arrow is placed at the center which    indicates the   perception  of  the  two  group  of 
respondents on the classroom practices based on the PPST-RPMS and their level of competence.
Furthermore, an  arrow  pointing  upward  indicates  the
findings and implications of the study. Immediately following
it  is the  box  containing the  intervention  program  which
proceeds  to  the  uppermost  perforated  oblong  bearing the
ultimate goal  of the  study which is the improved classroom
practices of the teachers based on the PPST-RPMS and their level of competence.
A feedback mechanism is provided to the locale of the study for the benefit of the teacher and administrator-respondents.

Significance of the Study

The findings of this study would be beneficial to the following stakeholders: the teachers, the school administrators, the students, the Department of Education Officials, and the future researchers.
To the Teachers. The results of the study would benefit them as the ultimate beneficiaries in this endeavor. The improvement of their classroom practices based on the PPST is the prime purpose of this study and, therefore, would result to better teaching performance; hence, improved academic performance of the students. The intervention program of this study would also aid the teachers in enhancing their teaching competence and acquire adequate methods and skills needed in improving their classroom practices.
To the School Administrators. The result of the study would  serve  as additional  knowledge of  new directions and 
practices in teachers’ evaluation by school administrators and would provide new developments and changes in the current 
teachers’ evaluation practices. Also, the intervention program of this study would help the administrators plan mechanisms: strategies and techniques to improve the appropriate styles that their teachers should embrace.
To the Students. The findings of this study would benefit them on the aspect of their academic performance as a result of the improved classroom practices and teaching competence of their teachers.
To the Department of Education Officials. The outcome of the study would serve as a basis for possible innovations that may strengthen and enrich the existing teacher development program to suit to the needs of the students.
To the Future Researchers. The future researchers would find this study a rich source of literature for a similar study that they would undertake but would focus on other variables not undertaken in this study.

Scope and Delimitation
	This  study  determined  the  classroom practices of the
teachers based on the PPST-RPMS and their level of competence as basis for an intervention program in the District of Zumarraga, Schools Division of Samar. It included all the elementary teachers I-III and their respective administrators.
The variables of this study included the personal variates of the teacher-respondents, to wit: age and sex, civil status, highest educational attainment, professional position, gross monthly family income, number of years in teaching, performance rating based on the latest IPCRF, number of relevant in-service trainings, and attitude toward teaching. 
The other variables of this study included the administrator-respondents, to wit: age and sex, civil status, highest educational attainment, administrative position, gross monthly family income, number of years as administrator, performance rating based on the latest OPCRF, number of relevant in-service trainings, and attitude toward supervision.
This study was conducted during the School Year 2018-2019.
Definition of Terms

	To provide the readers a common frame of reference, the

following terms are herein defined conceptually and operationally.
	Assessment and Reporting. This refers to a process which involves a professional judgement made on a body of evidence about a student’s progress and achievement against the standards of the curriculum of each learning area (www.stjoseph.qld.edu.au/learning/pages/assessment-and repo- rting.aspx, accessed December 3,2018). As used in this study, this term refers to the fifth classroom observable domain of the PPST-RPMS.
Classroom Practice. This refers to a process which involves multiple agents and their interactions within the classroom as a system (https:// www.emeraldinsight .com /doi /ans/10.1108/JEA-11-2013-0126, accessed December 2,2018). As used in this study, this term refers to the teaching practices of the teachers based on the five classroom observable domains of the PPST-RPMS.
	Content Knowledge and Pedagogy. This term refers to the integration    of   subject  expertise and skilled  teaching  of a particular subject (https://study.com/academy/lesson/ pedagogicalcontent-knowledge-definition-lessonquiz, accessed December 3,2018). As used  in this study, this term refers to the first classroom observable domain of the PPST-RPMS.
	Curriculum and Planning. This refers to a complex process where faculty defines intended learning outcomes, assessments, content and pedagogic requirements necessary for student success across an entire curriculum are described (https ://www .sfu.ca/tlc/resources-and-tools/course-and-curriculum-planning .html,accessed December 3,2018). In this
study, this term refers to  the fourth  classroom observable
 domain of the PPST-RPMS.
	Diversity of Learner. This refers to the sum of the ways
that learners are both alike and different. The dimensions of diversity include race, ethnicity, gender, sexual orientation, language, culture, religion, mental and physical ability, class, and immigration status (www.nea.org/tools/di versity-tollkit-introduction, accessed December 3,2018). As used  in this study, this term refers to the third classroom observable domain of the PPST-RPMS.
	Domain. This term refers to a broad conceptual sphere of teaching and learning practices defined by specific strands in the set of professional standards for teachers (PPST, Glossary of Terms:17). As used in this study, this refers to the seven fields of the PPST-RPMS which described the classroom competence of the elementary teachers involved in the study.
	Individual Commitment and Review Form of teachers (IPCRF). This refers to an assessment tool for government employees’ use that rate tasks accomplished for a year (https://www.pressreader.com>philippines, accessed December 2,2018). As used in this study, this term refers to an evaluative instrument used to measure the performance of the teachers involved.
	Intervention Program. This  refers  to  the  specific
program or set of steps to help a person improve in an area of need. This is designed so that the school can track the learners’ progress (https://www.understood.org/en/learning-attention-issues/treatments-approaches-intervention accessed  June 18,2019). As used in this study, this term refers to the program which will help improve the performance and practices of the teachers in teaching.
	Learner Academic Performance. This refers to the extent to which a  learner  has  achieved  his  short  or  long  term 
educational goals (https://www.igi-global.com/ dictionary /academic-performance/42383, accessed December 3,2018). As used in this study, this term refers to the percentage of marks obtained by the learners in every subject area for the first and second quarters.
Learning Environment. This refers to the diverse physical locations, contexts, and cultures in which students learn (https://www. edglossary.org/learning-environment /, accessed December 3,2018). As used in this study, this term refers to the second classroom observable domain of the PPST-RPMS.
Level of Competence. This refers to a reference point that someone may have, or may not yet have attained. Levels must be specific to an area or, often, generic, in which case they are assessed for specific areas of ability(www.simongrantorg> 2011_COME-HR, accessed December 4 2018). As used in this study, the term refers to the performance of the respondents based on the classroom observable domains of the PPST-RPMS. 
Mean Performance Score (MPS). This refers to the average performance of a group of students on an assessment. Specifically, MPS is calculated by adding all individual student scores and dividing by the number of total scores. It can also be referred to as an average. (https://www.google .com/define+ Mean+Performance+ Score&oq, accessed December 3,2018). As used in this study, this term refers to the source of the academic performance of the students for the first and 
second quarters during the School Year 2018-2019.
	Office Performance Commitment and Review Form (OPCRF). This refers to an evaluation tool used to measure the accomplishment of the government employees for the whole year. (https://www. pressreader. com>philippines, accessed  December 2,2018). As used in this study, this term refers to an evaluative tool used to measure the performance of the administrator-respondents involved in the study.  
Performance Appraisal. This refers to a systematic evaluation of the performance of employees and their abilities for further growth and development (https: //www. Investopedia.com /terms/performanceappraisal. asp-0,accessed December 3,2018). As used in this study, this term refers to a meaningful appraisal of the performance of the teachers who are involved in this study.
Philippine Professional Standards for Teachers (PPST). This refers to the new DepEd professional standards which aims to produce better teachers in the country by improving their qualifications, skills and by increasing their levels 
of knowledge, practice and professional engagement, (https://www.philstar.com/other-sections/education-and home, accessed December 2,2018). As used in this study, the term refers to the new professional standards for teachers composed of seven domains, five of which are classroom observable domains.
Result-Based Performance Management System (RPMS). This refers to a shared undertaking between the superior and the employee that allows an open discussion of job expectation, key results areas, objectives and how these align to the overall department goals. This also guides the teachers in achieving the vision, mission, values and strategic priorities of the DepEd toward the delivery of quality educational services to the Filipino learners (https://www. google. com/amp/s/www.tea- cherph.com, accessed December 3,2018). As used in this study, the term refers to the evaluative tools like the IPCRF and OPCRF used to measure the performance of the teachers and administrators involved in the study.
Teacher. This refers to all persons engaged in teaching at the elementary and secondary levels, whether on full-time or part-time basis, including industrial arts or vocational teachers and all other persons performing supervisory and administrative functions in all schools in the aforesaid levels and qualified to practice teaching (Sarmiento, III 1993: 756). In this study, it refers to the group of elementary tecahers I-III who was surveyed by the researcher. This group comes from  the District of Zumarraga, Schools Division of Samar.
	Teaching Competence. This refers to the right way of conveying units of knowledge, application and skills to students in a particular setting, the culture and values held in the community. As used in this study, the term refers to the ability of the elementary teachers to perform their functions with excellence as required from them by the Department of Education based on the domains of the PPST-RPMS (http:youremployment.biz//competency/teaching.biz/competecy.biz/ competency/ teaching competency/sthash. 9FoDzMJ9.dpuf, accessed December 2,2018).


Chapter 2


REVIEW OF RELATED LITERATURE AND STUDIES


This chapter presents information relevant to this research endeavor. A number of research literature and studies were used by the researcher to obtain some basic facts and principles which were valuable in the conduct of this research.

Related Literature
	The following sets of literature were reviewed by the researcher in order to strengthen the anchor of this study. These materials were found to be related to the study at hand.
The continuous revision of curricula and development of new academic programs demand a system to train and retrain instructors and academic leaders on continuous bases. Since professional development is a vital element to the survival and growth of higher education systems, institutions must carefully plan and implement professional development programs to meddle through these different pressures. Moreover, in order to be successful, the professional development programs need to be taken into account both for the benefits of the staff and the institution (Seyouam,2012:1-2).
According to Hammond (2010:3), parents, practitioners, and policymakers agreed that the key to improving public education is placing highly skilled and effective teachers in 
all classrooms. Yet, there still lacks a practical set of standards and assessments that can guarantee that teachers, particularly new teachers, are well-prepared and ready to teach. Policymakers have undertaken many and varied reforms to improve schools, ranging from new standards and tests to redesign schools, new curricula and new governance models. One important lesson from these efforts is the repeated finding that teachers are the strong support determining whether any school initiative slants toward success or failure. Every aspect of school reform depends on highly skilled teachers for its success. 
Furthermore, Hammond asserted that a system of performance assessments could also leverage improvements in practice and professional learning opportunities. A reliable and valid system of performance assessments based on common standards would provide consistency in gauging teacher throughout a teaching career. Such a system could also be used to establish standards and set of requirements necessary for an effective teacher who can advance students’ learning, and enable districts to identify and recruit the ablest teachers to the neediest schools.
Moreover, Crowe (2010:59) asserted that new assessments are needed to tell whether teacher education graduates have developed the classroom practices needed to be effective because current teacher tests do not directly measure what teachers do in the classroom, and they do not indicate how well teachers will do in the classroom. Performance assessments that measure what teachers actually do in the classroom, and which govern teachers’ effectiveness, are a much more potent tool for evaluating teachers’ competence and readiness, as well as for supporting needed changes in teacher education.
In addition, Crowe averred that aside from teacher tests, there is an increasing interest in measuring teachers’ contributions by directly examining student achievement gains, and there are a number of efforts underway to create systems that incorporate value-added methods for examining student learning gains into teacher evaluation. 
According to AdalsteinsdÓttir (2007:95), successful teacher-student interaction in the classroom is essential to the educational and social development of students and that teachers’ understanding of their own behavior is therefore of paramount importance. She also cited that teachers’ personal characteristics appear to be a good predictor of competence and that there appear to be relationships between particular personal characteristics on the one hand and teachers’ classroom practices on the other.
Furthermore, Fullan (2006:157) claimed that a crucial element in any design aimed at improving teaching and learning in schools is the provision of effective, ongoing, and professional learning opportunities for teachers, opportunities that promote learning not just of individuals but of the organization and system as a whole.  Since curricular implementation is ongoing, teachers and organizational leaders must understand the role professional development plays. If implementation involves new behaviors and beliefs, teacher development in relation to the new behaviors and beliefs is essential. This is why professional development in support of curricular implementation is the critical factor for success.  
On the other hand, Goodall et al. (2005:340) cited that studies of professional learning suggest that experienced teachers have varied and unique professional needs according to personal and professional circumstances, histories and contexts and not merely due to career length or life stage. Matching appropriate professional development provision to particular professional needs must be taken into account. This fit is critically important in ensuring that there is a 
positive impact  for  student learning  within the context of
the classroom and school.
Likewise, Hammerness et al. (2005:59) cited that rather than conceptualizing the process of teacher development as moving in lockstep through a series of universal stages, regardless of setting or experiences, teacher educators are now emphasizing the interrelationships between teachers’ learning and development and the context of teachers’ learning.  In turn, they are beginning to focus upon the particular features of those contexts and experiences that might help teachers develop these capabilities.  This perspective parallels the development of learning theory over the past twenty years, as psychologists have moved from behaviorists’ quest for a direct relationship between stimulus and response, to cognitive psychologists’ exploration of how individual learning unfolds, to the broader focus offered by sociocultural theory on the contexts and conditions that promote learning. 
Furthermore, Larsen (2005:292) cited that teaching is at the heart of education, so one of the most important actions the nation can take to improve education is to strengthen the effective teaching practices of the teachers. Improving students learning and school effectiveness are consequently viewed as dependent upon the implementation of a wide range of quality teacher programs and policies related to the selection, training, certification, hiring and retention of good teachers in public classrooms.
Also, Guskey (2003:748-750) suggested a wide range of indicators such as assessment results, portfolio evaluations, marks or grades, scores from standardized exams and even behavioral measures such as attendance, retention and participation in activities as potential ways to determine if professional development is having an effect on student achievement and learning. Guskey emphasized that evaluation of professional development must be ongoing, systematic, informed by multiple data sources and multiple kinds of data. 
It must also be understandable to a variety of stakeholders to have power.
Again,  the   characteristics   that   influence   the
effectiveness of professional development is multiple and highly complex. It may be unreasonable to assume that a single list of characteristics leading to broad policies and guidelines for effective professional development will ever emerge, regardless of the quality of professional development. Still, by agreeing on the criteria for effectiveness and providing clear descriptions of important contextual elements, these can guarantee a steady progress on these efforts to improve the quality of professional development endeavors.
Correspondingly, Wlodkowski (2003:40) cited that adults are motivated to learn when they are in an atmosphere that is respectful and connected to others, when the learning is relevant, when there is some degree of choice, when the learning task recognizes and includes their understandings and perspectives, and when they see that they can be effective in learning something of value. Professional development occurs when teachers engage in substantive actions, either individually  or  together,  that require complex thinking to
construct new skills or deeper meaning.
While according to Bertani (2002:58), those teachers who are involved in, or are considering involvement in professional development must understand that professional development is something that is done to continue learning.  The ultimate goal of professional development is to promote systemic change.
According to Wenglinsky (2001:8), the effects of classroom practices, when added to those of other teacher characteristics, are comparable in size to those of student background, suggesting that teachers can contribute as much to student learning as the students themselves. Furthermore, the aspects of teacher quality and classroom practices will have the greatest impact on student academic performance and professional development on the part of the teacher.
Moreover, Shulman (1997:10) stressed that three key components of professional growth are reflection on teaching practice, collaboration, and self-assessment. The proper training necessary to produce effective and proper evaluation involves both the evaluator as well as the person being evaluated. Both the evaluator and the evaluated are continual learners. 
Furthermore, Anderson (1994:38) stressed that student learning achievement may heavily depend on the teacher’s instructional planning, teaching method selection, and on a variety of learning activities. On the other hand, there is an assumption that students learn with different styles, speeds, levels of prior knowledge and environments when the subject matter is given by way of variety of teaching strategies.
Philip (1988:145) defined  effective  teaching  as  the
direction of the learning process so that desirable changes of a relatively permanent nature are brought about within the learner as a result of the instruction. He emphasized that effective classroom practices should result in the development of desirable attitudes, interests, ideals, appreciations, understandings, habits, and abilities. Then he listed eight basic factors of good teaching as democracy, use,  readiness, learning by doing,  motivation,  structure,
 feedback, and discovery.
All of the afore-cited literature provided the researcher important inputs in strengthening the concepts and processes of this study.

Related Studies
The following sets of study were reviewed by the researcher in order to strengthen the anchor of this study. These materials were found to be related to the study at hand.
In the study of Pogoy (2014) on “Classroom Practices of 
Teacher  Interns  in  Taiwan  and Philippines: A Comparative 
Study”, she found out that there are significant similarities and differences in the classroom practices of the teaching of English of the two countries in terms of lesson planning, classroom management and assessment. The two countries differ in the way they organized instruction of internship courses.	 Furthermore, she found out in her study that preparing more innovative and quality teachers in English starts from the teacher training where pedagogical knowledge is developed during the pre-service years that includes the pre-service teaching program.
	The previous study is similar with the present study since both focused on the classroom practices of the teachers and their teaching competence. They differed in variables and 
locale of the study. The previous study delved on teaching English and was conducted in Taiwan and Philippines while the present study focused on the classroom practices based on the PPST-RPMS and was conducted in the District of Zumarraga, Schools Division of Samar.
In the study of Dacutanan (2012) on “Professional Competence of the Teachers and Academic Performance of Pupils in the Kindergarten School”, she found out that the kindergarten teachers in the assessment of their professional readings of professional magazines expressed that they slightly do it. They too, expressed that they moderately read professional books. Thus, she concluded that somehow the teacher-respondents had the desire to improve their teaching skills and competencies by reading professional books, where they could get strategies and methods in teaching. However, they did this in moderation which could be attributed to the fact that they were very busy in preparing their instructional materials that they find short period of time in reading professional books.
The  previous  study  is  related  to  the present study
considering that the two studies focused on the professional competence of teachers. However, they differed in some areas of concern. The previous study delved on the professional competence among kindergarten teachers while the present study focused on the teachers’ classroom practices based on the PPST and their level of competence which was conducted among the elementary teachers in the District of Zumarraga.
Swee (2011) in his study entitled, “Innovation in the Classroom: Design Thinking for 21st Century Learning”, found out that teachers were not passive recipients of the new pedagogical tool and have appropriate it in multiple unique ways to suit different purposes, different learning contexts and their different subjects. Another key finding is that mastery of academic core content still drives how design thinking is used to intersect with classroom learning.
The previous study is related to the present study considering that the two studies focused on effective classroom practices of teachers. However, the two studies differed in some areas of focus. The former focused on exploring how design thinking, as a new classroom model of learning, was used in enhancing the performance of the learners while the present study focused on the level of competence of elementary teachers’ on classroom practices based on the PPST.
Hsiao (2010), in her study entitled, “A Case Study: An ESL Teacher’s Belief and Classroom Practices in Grammar Instruction” discovered three possible factors that lead learners to successful grammar learning. One is consistent relationship between the teacher’s beliefs and classroom practices. Another is the consistency of the teacher’s and learners’ beliefs and that is classroom practices have affected their learning motivation and belief. The last is how the teacher adjusted his classroom practices, which in turn helped the learners attain satisfaction.
The previous study is related to the present study considering that the two studies focused on the influence of classroom practices in enhancing the academic performance of the learners. However, the two studies differed in some areas of focus. The former focused on teacher’s beliefs and actual practices regarding the instruction of grammar in ESL classrooms while the present study focused on the level of competence of elementary teachers on classroom practices based on the PPST-RPMS.
In   the   study   of  Aguilar  (2010)  entitled,  “Job
Satisfaction Assessment Among Elementary School Teachers: Basis for a Teacher’s Training Program,” she found out that the level of satisfaction among age distribution and between sexes in terms of pay varied significantly. This means that the older the elementary school teacher-respondent, the lesser they become satisfied, due to their health that require finances, hence, they become less satisfied.
	The  study  of  Aguilar  relates with this present study,
taking into account the factor which contributes to the performance of a teacher, that is job satisfaction. However, the two studies differed in some areas of the focus. The former focused on the factors which affect the teachers’ performance while the present study delved on the elementary teachers’ classroom practices based on the PPST and their level of competence as basis for an intervention program.
In the study of Cofuentes (2010) entitled, “Needs of Elementary Teachers for Professional Advancement,” she found out that of the identified personal characteristics of the elementary school teachers, age, educational background, position and monthly composition showed a significant influence to their felt needs, and among the top three needs were: membership in professional organization, personal growth and development, self-confidence and competence.
The study  of  Cofuentes is related to the present study
since both delved on the improvement of the teaching competence of the teachers. However, the two studies differed in the respondents of the study. The former focused on the teaching competence of the multigrade teachers while the present study delved on the elementary teachers’ classroom practices based on the PPST and their level of competence as basis for an intervention program.
	Phuong (2009), in her study entitled, “The Influences of
Classroom Characteristics and Teacher-Student Relations on Student Academic Achievement,” found out that close teacher-student relations and teacher self-reported use of good instructional practices predicts positive student academic achievement. She also found out that the association between close teacher-student relations and student achievement is slightly stronger in classrooms with more academic risk, according to the models examined.
The previous study is in parallel to the present study since both focused on the influence of teachers’ classroom practices and students’ academic performance. However, they differ on the respondents of the study, the previous study used kindergarten through fifth grade students while the present study used the elementary teachers I-III and school administrators as respondents of the study. 
In  the  study  conducted  by  Lombrio  (2009)  entitled,
“Factors  that  Relate to Teaching Performance of the Social
Science Faculty of Eastern Samar State University,” he found out that the social science faculty of Eastern Samar State University oftentimes practiced and performed desired teaching behaviors that will enhance the teaching-learning process in the classroom as observed by their supervisors, students and also perceived by themselves. These teaching behaviors very significantly relate to their performance in the classroom and were considered the most predictor of tracking performance. This shows that their teaching behavior contributed in performance as a teacher especially in classroom instruction.
This study is related to the present study since both delved on the enhancement of the classroom performance of the teachers. However, they differed in some areas of concern. The previous study delved on the behaviors of the teachers which significantly affect their classroom performance while the present study delved on the classroom practices based on the PPST-RPMS and its relation to the level of competence which was conducted among the elementary teachers in the District of Zumarraga.
In the study of De Mesa (2008) entitled,” Teaching Practices of Secondary School Teachers and its Relationship to their Performance Rating” he found out that school administrators should be subjected to trainings to serve as a model  and  a  strong  leader  in the development of teaching
skills.
	The study of De Mesa is related to the present study in
consideration that the two studies delved on the teaching practices of the teachers. However, the two studies differed in the focus of the study. The former focused on the teaching practices and its relation to their teaching performance while the present study delved on the classroom practices based on the PPST and their level of competence as basis for an intervention program.
Nograles (2008), in her study entitled, “Teaching Performance, Instructional Competence, Attendance and Punctuality and Their Administrators and Supervisory Practices”, found out that teachers’ competence and learners’
satisfaction  received  a  very  satisfactory  rating from the supervisors in the Division of Northern Samar.
The previous study is closely in consonance with the present study because they both delved on the relationship of the performance of the learners and the competence of the teachers. However, the present study focused on classroom practices based on the PPST-RPMS and their level of competence as basis for an intervention program.
The afore-cited studies strengthened the conduct of the present study. The findings guided the researcher in the formulation of the research instrument and in the adoption of the research design.
	



Chapter 3


METHODOLOGY


	This chapter presents the methods and procedures to be undertaken in the conduct of the study. Included in this chapter are the following: research design, locale of the study, instrumentation, validation of instrument, sampling procedure, data gathering procedure, and statistical treatment of data.

Research Design

	This study employed the descriptive-correlation research design using the questionnaire as the main instrument of the study. The study was descriptive considering that it determined the profile of the respondents in terms of their personal characteristics, as well as the classroom practices and teaching competences of the teacher-respondents as perceived by themselves and by their administrators in terms of the following PPST domains, namely: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning, and assessment and reporting which were triangulated for any significant difference in the perception between the two groups of respondents. Furthermore, this study also determined the learners’ academic performance based on the MPS for the first and second quarters.
	Likewise, the study was correlational considering that
the classroom practices were associated with the following: teacher-related variates, school administrator-related variates, teaching competence of the teacher-respondents based on the PPST-RPMS in terms of the identified domains and learners’ academic performance level based on the MPS of the first and second quarter.
	The data gathered were treated statistically using appropriate descriptive and inferential statistical tools, namely: Frequency Count, Percentage, Arithmetic Mean, Standard Deviation, Weighted Mean, t-Test for Independent Sample Means, Pearson’s Product-Moment Coefficient of Correlation, and the Fisher’s t-Test.

Locale of the Study
	This study was conducted in the District of Zumarraga, Schools Division of Samar involving its elementary schools as the research environment, namely: Alegria ES, Arteche ES, Bioso ES, Boblaran ES, Botaera ES, Camayse ES, Ibarra ES, Lumalantang ES, Macalunod ES, Magaan ES, Maputi ES, Marapilit ES, Mombon ES, Mualbual ES, Pangdan ES, Poro ES, San Isidro ES, Sugod ES, Talib ES, Tinaogan ES, Tubigan ES, and Zumarraga 
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Figure 2. The Map Showing the Locale of the Study
Central ES. 
Zumarraga is a 5th class island municipality in the province of Samar, Philippines. It is formerly  known  as 
Buad,  Rawis, and  Kawayan. The  town  itself,  notably  its 
downtown area, is considered by  many scholars  as a heritage
zone due to the many heritage houses within its vicinity. The local government unit is currently conserving the history and traditions of the town. At present, Zumarraga has 22 complete elementary schools, four (4) high schools and one (1) private high school.

Instrumentation

	 This study utilized the questionnaire and the MPS for the first and second quarters of the student-respondents as sources of the data needed in this study.
Questionnaire. There were two sets of questionnaire that were devised by the researcher. Set one (1) was intended for the elementary grade teachers which was composed of four parts. Part I elicited the profile of the teacher-respondents in terms of the following personal characteristics, namely: age and sex; civil status, highest educational attainment, professional position, gross monthly family income, number of years in teaching, performance rating based on the latest IPCRF, and number of relevant in-service trainings, while Part 
II determined their attitude toward teaching. This aimed to determine the background information of this group of respondents. This was answered using the five (5) points scale with score of five (5) as the highest and  one (1), the lowest 
with the indicators: 5 as Strongly Agree	(SA); 4 as Agree(A); 3 as Uncertain/ Undecided (U/U); 2 as Disagree (D); and 1 as Strongly Disagree (SD).
Part III captured the classroom practices of the teacher-respondents in terms of the following PPST-RPMS classroom observable domains, namely: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning, and assessment and reporting. This was answered using the scales: Strongly Agree (SA), Agree (A), Uncertain /Undecided (U/U), Disagree (D), and Strongly Disagree (SD).
Part IV elicited the teaching competence of the teacher-respondents in terms of the identified domains. This was answered using the scales: Extremely Competent (EC), Highly Competent (HC), Moderately Competent (MC), Slightly Competent (SC), and Not Competent (NC).
Set two (2) of the questionnaire was intended for the school administrators. It was composed of four parts. Part I determined the profile of the school administrator-respondents in terms of the following personal characteristics, namely: age and sex, civil status, highest educational attainment, administrative position, gross monthly family income, number of years as administrator, latest performance rating based on the latest OPCRF, number of relevant in-service trainings, and attitude toward supervision. Part II determined the attitude toward supervision. This aimed to determine the background information of this group of respondents. This was answered using the scales: Strongly Agree (SA), Agree (A), Uncertain/ Undecided (U/U), Disagree (D), and Strongly Disagree.
Part III captured the classroom practices of the teacher-respondents in terms of the following PPST-RPMS domains, namely: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning, and assessment and reporting. This was answered using the scales: Strongly Agree (SA), Agree (A), Uncertain /Undecided (U/U), Disagree (D), and Strongly Disagree (SD).
Part IV elicited the teaching competence of the teacher-respondents in terms of the identified domains. This was answered using the scales: Extremely Competent (EC), Highly Competent (HC), Moderately Competent (MC), Slightly Competent (SC), and Not Competent (NC).
MPS. This was the source of the academic performance of the students for the first and second quarters during the School Year 2018-2019.
Validation of Instrument

	Inasmuch as the questionnaire was researcher-made, it went through the process of expert validation. Research experts were identified to look into the questionnaire and validate as to its face, content, and construct.	Furthermore, to ascertain the reliability, the validated 
questionnaire was pilot tested among teachers and school administrators in the District of Daram, Schools Division of Samar. To ascertain high reliability, 20 percent of the total teachers’ population was taken for the first group and 10 school administrators was sought to compose the second group.  The researcher used the Cronbach Alpha analysis in the calculation of the reliability coefficient using the following formula (Raagas, 2010:68):
			       K              ΣSi2
		   Cα = [ ------- ] [ 1 - ------- ]
                     K – 1		   S2

		where:	Cα refers to the reliability 

  coefficient using the Cronbach Alpha 

                      Analysis;

				K refers to the number of respondents;

				Si2 refers to the standard deviation of 

                       the individual responses of each 

   respondent; and,

				S2 refers to the standard deviation of 
				  the over-all responses of all the 
    
                      respondents.

In interpreting the reliability of the instrument, the following Table of Reliability suggested by George and Mallery (2003:25) was used.
If and when the coefficient of reliability falls 0.80 or higher, the questionnaire was deemed reliable for this study.
Thus, the questionnaire was reproduced ready for data collection. Otherwise, it was revised or some items was revised and the same validation and reliability testing was conducted.
Table 1

Table of Reliability 
	Reliability 
Coefficient 
(α)
	Interpretation

	   α ≥ 0.90
0.80 < α 0.89
0.70 < α 0.79

0.60 < α 0.69

0.50 < α 0.59

	Excellent
Very Good
Good (There are probably a few items which could be improved.)
Acceptable (There are probably some items which could be improved.)
Poor (Suggests need for revision of the research instrument.)

	   α < 0.49
	Questionable/Unacceptable (This research instrument should not contribute heavily to the research, and it needs revision.)




Table 2

Sampling Frame of the Study

	School
	Respondents

	
	School Administrator
	Teachers
N

	Zumarraga Central ES
Mombon ES 
	1
	11
8

	Alegria ES
Ibarra ES
	1
	7
3

	Magaan ES
Marapilit ES
Talib ES
	1
	5
5
3

	Arteche ES
Sugod ES
	1
	6
5

	Pangdan ES
Camayse ES
	1
	7
6

	San Isidro ES
	1
	9

	Boblaran ES
Mualbual ES
Poro ES
	1
	3
7
4

	Bioso ES
	1
	10

	Botaera ES
	1
	6

	Lumalantang ES
	1
	6

	Macalunod ES
	1
	7

	Maputi ES
	1
	6

	Tinaogan ES
	1
	8

	Tubigan ES
	1
	5

	       Total
	14
	137

	         Response Rate
	
	98.54%




Sampling Procedure

This  study utilized  the universal sampling with equal probability for the teacher-respondents. More or less the number of teachers in each school in the District of Zumarraga were similar. In the calculation of the sample size, the Slovin’s formula (Sevilla, et al., 1992:182) was used, as follows: 			
  n = N / 1 + Ne2
where: 	n refers to the sample size; 
N refers to the total teachers’ 
Population in the district; and
e refers to the margin of error set at 
  .05.
Universal sampling was also utilized among school administrators, that is, all the school administrators, principals, head teachers, and teachers-in charge were part of the sample. 

Data Gathering Procedure

	The researcher asked permission from the Schools Division Superintendent of the Division of Samar, to conduct the pilot-testing in the District of Daram, and to field the questionnaire in the District of Zumarraga, Schools Division of Samar. The approved permit was used by the researcher in seeking the cooperation of the school administrators. Strict confidentiality of the information was emphasized to the respondents to encourage their participation and cooperation.
	Data generation lasted for about two months from December 15,2019 to February 15,2019 considering the travel time in going to and fro and in the course of the dispersal of the questionnaire and its retrieval. Out of 139 teachers, two were unable to answer it because both were on maternity leave. Manual editing and coding were conducted by the researcher once a questionnaire was collected in preparation for the data analysis. Machine processing was followed through encoding and the generation of the statistical information in tabular form using available statistical software.

Statistical Treatment of Data

	To  give  meaning  to  the  data  that  were  collected, 
descriptive statistical tools were employed, namely: Frequency Count, Percentage, Arithmetic Mean, Standard Deviation, Weighted Mean, t-Test for Independent Sample Means, Pearson’s Product-Moment Coefficient of Correlation and Fisher’s t-Test
	Frequency Count. This  tool  was used  to  determine the
profile of respondents in terms of their personal characteristics as to its magnitude of occurrence.
	Percentage. This measure was used to convert the magnitude of occurrence of each variable with respect to the total respondents using the following formula (Sevilla, et al., 1992:200):
		P = [f/N] x 100
	where:	P refers to the percentage;
			f refers to the number of occurrence; and
			N refers to the total number of samples.
	Arithmetic Mean.  This was used to express the group perception of some of the identified characteristics of the respondents specifically on the data that are in interval scale. The following formula (Freud and Simon, 1992:35) will used:
			  ΣfX
		x = ---------- 
			   N

	where:	x refers to the arithmetic mean or average;

			f refers to the frequency of occurrence;

			X refers to the identified variable; and,

			n refers to the sample size.

Standard Deviation. This statistical tool was used to support the calculation of the Arithmetic Mean by calculating the deviation of the observations from calculated averages. The following formula (Freud and Simon, 1992:52) will be used:
			   Σf( X – X )2
		s =   ---------------
                      n – 1

where: 	s refers to the standard deviation;

		f refers to the frequency of occurrence;

		X refers to the identified variable; and,

		X refers to the arithmetic mean.

Weighted Mean. This was employed to determine the collective perceptions of the respondents relative to the instructional competence of the teacher-respondents in terms of the identified pedagogical areas. The formula (Pagoso, 1997:111) that will be used follows:
    			      ΣfiXiWi
		xw =     ----------
                        n 

	where: 	xw refers to the weighted mean;

			fi refers to the frequency of a 

  category of variable;

Xi refers to the identified category of 

  a variable;

Wi refers to the weights which are 

  expressed in a five-point scale; 

and,

n refers to the sample size.

In interpreting the weighted mean, particularly the instructional competence  of the  teacher-respondents in terms
of  the  identified  pedagogical  areas, the following set of
 five-point scales was used: 
     Range		      Interpretation
   4.51-5.00 		Extremely Competent 	(EC)
   3.51-4.50 		Highly Competent		(HC)
   2.51-3.50 		Moderately Competent	(MC)
   1.51-2.50 		Slightly Competent		(SC)
   1.00-1.50 		Not Competent			(NS)
Likewise, inferential statistics was employed in this study, the t-test for independent sample means, and the Fisher’s t-test.
t-Test for Independent Sample Means. This statistical tool was used to triangulate the group perception of the two groups of respondents as regards the classroom practices of the teacher-respondents in terms of the identified classroom observable domains based on the PPST to ascertain any significant difference in their group perception. The following formula was used (Walpole, 1989:311):
			      X1 – X2
	t = ---------------------------------------
 
          (n1 – 1)s12 + (n2 – 1)s22     1     1
	    [------------------------] [--- + ----]
                  n1 + n2 – 2          n1      n2
	where: 	t = refers to the computed t-value;
			X1 = the mean of the first group;
			X2 = the mean of the second group;
		s12 = refers to the sample variance of 
  the first group;
s22 = refers to the sample variance of 
  the second group;
n1 = refers to the number of cases for 
  the first group; and
n2 refers to the number of cases for
  the second group.
df = n1 + n2 - 2
Pearson’s Product-Moment Correlation Coefficient. This was used to determine the linear association between the academic performance of the elementary grade students based on the mean grade of the first and second quarters and the classroom competence of the teacher-respondents in terms of the identified PPST domains. The formula (Walpole, 1997:375) that was used is as follows:
		rxy	=	      n∑XY - (∑X)(∑Y)
				 _________________________
				   n∑X2–(∑X)2    n∑Y2–(∑Y)2		
		
where:
			rxy refers to the Pearson’s r value;
			∑X refers to the sum of the X scores;
			∑Y refers to the sum of the Y scores;
∑X2 refers to the sum of the squared X 
  scores;
			∑Y2 refers to the sum of the squared Y  
  scores;
			∑XY refers to the sum of the paired X and Y 
  scores; 
			n refers to the number of paired scores;
			X represents the academic performance of 
  the elementary grade students based on 
  the MPS of the first and second 
  quarters; and,
			Y represents the classroom practices 
of the teacher-respondents in terms of      
the PPST domains.
Table 3 was employed as guide in interpreting the degree of linear association (SRTC, 2013:98):
Fisher’s t-Test. This  statistical  tool  was  used  to  test the significance  of  the  coefficient of linear association
Table 3

The Table of Linear Association
	Coefficient of Linear Association
	Interpretation

	0
	No linear association

	0<p<+0.2
	Very weak linear association

	+0.2<p<+0.4
	Weak linear association

	+0.4<p<+0.6
	Moderate linear association

	+0.6<p<+0.8
	Strong linear association

	+0.8<p<+1.0
	Very strong linear association

	+1.0
	Perfect linear association



(Pearson’s r) between a set of paired variables. The formula (Best and Khan, 1998:402-403) applied in this case was as follows:
                                                     
   N - 2
		tf = rxy    ---------
				  1 – rxy2	
		
where:
			tf refers to the Fisher’s t-test value;
			rxy refers to the value of the Pearson r;
			n-2 refers to the degree of freedom; and
			  n refers to the sample population 
In deciding whether the null hypothesis would be accepted or rejected, the following decision rule served as guide: accept the null hypothesis if and when the computed value would turn lesser than the critical or tabular value or the p-value would turn greater than the α; on the other hand, reject the null hypothesis if and when the computed value would turn equal or greater than the critical or tabular value or the p-value would turn equal or lesser than the α.
Finally, hypotheses testing was done using α=0.05 in a 
two-tailed test with the aid of available statistical software or packages. 


Chapter 4


PRESENTATION, ANALYSIS AND INTERPRETATION OF DATA


	This chapter presents the findings of the study with the corresponding analysis and interpretation of data.

Profile of Teacher-Respondents
	This part contains the profile of the teacher-respondents with respect to: age and sex, civil status, highest educational attainment, professional position, gross monthly family income, number of years in teaching, performance rating based on the latest IPCRF, number of relevant in-service trainings, and attitude toward teaching.
	Age and Sex. Table 4 presents the age and sex disaggregation of the teacher-respondents.
	From the table, it can be noted that the oldest teacher-respondent registered an age of 61 years old while the youngest was 22 years old. A number of them, that is, 23 or 17.04 percent were aged 22-26 years old while 19 or 14.07 percent were aged 27-31 years old and the rest were distributed to the other identified age brackets. But 56 of them or 41.48 percent did not specify their ages for the sake of anonymity.
	The  mean  age of the teacher-respondents was posted at
33.87 years old with a SD of 9.61 years. This signified that the teacher-respondents were relatively young, at their early 

Table 4


Age and Sex of Teacher-Respondents

	Age Bracket
	Sex
	Total (f)
	%

	
	Male
	Female
	Not Stated
	
	

	57-61
	0
	4
	0
	4
	  2.96

	52-56
	0
	2
	0
	2
	  1.48

	47-51
	4
	1
	0
	5
	  3.70

	42-46
	2
	5
	0
	7
	  5.19

	37-41
	2
	7
	0
	9
	  6.67

	32-36
	3
	7
	0
	10
	  7.41

	27-31
	1
	18
	0
	19
	 14.07

	22-26
	5
	18
	0
	23
	 17.04

	Not Stated
	13
	20
	23
	56
	 41.48

	Total
	30
	82
	23
	135
	100.00

	%
	22.22
	60.74
	17.04
	100.00
	

	Mean
	33.87 years old

	SD
	9.61 years




30s, at  the prime of their  age and  at the  height of their
career being educators.
	Moreover, majority of the teacher-respondents were female accounting for 82 or 60.74 percent with the male counterpart being composed of 30 or 22.22 percent. Twenty-three of this group of respondents or 17.04 percent did not disclose their sex for unknown reason.
	The data signified that female dominance existed among the teacher-respondents an indication that more of this sex group  took   up  teacher  education   course  during   their baccalaureate and therefore composed the bigger portion of the population of the work force in the educational institutions.
	Civil Status. Table 5 shows the civil status distribution of the teacher-respondents.

Table 5


Civil Status of Teacher-Respondents

	Civil Status
	f
	%

	Single
	51
	 37.78

	Married
	77
	 57.04

	Not Stated
	7
	  5.18

	Total
	135
	100.00



	The table shows that more than half of the teacher-respondents, that is, 77 or 57.04 percent were married while 51 or 37.78 percent of them were single and seven or 5.18 percent did not give information regarding their civil status.
	The data denoted that the teacher-respondents have their respective nuclear family which the supported by the income they earned from the pursuit of their chosen profession.
	Highest Educational Attainment. Table 6 provides the information on the highest educational attainment of the teacher-respondents.

Table 6


Highest Educational Attainment of Teacher-
Respondents

	Educational Attainment
	f
	%

	MA/MAEd/MS Graduate
	1
	  0.74

	MA/MAEd/MS CAR
	32
	 23.70

	MA/MAEd/MS Units
	81
	 60.00

	BSEd/BEEd Graduate
	17
	 12.60

	Not Stated
	4
	  2.96

	Total
	135
	100.00



Table 6 shows that majority of the teacher-respondents were MA/MAEd/MS unit earners accounting for 81 or 60.00 percent while 32 or 23.70 percent were MA/MAEd/MS CAR holders, 17 or 12.60 percent were BSEd/BEEd graduates and one or 0.74 percent was a MA/MAEd/MS graduate. Still, there were four or 2.96 percent who held their anonymity along this profile.
The data suggested that the teacher-respondents were qualified for the teaching position in terms of educational requirement. In fact, most of the teacher-respondents surpassed the minimum educational   qualification   for the position having pursued advance education for personal growth and professional development.

	Table 7


Professional Position of Teacher-Respondents

	Position
	f
	%

	Master Teacher
	2
	  1.48

	Teacher III
	29
	 21.48

	Teacher II
	35
	 25.93

	Teacher I
	64
	 47.41

	Not Stated
	5
	  3.70

	Total
	135
	100.00



Professional Position. Table 7 reveals the professional 
position of the teacher-respondents.
	Table 7 reveals that a number of the teacher-respondents, that is, 64 or 47.41 percent were appointed as Teacher I while 35 or 25.93 percent were Teacher II, 29 or 21.48 percent were Teacher III, two or 1.48 percent were appointed as Master Teachers and five or 3.70 percent did not share their professional position.
The foregoing data showed that the teacher-respondents were appointed to the different positions in the hierarchical
structure of the DepEd. Furthermore, the data revealed that 
about a half of the teacher-respondents were still in the entry position for the teaching personnel some had been promoted already to the next higher position probably because of their educational qualification and the length of the number of years they served in the department.
	Gross Monthly Family Income. Table 8 reflects the distribution of the teacher-respondents in terms of their gross monthly family income.
	The table reflects that majority of the teacher-respondents disclosed that they earned a monthly family income of PhP18,000-PhP22,999 accounting for 85 or 62.96 percent while 44 or 32.60 percent earned a monthly income of PhP23,000- PhP27,999, two  or 1.48 percent earned  PhP33,000  
Table 8


Gross Monthly Family Income of Teacher-
Respondents

	Income Bracket
	f
	%

	33,000 and above
	2
	  1.48

	28,000-32,999
	0
	  0.00

	23,000-27,999
	44
	 32.60

	18,000-22,999
	85
	 62.96

	Not Stated
	4
	  2.96

	Total
	135
	100.00

	Mean
	PhP21,743.96

	SD
	PhP4,748.80



and above monthly. Four or 2.96 percent did not disclose any information regarding their monthly family income.
	The mean monthly family income of the teacher-respondents was posted at PhP21,743.96 with a SD of PhP4,748.80. The data signified that the teacher-respondents earned a regular monthly family income which could be sufficient to defray the monthly financial obligations of the household.
Number of Years in Teaching. Table 9 presents the number of years in teaching of the teacher-respondents.
 Table 9


Number of Years in Teaching of Teacher-
Respondents

	Number of Years
	f
	%

	30-34
	2
	  1.48

	25-29
	0
	  0.00

	20-24
	2
	  1.48

	15-19
	4
	  2.96

	10-14
	17
	 12.60

	5-9
	52
	 38.52

	1-4
	51
	 37.78

	Not Stated
	7
	  5.18

	Total
	135
	100.00

	Mean
	2.82 years

	SD
	5.91 years



The table presents that the longest number of years in teaching of the teacher-respondents was registered at 34 years and the shortest was one year. A number of them, that is, 52 or 38.52 percent had been in the teaching profession for 5-9 years while 51 or 37.78 percent for 1-4 years, and the rest were distributed to the other identified years in service  but  still  seven  or 5.18  percent  did  not  give 
information regarding the length of their service in the DepEd.
	The mean  number  of years in  teaching of the teacher-
respondents were posted at 2.82 years with a SD of 5.91 years. This implied that teacher-respondents were newly hired who needed ample time to hone their craft.
	Performance Rating. Table 10 contains the performance rating of the teacher-respondents based on the latest IPCRF.
	The table shows that a number of the teacher-respondents, that is, six or 4.45 percent obtained a performance rating of 4.08-4.17 based on the latest IPCRF while another six or 4.45 percent got a performance rating of 3.68-3.77, four or 2.96 percent garnered a performance rating of 4.38-4.47, another four or 2.96 percent got a rating of 3.98-4.07, still another four or 2.96 percent obtained 3.48-3.57 and the rest were slimly  distributed  to  the  other  identified   performance rating.
	However, majority of the teacher-respondents did not give information regarding the performance rating they obtained based on the latest IPCRF accounting for 107 or 79.26 percent.  These included those who were newly hired with less than a year of service who were not yet eligible to be rated with the IPCRF.
For  those  that  shared  their  numerical  performance
Table 10


Performance Rating of Teacher-Respondents
Based on the Latest IPCRF

	
	f
	%

	4.38-4.47
	4
	  2.96

	4.28-4.37
	0
	  0.00

	4.18-4.27
	2
	  1.48

	4.08-4.17
	6
	  4.45

	3.98-4.07
	4
	  2.96

	3.88-3.97
	0
	  0.00

	3.78-3.87
	2
	  1.48

	3.68-3.77
	6
	  4.45

	3.58-3.67
	0
	  0.00

	3.48-3.57
	4
	  2.96

	Not Stated
	107
	 79.26

	Total
	135
	100.00

	Mean
	3.96

	Interpretation
	Very Satisfactory



Legend:	4.21-5.00	  Outstanding		  (O)
		3.41-4.20	  Very Satisfactory	  (VS)
		2.61-3.40	  Satisfactory		  (S)
		1.51-2.60	  Unsatisfactory	  	  (US)
		1.00-1.50	  Poor			  (P)



ratings, the mean was posted at 3.96 with an adjectival rating
of “very satisfactory.” This suggested that the teacher- respondents performed exemplarily indicating that their targets were accomplished and passed the standards of their supervisors.
	Number of Relevant In-Service Trainings. Table 11 presents the number of relevant in-service trainings of the teacher-respondents in the different levels.
	The table presents that the mean number of trainings attended by the teacher-respondents in the different levels were: national, two trainings with a SD of 1.55 trainings; regional, two trainings with a SD of 0.91 training; division, six trainings with a SD of 4.61 trainings and district, 11 trainings with a SD of 8.51 trainings.
	
Table 11

Number of Relevant Ìn-Service Trainings 
of Teacher-Respondents

	Level
	Mean
	SD

	National
	2 trainings
	1.55 trainings

	Regional
	2 trainings
	0.91 training

	Division
	6 trainings
	4.61 trainings

	District
	11 trainings
	8.51 trainings


The foregoing data denoted that the teacher-respondents attended relevant in-service trainings when opportunities warranted them. Most of the trainings attended by the teacher-respondents were in the district and division levels only and only few were attended  by them in the regional and national
levels due to limited slots and budgetary constraints. However, the bottom line is, they exerted effort in enhancing their teaching skills through attending in-service trainings.
Attitude Toward Teaching. Table 12 appraises the attitude of the teacher-respondents toward teaching. There were 10 attitude statements considered in this area whereby this group of respondents signified their agreement or disagreement.
	From the table, it can be noted that the teacher-respondents “strongly agree” all attitude statements with weighted means ranging from 4.70 to 4.93. The Attitude  Statements  Number 6 and 7 equally obtained the highest weighted means corresponding to the statements stating: “teaching makes me feel proud;” and “teaching is a means to inspire my students to be useful citizens,” while Number 2 obtained the least weighted mean corresponding to the statement stating, “I remain to be a teacher in spite of higher paying jobs being offered.”

Table 12


Attitude of Teacher-Respondents 
Toward Teaching

	Attitude Statement
	WM
	I

	1. I find teaching fulfilling.
	4.80
	SA

	2. I remain to be a teacher in spite of higher paying jobs being offered.
	4.70
	SA

	3. I manifest great enthusiasm every time I meet with my classes.      
	4.85
	SA

	4. I believe that teaching is the noblest of all professions.
	4.92
	SA

	5. I see to it that everything that I say and do is in accordance with the Professional Ethics for Teachers.
	4.89
	SA

	6. Teaching makes me feel proud.
	4.93
	SA

	7. Teaching is a means to inspire my students to be useful citizens.
	4.93
	SA

	8. Teaching is my first and last profession.
	4.86
	SA

	9. I believe that teaching is the major profession in transforming the society into a better one.
	4.85
	SA

	10. I find ways to let my students able to relate new knowledge with their daily life
	4.88
	SA

	Grand Weighted Mean
	4.86
	SA




Legend:	4.51-5.00	Strongly Agree	   (SA)
		3.51-4.50	Agree			   (A)
		2.51-3.50	Uncertain		   (U)
		1.51-2.50	Disagree		   (D)
		1.00-1.50	Strongly Disagree  (SD)
				Weighted Mean	   (WM)
				Interpretation	   (I)


Taken as a whole, the teacher-respondents “strongly agree” with  their attitude toward teaching being shown by the grand weighted mean of 4.86. This signified that the teacher-respondents manifested an extremely favorable attitude toward teaching suggesting that they were extremely motivated to teach also manifesting their passion for their chosen profession.

Profile of School Administrator-Respondents

	This   section   provides   the   profile   of   school 
administrator-respondents in terms of the following variates: 
age and sex, civil status, highest educational attainment, administrative position, gross monthly family income, number of years as administrator, performance rating based on the OPCRF, number of relevant in-service trainings and attitude toward supervision.
	Age and Sex. Table 13 shows the age and sex distribution
of the school administrator-respondents.
	The table shows that the oldest school administrator-respondent was aged 63  years old  while the youngest was 36 years old. A number of the school administrator-respondents, that is, two or 13.33 percent were aged 52 years old while another two or 13.33 percent were aged 50 years old, still another two or 13.33 percent were aged 39 years old and the rest were evenly distributed to the other identified ages.
Table 13


Age and Sex of School Administrator-
Respondents

	Age
	Sex
	Total   (f)
	%

	
	Male
	Female
	
	

	63
	0
	1
	1
	  6.67

	57
	0
	1
	1
	  6.67

	56
	1
	0
	1
	  6.67

	55
	1
	0
	1
	  6.67

	52
	0
	2
	2
	 13.33

	51
	1
	0
	1
	  6.67

	50
	1
	1
	2
	 13.33

	45
	0
	1
	1
	  6.67

	43
	1
	0
	1
	  6.67

	40
	0
	1
	1
	  6.66

	39
	2
	0
	2
	 13.33

	36
	0
	1
	1
	  6.66

	Total
	7
	8
	15
	100.00

	%
	46.67
	53.33
	100.00
	

	Mean
	48.53 years old

	SD
	7.87 years




The mean age of the school administrator-respondents was 
posted at 48.53 years old with a SD of 7.87 years. The data manifested that the school administrator-respondents were in 
their late 40s but at the prime of their age and at the height of their career as school administrators.
Moreover, more  than  half of the school administrator-
respondents, that is, eight or 53.33 percent belonged to the female sex, a little higher than the composition of its male counterpart which was seven or 46.67 percent.
	The data suggested that the male and female school administrators almost similarly composed the school administrator-respondents’ group indicating that both the male and the female embraced already the teaching profession
and both of them had the equal chance and probability of being promoted to the administrative post.
Civil Status. Table 14 presents the civil status disaggregation of school administrator-respondents.
Table   14 presents that majority of   the school administrator-respondents were married accounting for nine or 
60.00 percent while five or 33.33 percent were single and one or 6.67 percent was widowed.
The table signified that the school administrator-respondents had their respective nuclear families also that they supported by their income they derived from the practice
Table 14


Civil Status of School Administrator-
Respondents

	Civil Status
	f
	%

	Single
	5
	 33.33

	Married
	9
	 60.00

	Widowed
	1
	  6.67

	Total
	15
	100.00


	
of their profession.
Highest Educational Attainment. Table 15 reflects the highest educational attainment of the school administrator- respondents.
	It can be gleaned from the table that a number of the school administrator-respondents, that is, six or 40.00 percent were MA/MAEd/MS graduate while four or 26.66 percent were MA/MAEd/MS unit earners, three or 20.00 percent were MA/MAEd/MS CAR holders, one or 6.67 percent was a Ph.D./Ed.D. 
unit earners and another one or 6.67 percent was a BEEd/BSEd graduate. 
	The foregoing data signified that the school administrator-respondents qualified themselves to be promoted to  the administrative post by the necessary preparation for 
	Table 15


Highest Educational Attainment of School 
Administrator-Respondents

	Educational Level
	f
	%

	Ph.D./Ed.D. Units
	1
	  6.67

	MA/MAEd/MS Graduate
	6
	 40.00

	MA/MAEd/MS CAR
	3
	 20.00

	MA/MAEd/MS Units
	4
	 26.66

	BEEd/BSEd Graduate
	1
	  6.67

	Total
	15
	100.00



their personal growth and professional development.
	Administrative Position. Table 16 contains the disaggregation of the school administrator-respondents’ in 
terms of administrative position.
The table shows that a number of the school administrator-respondents, that is, seven or 46. 67 percent were designated as Teachers In-Charge while six or 40.00 percent were appointed as full-fledged Principals and two or 13.33 percent were appointed as Head Teachers.
	The foregoing data signified that the school administrator- respondents depending upon their qualifications were designated or appointed to the different
Table 16


Administrative Position of School 
Administrator-Respondents


	Position
	f
	%

	Principal
	6
	 40.00

	Head Teacher
	2
	 13.33

	Teacher In-Charge

	7
	 46.67

	Total
	15
	100.00



administrative posts in the hierarchical structure of the DepEd by district to ensure that implementation of its programs were according to the manuals and the teachers were properly guided.	
Gross Monthly Family Income. Table 17 reflects the distribution of the school administrator-respondents in terms of their gross monthly family income.
The table reflects that more than half of the school administrator-respondents, that is, eight or 53.33   percent disclosed that they earned a monthly family income of PhP33,000 and above while seven or 46.67 percent earned a monthly income of PhP23,000-PhP27,999.

Table 17

Gross Monthly Family Income of School 
Administrator-Respondents

	Income Bracket
	f
	%

	33,000 and above
	8
	 53.33

	28,000-32,999
	0
	  0.00

	23,000-27,999
	7
	 46.67

	Total
	15
	100.00

	Mean
	PhP30,832.83

	SD
	PhP5,163.98



The mean monthly family income of the school administrator-respondents was posted at PhP30,832.83 with a
SD of   PhP5,163. 98. The data signified that the school SD of PhP5,163.98. The data signified that the school administrator-respondents earned a regular monthly family income which was sufficient to defray the monthly financial 
obligations of the household.
	Number of Years as Administrator. Table 18 presents the number of years as administrator of the school administrator-respondents.
	The table presents that the longest number of years as administrator of the   school administrator-respondents  was 
Table 18

Number of Years as Administrator of School 
Administrator-Respondents

	Years as Administrator
	f
	%

	15-19
	1
	  6.67

	10-14
	5
	 33.33

	5-9
	7
	 46.67

	1-4
	2
	 13.33

	Total
	15
	100.00

	Mean
	8.67 years

	SD
	4.08 years



registered at 19 years and the shortest was one year. A number of them, that is, seven or 46.67 percent had been a school administrator for 5-9 years while five or 33.33 percent for 10-14 years, and the rest were distributed to the other identified years in service.
	The mean number of years as school administrator of the school administrator-respondents was posted at 8.67 years with a SD of 4.08 years. This implied that this group of respondents had been a school  administrator for quite a longer period which was enough for them to hone their skills.
	Performance Rating. Table 19  contains the  performance
Table 19


Performance Rating of School Administrator-Respondents
Based on the Latest OPCRF

	Performance Rating
	f
	%

	4.55-4.64
	1
	  6.67

	4.45-4.54
	0
	  0.00

	4.35-4.44
	0
	  0.00

	4.25-4.34
	0
	  0.00

	4.15-4.24
	3
	 20.00

	4.05-4.14
	4
	 26.67

	Not Stated
	7
	 46.66

	Total
	15
	100.00

	Mean
	4.18

	Interpretation
	Very Satisfactory



Legend:	4.21-5.00	  Outstanding		  (O)
		3.41-4.20	  Very Satisfactory	  (VS)
		2.61-3.40	  Satisfactory		  (S)
		1.51-2.60	  Unsatisfactory	  	  (US)
		1.00-1.50	  Poor			  (P)

rating of the school administrator-respondents based on the latest OPCRF.
	The table shows that a number of the teacher-respondents, that is, four or 26.67 percent obtained a performance rating of 4.05-4.14 based  on  the latest OPCRF while three or 20.00 percent  garnered  a  performance  rating  of  4.55-4.64  and  seven  or 46.66 percent did not disclose anything about this. 
For those that shared their numerical performance ratings, the mean was posted at 4.18 with an adjectival rating of “very satisfactory.” This suggested that the school administrator-respondents performed exemplarily indicating that their targets were accomplished and passed the standards 
of the schools division supervisors.
Number of Relevant In-Service Trainings. Table 20 presents the  number  of  relevant  in-service  trainings  of the school administrator-respondents in the different levels.  

	Table 20


Number of Relevant In-Service Trainings of
School Administrator-Respondents

	Level
	f
	%

	National
	2 trainings
	1.51 trainings

	Regional
	4 trainings
	4.08 trainings

	Division
	9 trainings
	5.72 trainings

	District
	18 trainings
	13.62 trainings



The table presents that the mean number of trainings attended by the school administrator-respondents in the different levels were: national, two trainings with a SD of 1.51 trainings; regional, four trainings with a SD of 4.08 training; division, nine trainings with a SD of 5.72 trainings and district, 18 trainings with a SD of 13.62 trainings.
The foregoing data denoted that the school administrator-respondents attended relevant in-service trainings as an integral part of their functions as school administrators. Most of the trainings attended by them were in the division and district levels and only few were attended by them in the regional and national levels due to limited slots and budgetary constraints.  However, the bottom line is, they exerted effort in enhancing their supervisory skills through attending in-service trainings.
	Attitude Toward Teaching. Table 21 appraises the attitude of the school administrator-respondents toward supervision. 	There were 10 attitude statements considered in this area whereby this group of respondents signified their agreement or disagreement.
From the table, it can be noted that the school
administrator-respondents “strongly agree” nine attitude statements with weighted means ranging from 4.60 to 5.00. The Attitude  Statements  Number  9 and  10 equally obtained the
Table 21


Attitude of School Administrator-Respondents 
Toward Supervision

	Attitude Statement
	WM
	I

	1. I enjoy supervising my teachers.
	4.93
	SA

	2. It is good common sense for me to keep aloof from my teachers because in the long run familiarity lessened respect.
	3.13
	U

	3. I keep my teachers up-to- date on developments affecting them.
	4.87
	SA

	4. I see to it that the release of their financial benefits is   on time.
	4.87
	SA

	5. I find ways for my teachers to have their regular personal and professional growth.
	4.90
	SA

	6. I delegate some of my administrative work to teachers based on their abilities without sacrificing the quality of the teaching-learning process.
	4.60
	SA

	7. I defend the rights of my teachers.
	4.87
	SA

	8. I treat all my teachers fairly and justly.
	5.00
	SA

	9. Teachers are also human beings capable of committing mistakes.
	5.00
	SA

	10. I find ways to have time with my teachers listening to their concerns.

	5.00
	SA

	Grand Weighted Mean
	4.72
	SA



Legend:	4.51-5.00	Strongly Agree	   (SA)
		3.51-4.50	Agree			   (A)
		2.51-3.50	Uncertain		   (U)
		1.51-2.50	Disagree		   (D)
		1.00-1.50	Strongly Disagree  (SD)
				Weighted Mean	   (WM)
				Interpretation	   (I)


highest weighted means corresponding to the statements stating: “teachers are also human beings capable of committing mistakes;” and “I find ways to have time with my teachers listening to their concerns.” 
	While  Number  6  obtained  the  least   weighted  mean 
corresponding to the statement stating, “I delegate some of my administrative work to teachers based on their abilities without sacrificing  the  quality  of  the teaching-learning
process.” In the remaining one attitude statement, this group of respondents assessed that they were “uncertain” with it corresponding to the statement stating, “it is good common sense for me to keep aloof from my teachers because in the long run familiarity lessened respect,” with a weighted mean of 3.13.
	Taken as a whole, the school administrator-respondents “strongly agree” with their attitude toward supervision being shown by the grand weighted mean of 4.72. This signified that the school administrator-respondents manifested an extremely favorable attitude toward supervision suggesting that they were extremely motivated to monitor the school programs also manifesting their passion for their chosen profession.

Classroom Practices of the Teacher-Respondents Based on the 
PPST-RPMS as Perceived by the Two Groups of Respondents

This  part  appraises  the  classroom practices of the
teacher-respondents based on the PPST-RPMS as perceived by the two groups of respondents in terms of the following areas, namely: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting.
Content Knowledge and Pedagogy. Table 22 appraises the classroom practices of the teacher-respondents as  perceived 
by the two groups of respondents in terms of content knowledge and pedagogy. There were seven indicators considered in this area.
Table 22 presents that, the teacher- respondents perceived all classroom practices of the teacher-respondents in terms of content knowledge and pedagogy as “extremely practiced” by them with  weighted  means ranging from 4.42 to 
4.77. Indicators Number 7 and 2 were the indicators perceived
by this same group with the highest and least weighted means, respectively, corresponding to the statements stating: “use effective verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement;” and “use research-based knowledge and principles of teaching and learning to enhance professional practice.”
	Taken as a whole, the teacher-respondents perceived the classroom  practices  in  terms  of  content  knowledge  and 
Table 22


Classroom Practices of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Content Knowledge and Pedagogy

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Apply knowledge of content within and across curriculum teaching areas.
	4.73
	EP
	4.87
	EP

	2. Use research-based knowledge and principles of teaching and learning to enhance professional practice.
	4.52
	EP
	4.73
	EP

	3. Ensure the positive use of ICT to facilitate the teaching and learning process.
	4.69
	EP
	4.93
	EP

	4. Use a range of teaching strategies that enhance learner achievement in literacy and numeracy skills.
	4.69
	EP
	4.93
	EP

	5. Apply a range of teaching strategies to develop critical and creative thinking, as well as other higher-order thinking skills.
	4.69
	EP
	4.87
	EP

	6. Display proficient use of Mother Tongue, Filipino and English to facilitate teaching and learning.
	4.74
	EP
	5.00
	EP

	7. Use effective verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement.
	4.77
	EP
	5.00
	EP

	Grand Weighted Mean
	4.69
	EP
	4.90
	EP



Legend:	4.51-5.00	Extremely Practiced	(EP)
		3.51-4.50	Highly Practiced		(HP
		2.51-3.50	Moderately Practiced	(MP)
		1.51-2.50	Slightly Practiced	(SP)
		1.00-1.50	Not Practiced		(NP)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)

pedagogy as “extremely practiced” by them being shown by the grand weighted mean of 4.69. This signified that the teacher-respondents always practiced the classroom practices in terms 
of content knowledge and pedagogy.
Likewise, Table 22 presents that, the school administrator- respondents   perceived  that   the  teacher-
respondents “extremely practiced” all classroom practices of
the in terms of content knowledge and pedagogy with weighted means ranging from 4.73 to 5.00. Indicators Number 6 and 7 were equally perceived with the highest weighted mean corresponding to the statements stating: “display proficient use of Mother Tongue, Filipino and English to facilitate teaching and learning;” and “use effective verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement.” On the other hand, Indicator Number 2 was perceived with the least weighted mean corresponding to the statement stating ”use research-based knowledge and principles of teaching and learning to enhance professional practice.”
Taken as a whole, the school administrator-respondents perceived that the teacher-respondents “extremely practiced” classroom practices in terms of content knowledge and pedagogy being manifested by the grand weighted mean of 4.90. This signified that school administrator-respondents perceived that the teacher-respondents always practiced the classroom practices in terms of content knowledge and pedagogy.
In summary, the two groups of respondents arrived at the same adjectival perception on the classroom practices of the teacher-respondents in terms of content knowledge and pedagogy. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.69 while the school administrator-respondents gave 4.90.
Learning Environment. Table 23 appraises the  classroom
practices of the teacher-respondents as perceived by the two groups of respondents in terms of learning environment. There were six indicators considered in this area.
Table 23 shows that the teacher-respondents perceived all classroom practices in terms of content knowledge and pedagogy as “extremely practiced” by them with weighted means ranging from 4.76to 4.82. Two indicators, Numbers 1 and 2, equally obtained  the  highest  weighted   mean  corresponding 
Table 23

Classroom Practices of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Learning Environment

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Establish safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures.
	4.82
	EP
	4.87
	EP

	2. Maintain learning environments that promote fairness, respect and care to encourage learning.
	4.82
	EP
	4.93
	EP

	3. Manage classroom structure to engage learners, individually or in groups, in meaningful exploration, discovery and hands-on activities within a range of physical learning environments.
	4.81
	EP
	4.93
	EP

	4. Maintain supportive learning environments that nurture and inspire learners to participate, cooperate and collaborate in continued learning.
	4.80
	EP
	4.93
	EP

	5. Apply a range of successful strategies that maintain learning environments that motivate learners to work productively by assuming responsibility for their own learning.
	4.80
	EP
	4.93
	EP

	6. Manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments.
	4.76
	EP
	5.00
	EP

	Grand Weighted Mean
	4.80
	EP
	4.93
	EP



Legend:	4.51-5.00	Extremely Practiced	(EP)
		3.51-4.50	Highly Practiced		(HP
		2.51-3.50	Moderately Practiced	(MP)
		1.51-2.50	Slightly Practiced	(SP)
		1.00-1.50	Not Practiced		(NP)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)

to the statements stating: “establish safe  and  secure  learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures;” and “maintain learning environments that promote fairness, respect and care to  encourage  learning,” while  Indicator  Number 6 obtained the least weighted mean with the statement stating, “manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments.” 
	Taken as a whole, the teacher-respondents perceived that
they “extremely practiced” the classroom practices in terms of learning environment being indicated by the grand weighted mean of 4.80. This signified  that  the teacher- respondents 
regularly practiced the classroom practices in terms of learning environment.
Also, Table 23 presents that, the school administrator-respondents perceived that the teacher-respondents “extremely practiced” all classroom practices of the in terms of learning environment with weighted means ranging from 4.87 to 5.00 with the Indicators Number 6 and 1 being perceived with the highest and the least weighted means, respectively, corresponding to the statements stating: “manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments;” and “establish safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures.”
Taken as a whole, the school administrator-respondents
perceived that the teacher-respondents “extremely practiced” classroom practices in terms of learning environment being supported by the grand weighted mean of 4.93. This signified that school administrator-respondents perceived that the teacher-respondents regularly practiced the classroom practices in terms of learning environment.
	In summary, the two groups of respondents arrived at the
same adjectival perception on the classroom practices of the teacher-respondents in terms of learning environment. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.80 while the school administrator-respondents gave 4.93.
Diversity of Learners. Table 24 appraises the classroom practices of the teacher-respondents as perceived by the two 
groups of respondents in terms of diversity of learners. There 
Table 24


Classroom Practices of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Diversity of Learners

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Use differentiated, developmentally appropriate learning experiences to address learners' gender, needs, strengths, interests and experiences.
	4.67
	EP
	4.73
	EP

	2. Establish a learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious backgrounds.
	4.76
	EP
	4.67
	EP

	3. Design, adapt and implement teaching strategies that are responsive to learners with disabilities, giftedness and talents.
	4.64
	EP
	4.80
	EP

	4. Plan and deliver teaching strategies that are responsive to the special educational needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.
	4.67
	EP
	4.67
	EP

	5. Adapt and use culturally appropriate teaching strategies to address the needs of learners from indigenous groups.
	4.59
	EP
	4.71
	EP

	Grand Weighted Mean
	4.67
	EP
	4.72
	EP




Legend:	4.51-5.00	Extremely Practiced	(EP)
		3.51-4.50	Highly Practiced		(HP
		2.51-3.50	Moderately Practiced	(MP)
		1.51-2.50	Slightly Practiced	(SP)
		1.00-1.50	Not Practiced		(NP)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)


were five indicators considered in this area.
Table 24 shows that, the teacher-respondents perceived all classroom practices in terms of diversity of learners as “extremely practiced” by them with weighted means ranging from 4.59 to 4.76 with Indicators Number 2 and 5 being perceived with the highest and the least weighted means, respectively, corresponding to the   statement stating: “establish a learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious  backgrounds; ”  and “ adapt  and  use  culturally appropriate teaching strategies to address the needs of learners from indigenous groups.”
Taken as a whole, the teacher-respondents perceived that they “extremely practiced” the classroom practices in terms of diversity of learners being indicated by the grand weighted 
mean of 4.67. This signified that the teacher-respondents regularly practiced the classroom practices in terms of diversity of learners.
Table 24, also, presents that, the school administrator-
respondents perceived that the teacher-respondents “extremely
practiced” all classroom practices of the in terms of diversity of learners with weighted means ranging from 4.67 to 4.80. Indicator Number 3 was rated with highest weighted mean corresponding to the statement stating: “design, adapt and implement teaching strategies that are responsive to learners with disabilities, giftedness and talents.” On the other hand, Indicators Number 2 and 4 were equally rated with the least weighted mean corresponding to the statement stating: “establish a learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious backgrounds:” and “plan and deliver teaching strategies that are responsive to the special educational needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.”
Taken as a whole, the school administrator-respondents perceived that the teacher-respondents “extremely practiced” classroom practices in terms of learning environment being supported by the grand weighted mean of 4.72. This signified that school administrator-respondents perceived that the teacher-respondents regularly practiced the classroom practices in terms of diversity of learners.
In summary, the two groups of respondents arrived at the
same adjectival perception on the classroom practices of the teacher-respondents in terms of diversity of learners. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of  4.67  while  the school administrator-respondents gave 4.72.
Curriculum Planning. Table 25 appraises the classroom practices of the teacher-respondents as perceived by the two groups of respondents in terms of curriculum planning. There were four indicators considered in this area.
Table 25 shows that, the teacher-respondents perceived all classroom practices in terms of curriculum planning as “extremely practiced” by them with weighted means ranging from 4.65 to 4.78 with Indicators Number 4 and 1 being rated with the highest and least weighted means corresponding to the statements stating: “select, develop, organize and use appropriate teaching and learning resources, including ICT, to address learning goals;” and “plan, manage and implement developmentally sequenced teaching and learning process to meet  curriculum  requirements and varied teaching contexts.” 
	Taken as a whole, the teacher-respondents perceived that
they “extremely practiced” the classroom  practices in terms
Table 25


Classroom Practices of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Curriculum Planning

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Plan, manage and implement developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts.
	4.65
	EP
	4.73
	EP

	2. Set achievable and appropriate learning outcomes that are aligned with learning competencies.
	4.73
	EP
	4.80
	EP

	3. Adapt and implement learning programs that ensure relevance and responsiveness to the needs of all learners.
	4.77
	EP
	4.93
	EP

	4. Select, develop, organize and use appropriate teaching and learning resources, including ICT, to address learning goals.
	4.78
	EP
	4.93
	EP

	Grand Weighted Mean
	4.73
	EP
	4.85
	EP



Legend:	4.51-5.00	Extremely Practiced	(EP)
		3.51-4.50	Highly Practiced		(HP
		2.51-3.50	Moderately Practiced	(MP)
		1.51-2.50	Slightly Practiced	(SP)
		1.00-1.50	Not Practiced		(NP)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)

of curriculum planning being indicated by the grand weighted
mean  of  4.73. This  signified that the teacher-respondents
regularly practiced the classroom practices in terms of curriculum planning.
Table 25, also, presents that the school administrator-respondents   perceived   that the   teacher – respondents “extremely practiced” all classroom practices of the in terms of curriculum planning with weighted means ranging from 4.73
to 4.93. Indicators Number 3 and 4 were equally rated with the highest weighted means corresponding to the statements stating: “adapt and implement learning programs that ensure relevance and responsiveness to the needs of all learners;” and “select, develop, organize and use appropriate teaching and learning resources, including ICT, to address learning goals” while Indicator Number 1 was rated with the least weighted mean corresponding to the statement stating: “plan, manage and implement developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts.
Taken as a whole, the school administrator-respondents perceived that the teacher-respondents “extremely practiced” classroom practices in terms of curriculum planning being supported by the grand weighted mean of 4.85. This signified that school administrator-respondents perceived that the teacher-respondents regularly practiced the classroom practices in terms of curriculum planning.
In summary, the two groups of respondents arrived at the same adjectival perception on the classroom practices of the teacher-respondents in terms of curriculum planning. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.73 while the school administrator-respondents gave 4.85.
Assessment and Reporting.  Table 26 appraises the classroom practices of the teacher-respondents as perceived by the two groups of respondents in terms of assessment and reporting. There were five indicators considered in this area.
Table 26 shows that the teacher-respondents perceived all classroom practices in terms of assessment and reporting as “extremely practiced” by them with weighted means ranging from 4.67 to 4.82 with Indicators Number 4 and 1 being rated   with the highest   and  least weighted  means, respectively, 
corresponding to the statements stating: “communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians;” and “design, select, organize and use diagnostic, formative and summative assessment strategies consistent with curriculum requirements.”
Table 26


Classroom Practices of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Assessment and Reporting

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Design, select, organize and use diagnostic, formative and summative assessment strategies consistent with curriculum requirements.
	4.67
	EP
	4.87
	EP

	2. Monitor and evaluate learner progress and achievement using learner attainment data.
	4.80
	EP
	4.87
	EP

	3. Use strategies for providing timely, accurate and constructive feedback to improve learner performance.
	4.80
	EP
	4.93
	EP

	4. Communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians.
	4.82
	EP
	4.93
	EP

	5. Utilize assessment data to inform the modification of teaching and learning practices and programs.
	4.78
	EP
	4.93
	EP

	Grand Weighted Mean
	4.77
	EP
	4.91
	EP



Legend:	4.51-5.00	Extremely Practiced	(EP)
		3.51-4.50	Highly Practiced		(HP
		2.51-3.50	Moderately Practiced	(MP)
		1.51-2.50	Slightly Practiced	(SP)
		1.00-1.50	Not Practiced		(NP)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)

Taken as a whole, the teacher-respondents perceived that they “extremely practiced” the classroom practices in terms of assessment and reporting  being  indicated  by  the grand
weighted mean of 4.77. This signified that the teacher- respondents regularly  practiced  the classroom practices in 
terms of assessment and reporting.
Table 26, also, presents that the school administrator-respondents   perceived   that   the   teacher - respondents  “extremely practiced” all classroom practices of the in terms of assessment and reporting with weighted means  ranging from
4.87 to4.93. Indicators Number 3, 4 and 5 were equally rated with the highest weighted means corresponding to the statements stating:  “use strategies  for  providing timely,
accurate and constructive feedback to improve learner performance;” “communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians;” and “utilize assessment data to inform the modification of teaching and learning practices and programs.” On the other hand, Indicators Number 1 and 2 were equally rated with the least weighted mean corresponding to the statement stating: “design, select, organize and use diagnostic, formative and summative assessment strategies consistent with curriculum requirements;” and “monitor and          evaluate  learner  progress  and  achievement  using  learner 
attainment data.”
Taken as a whole, the school administrator-respondents perceived that the teacher-respondents “extremely practiced” classroom practices in terms of assessment and reporting being supported by the grand weighted mean of 4.91. This signified that school administrator-respondents perceived that the teacher-respondents regularly practiced the classroom practices in terms of assessment and reporting.
In summary, the two groups of respondents arrived at the same adjectival perception on the classroom practices of the teacher-respondents in terms of assessment and reporting. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.77 while the school administrator-respondents gave 4.91

Comparison of the Classroom Practices of the Teacher- 
  Respondents as Perceived by the Two Groups of Respondents
	
	Table 27 contains the comparison of the classroom practices of the teacher-respondents as perceived by the two groups of respondents in terms of the following domains, namely: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting.
Content Knowledge and Pedagogy. It can be recalled that 
the two groups of respondents arrived at the same adjectival perception   on the classroom practices of the teacher- respondents in terms of content knowledge and pedagogy. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. But they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.69 while the school administrator-respondents gave 4.90 resulting to a mean difference of -0.21.
Table 27


Comparison of the Classroom Practices of the Teacher-Respondents as Perceived by the Two Groups of 
Respondents

	Domains
	t-value
	p-value @ α=.05
	Evaluation/ Decision

	
	Computed
	Critical
	df
	
	

	Content Knowledge and Pedagogy
	-4.584
	+2.179
	12
	0.000
	S /    Reject Ho

	Learning Environment
	-6.799
	+2.228
	10
	0.000
	S /    Reject Ho

	Diversity of Learners
	-1.365
	+2.306
	8
	0.209
	NS /   Accept Ho

	Curriculum Planning
	-1.988
	+2.447
	6
	0.094
	NS /   Accept Ho

	Assessment and Reporting
	-4.324
	+2.306
	8
	0.002
	S /    Reject Ho



To ascertain the significance of the observed mean difference, the  t-test  for  independent  sample  means was
employed whereby the computed value was posted at -4.584 with a p-value of 0.000. The critical value was set at +2.179 at df = 12 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
	In the comparison, it was obvious that the computed value
turned greater than the critical value and the p-value turned lesser than the α. This signified that the observed numerical disparity between the two means was essentially significant which led to the rejection of the null hypothesis stating, “there is no significant difference in the perception of the two groups of respondents relative to the classroom practices of the teacher-respondents in terms of content knowledge and pedagogy.” This meant the perception of the two groups of respondents relative to the foregoing practice differed significantly. 
From the means, it can be noted that the school administrator-respondents gave higher numerical value than the teacher-respondents which could be attributed to the difference in the gauge they use in the perception. The school administrators being the ones that monitored the classroom practices in terms of the identified areas averred that the teachers regularly adopted these classroom practices based on the manual of operation while the teachers modestly gave their perception being  unsure  if   their  practices  passed  the 
standards of their supervisors.
Learning Environment. It can be recalled that the two groups of respondents arrived at the same adjectival perception on the classroom practices of the teacher-respondents in terms of learning environment. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.80 while the school administrator-respondents gave 4.93 resulting to a mean difference of -0.13.
To ascertain  the  significance  of  the  observed mean
difference, the t-test for independent sample means was employed whereby the computed value was posted at -6.799 with a p-value of 0.000. The critical value was set at +2.228 at df = 10 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
	In the comparison, it was obvious that the computed value
turned greater than the critical value and the p-value turned
lesser than the α. This signified that the observed numerical disparity between the two means was essentially significant which led to the rejection of the null hypothesis stating, “there is no significant difference in the perception of the two groups of respondents relative to the classroom practices of the teacher-respondents in terms of learning environment.” This meant the perception of the two groups of respondents relative to the foregoing practice differed significantly. 
From the means, it can be noted that the school administrator-respondents gave higher numerical value than the teacher-respondents which could be attributed to the difference in the gauge they use in the perception. The school administrators being the ones that monitored the classroom practices in terms of the identified areas averred that the teachers regularly adopted these classroom practices based on the manual of operation while the teachers modestly gave their perception being unsure if their practices passed the standards of their supervisors.
Diversity of Learners. It can be recalled that the two groups of respondents arrived at the same adjectival perception on the classroom practices of the teacher-respondents in terms of diversity of learners. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.67 while the school administrator-respondents gave 4.72 resulting to a mean difference of -0.05.
To ascertain the significance of the observed mean difference, the t-test for independent sample means was employed whereby the computed value was posted at -1.365 with a p-value of 0.209. The critical value was set at +2.306 at df = 8 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
In the comparison, it was obvious that the computed value turned lesser than the critical value and the p-value turned greater than the α. This signified that the observed numerical disparity between the two means was not significant which led to the acceptance of the null hypothesis stating, “there is no significant difference in the perception of the two groups of respondents relative to the classroom practices of the teacher-respondents in terms of diversity of learners.” This meant the perception of the two groups of respondents relative to the foregoing practice was essentially similar thereby each group confirmed the perception of the other group. 
Curriculum Planning. It can be recalled that the two groups of respondents arrived at the same adjectival perception on the classroom practices of the teacher-respondents in terms of curriculum planning. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.73 while the school administrator-respondents gave 4.85 resulting to a mean difference of-0.12.
To  ascertain  the  significance  of  the observed mean
difference, the t-test for independent sample means was employed whereby the computed value was posted at -1.988 with a p-value of 0.094. The critical value was set at +2.447 at df = 6 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
In the comparison, it was obvious that the computed value turned lesser than the critical value and the p-value turned greater than the α. This signified that the observed numerical disparity between the two means was not significant which led to the acceptance of the null hypothesis stating, “there is no significant difference in the perception of the two groups of respondents relative to the classroom practices of the teacher-respondents in terms of curriculum planning.” This meant the perception of the two groups of respondents relative to the foregoing practice was essentially similar thereby each group confirmed the perception of the other group. 
Assessment and Reporting. It can be recalled that the two groups of respondents arrived at the same adjectival perception on the classroom practices of the teacher-respondents in terms of assessment and reporting. The two groups of respondents similarly perceived that these were extremely practiced by the teacher-respondents. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.77 while the school administrator-respondents gave 4.91 resulting to a mean difference of -0.14.
To ascertain the significance of the observed mean difference, the t-test for independent sample means was employed whereby the computed value was posted at -4.324 with a p-value of 0.002. The critical value was set at +2.228 at df = 10 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
In the comparison, it was obvious that the computed value
turned greater than the critical value and the p-value turned lesser than the α. This signified that the observed numerical disparity between the two means was essentially significant which led to the rejection of the null hypothesis stating, “there is no significant difference in the perception of the two groups of respondents relative to the classroom practices of the teacher-respondents in terms of assessment and reporting.” This meant the perception of the two groups of respondents relative to the foregoing practice differed significantly. 
From the means it can be noted that the school administrator-respondents gave higher numerical value than the teacher-respondents which could be attributed to the difference in the gauge they use in the perception. The school administrators being the ones that monitored the classroom practices in terms of the identified areas averred that the teachers regularly adopted these classroom practices based on the manual of operation while the teachers modestly gave their perception being unsure if their practices passed the standards of their supervisors.

Teaching Competence of the Teacher-Respondents  
  as Percieved by the Two Groups of Respondents

	This  part  contains  the  teaching  competence  of the 
teacher- respondents  as  perceived  by  the  two  groups of
respondents in terms of the following areas, namely: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting.
Content Knowledge and Pedagogy. Table 28 appraises the teaching competence of the teacher-respondents as perceived by the two groups of respondents in terms of content knowledge and pedagogy. There were seven indicators considered in this area.
Table 28 shows that the teacher-respondents perceived all teaching competence in terms of content knowledge and pedagogy as “highly competent” with weighted means ranging from 4.22 to 4.49. Indicators Number 7 and 2 were rated with the highest and least weighted means corresponding to the statement stating: “research-based knowledge and principles of teaching and learning to enhance professional practice;” and “verbal and non-verbal classroom communication strategies to support learner   understanding, participation, engagement   and achievement.       
Taken as a whole, the teacher-respondents perceived that they were “highly competent” with their teaching competence in terms of content knowledge and pedagogy being indicated by the grand   weighted mean of 4.39.  This signified that the teacher-respondents were highly competent with their teaching
Table 28


Teaching Competence of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Content Knowledge and Pedagogy

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Knowledge of content within and across curriculum teaching areas.
	4.33
	HC
	4.40
	HC

	2. Research-based knowledge and principles of teaching and learning to enhance professional practice.
	4.22
	HC
	4.27
	HC

	3. Positive use of ICT to facilitate the teaching and learning process.
	4.39
	HC
	4.40
	HC

	4. Teaching strategies that enhance learner achievement in literacy and numeracy skills.
	4.43
	HC
	4.67
	EC

	5. Teaching strategies to develop critical and creative thinking, as well as other higher-order thinking skills.
	4.42
	HC
	4.47
	HC

	6. Use of Mother Tongue, Filipino and English to facilitate teaching and learning.
	4.48
	HC
	4.73
	EC

	7. Verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement.
	4.49
	HC
	4.64
	EC

	Grand Weighted Mean
	4.39
	HC
	4.51
	EC



Legend:	4.51-5.00	Extremely Competent	(EC)
		3.51-4.50	Highly Competent		(HC)
		2.51-3.50	Moderately Competent	(MC)
		1.51-2.50	Slightly Competent	(SC)
		1.00-1.50	Not Competent		(NC)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)

competence  in  terms  of  content  knowledge  and  pedagogy.
	Also, Table 28 presents that the school administrator- respondents perceived that the teacher-respondents were “extremely competent” along two teaching competence in terms of content knowledge and pedagogy which corresponded to indicators  Number  6 and 7 with  statement  stating: “use of
Mother Tongue, Filipino and English to facilitate teaching and Mother Tongue, Filipino and English to facilitate teaching and learning;” and “verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement, with weighted  means of 4.73 and 4.64, respectively. 
In the remaining five indicators, this group of respondents perceived the teacher-respondents as “highly competent” with weighted means ranging from 4.27 to 4.47. Indicators Number 5 and 2 with statements, stating: “teaching strategies to develop critical and creative thinking, as well as other higher-order thinking skills;” and “research-based knowledge and principles of teaching and learning to enhance professional practice.”
Taken as a whole, the school administrator-respondents perceived that the teacher-respondents were “extremely competent” with their teaching competence in terms of content knowledge and pedagogy being supported by the grand weighted mean of 4.51. This signified that school administrator-respondents perceived that the teacher-respondents were very competent with their teaching competence in terms of content knowledge and pedagogy.
In summary, the two groups of respondents arrived at a dissimilar perception on the teaching competence of the teacher-respondents in terms of content knowledge and pedagogy, both adjectively and numerically. The teacher-respondents gave a grand weighted mean of 4.39 with an adjectival interpretation of “highly competent” while the school administrator-respondents gave 4.51 being interpreted as “extremely competent.” 
Learning Environment. Table 29 appraises the teaching competence of the teacher-respondents as perceived by the two groups of respondents in terms of learning environment. There were six indicators considered in this area.
Table 29 shows that, the teacher-respondents perceived   three teaching competence in terms of learning environment as “extremely competent” corresponding to the following environments to enhance learning through the consistent implementation of policies, guidelines and procedures;” and“ learning  environments  that  promote  fairness, respect and 
Table 29

Teaching Competence of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Learning Environment

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures.
	4.53
	EC
	4.80
	EC

	2. Learning environments that promote fairness, respect and care to encourage learning.
	4.51
	EC
	4.60
	EC

	3. Engage learners, individually or in groups, in meaningful exploration, discovery and hands-on activities within a range of physical learning environments.
	4.47
	HC
	4.67
	EC

	4. Learning environments that nurture and inspire learners to participate, cooperate and collaborate in continued learning.
	4.49
	HC
	4.60
	EC

	5. Successful strategies that maintain learning environments that motivates learners to work productively by assuming responsibility for their own learning.
	4.50
	HC
	4.73
	EC

	6. Manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments.
	4.56
	EC
	4.53
	EC

	Grand Weighted Mean
	4.51
	EC
	4.66
	EC



Legend:	4.51-5.00	Extremely Competent	(EC)
		3.51-4.50	Highly Competent		(HC)
		2.51-3.50	Moderately Competent	(MC)
		1.51-2.50	Slightly Competent	(SC)
		1.00-1.50	Not Competent		(NC)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)


care to encourage learning,” with weighted means of 4.56, 4.53and 4.51, respectively. 
	In the remaining three indicators, this same group perceived themselves as “highly competent” corresponding to the statements stating: “successful strategies that maintain learning environments  that  motivates  learners  to  work productively by assuming responsibility for their own learning;” “learning environments that nurture and inspire learners to participate, cooperate and collaborate in continued learning;” and “engage learners, individually or in groups, in meaningful exploration, discovery and hands-on activities within a range of physical learning environments,”
with weighted means of 4.50, 4.49 and 4.47, respectively.
Taken as a whole,  the  teacher-respondents  perceived that  they  were “extremely competent”  with their teaching competence in terms of learning environment being indicated by the grand weighted mean of 4.51. This signified that the teacher-respondents  were very  highly competent with their teaching competence in terms of learning environment.
Also, Table 29 presents that the  school administrator-
respondents perceived that the teacher-respondents were “extremely competent” in all indicators appertaining to the foregoing domain with weighted means ranging from 4.53 to 4.80. Indicators with statements stating: “safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures;” and “manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments” were rated with highest and least weighted means, respectively.
Taken as a whole, the school administrator-respondents perceived that the teacher-respondents were “extremely competent” with their teaching competence in terms of learning environment being supported by the grand weighted mean of 4.66. This signified that school administrator-respondents perceived that the teacher-respondents were very competent with their teaching competence in terms of learning environment.
In summary, the two groups of respondents arrived at the same adjectival perception on the teaching competence of the teacher-respondents in terms of learning environment. The two groups of respondents similarly perceived that the teacher-respondents were extremely competent in terms of the identified domain. However, they differed in its numerical perception. The teacher-respondents gave  a  grand  weighted
 mean of 4.51 while the school  administrators - respondents 
gave 4.66.
Diversity of Learners. Table 30 appraises the teaching competence of the teacher-respondents as perceived by the two groups  of  respondents  groups  of  respondents  in terms of diversity of learners. There were five indicators considered 
in this area.
Table  30  shows  that the teacher-respondents perceived themselves as “highly competent” in all teaching competence in terms of diversity of learners with weighted means ranging
from 4.34 to 4.41. Two indicators were equally rated with the 
highest weighted mean corresponding to the statements stating: “learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio- economic and religious backgrounds;” and “teaching strategies that are responsive to learners with disabilities, giftedness and talents” while the indicator stating: ”teaching strategies that are  responsive  to  the  special  educational  needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.”
Taken as a whole, the teacher-respondents perceived that
they were “highly competent” with their  teaching  competence in terms of diversity of learners being indicated by the grand
Table 30
Teaching Competence of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Diversity of Learners

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Differentiated, developmentally appropriate learning experiences to address learners' gender, needs, strengths, interests and experiences.
	4.35
	HC
	4.13
	HC

	2. Learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious backgrounds.
	4.41
	HC
	4.33
	HC

	3. Teaching strategies that are responsive to learners with disabilities, giftedness and talents.
	4.41
	HC
	4.40
	HC

	4. Teaching strategies that are responsive to the special educational needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.
	4.34
	HC
	4.27
	HC

	5. Culturally appropriate teaching strategies to address the needs of learners from indigenous groups.
	4.40
	HC
	4.08
	HC

	Grand Weighted Mean
	4.38
	HC
	4.24
	HC



Legend:	4.51-5.00	Extremely Competent	(EC)
		3.51-4.50	Highly Competent		(HC)
		2.51-3.50	Moderately Competent	(MC)
		1.51-2.50	Slightly Competent	(SC)
		1.00-1.50	Not Competent		(NC)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)


weighted mean of 4.38. This signified that the teacher-respondents were very competent with their teaching competence in terms of diversity of learners.
Also, Table   30   presents    that   the    school administrator-respondents perceived that the teacher-respondents were “highly competent” in all indicators appertaining to the foregoing domain with weighted means ranging from 4.08 to 4.40. The indicators that obtained the highest and the least weighted means, respectively, corresponded to the statements stating: “teaching strategies that are responsive to learners with disabilities, giftedness and talents;” and “culturally appropriate teaching strategies to address the needs of learners from indigenous groups.”
Taken as a whole, the school administrator-respondents perceived that the teacher-respondents were “highly competent” with their teaching competence in terms of diversity of learners being supported by the grand weighted mean of 4.24. This signified that school administrator-respondents perceived that the teacher-respondents were very competent with their teaching competence in terms of diversity of learners.
In summary, the two groups of respondents arrived at the
same adjectival perception on the teaching competence of the teacher-respondents in terms of diversity of learners. The two groups of respondents similarly perceived that the teacher-respondents were highly competent in terms of the identified domain. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.38 while the school administrator-respondents gave 4.24.
Curriculum Planning. Table 31 appraises the teaching competence of the teacher-respondents as perceived by the two groups of respondents in terms of curriculum planning. There were four indicators considered in this area.
	Table 31 shows that the teacher-respondents perceived themselves as “highly competent” in all teaching competence in terms of diversity of learners with weighted means ranging from 4.39 to 4.46. The indicator that was perceived with the the highest weighted mean corresponded to the statement stating: “learning programs that ensure relevance and responsiveness to the needs of all learners.” While two indicators in this same domain were rated with the least weighted mean corresponding to the statements stating: “developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts;” and “appropriate teaching and learning resources, including
Table 31


Teaching Competence of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Curriculum Planning

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts.
	4.39
	HC
	4.40
	HC

	2. Learning outcomes that are aligned with learning competencies.
	4.44
	HC
	4.53
	EC

	3. Learning programs that ensure relevance and responsiveness to the needs of all learners.
	4.46
	HC
	4.40
	HC

	4. Appropriate teaching and learning resources, including ICT, to address learning goals.
	4.39
	HC
	4.53
	EC

	Grand Weighted Mean
	4.42
	HC
	4.47
	HC



Legend:	4.51-5.00	Extremely Competent	(EC)
		3.51-4.50	Highly Competent		(HC)
		2.51-3.50	Moderately Competent	(MC)
		1.51-2.50	Slightly Competent	(SC)
		1.00-1.50	Not Competent		(NC)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)

ICT, to address learning goals.”
Taken as a whole, the teacher-respondents perceived that they were “highly competent” with their teaching competence in terms of curriculum planning being indicated by the grand 
weighted mean of 4.42. This signified that the teacher-respondents were very competent with their teaching competence in terms of curriculum planning.
Also, Table 31 presents that the school administrator-
respondents perceived that the teacher-respondents were “extremely competent” in two indicators appertaining to the foregoing domain which corresponded to the statements stating: “learning outcomes that are aligned with learning competencies;” and “appropriate teaching and learning resources, including ICT, to address learning goals with the same weighted mean of 4.53. On the other hand, the indicators stating: “developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts;” and learning programs that ensure relevance and responsiveness to the needs of all learners” equally obtained the least weighted mean with the same value of 4.40.
	Taken  as a whole, the school  administrator-respondents
perceived that the teacher-respondents were “highly competent” with their teaching competence in terms of curriculum planning being supported by the grand weighted mean of 4.447. This signified that school administrator-respondents perceived that the teacher-respondents  were  very   competent  with  their  teaching  competence  in terms of curriculum planning.
In summary, the two groups of respondents arrived at the same adjectival perception on the teaching competence of the teacher-respondents in terms of curriculum planning. The two groups of respondents similarly perceived that the teacher-respondents were highly competent in terms of the identified domain. However, they differed in its numerical perception. The teacher-respondents gave a  grand  weighted mean of 4.42
while the school administrator-respondents gave 4.47.
Assessment and Reporting. Table 32 appraises the teaching competence of the teacher-respondents as perceived by the two groups of respondents in terms of assessment and reporting. There were five indicators considered in this area.
Table 32 shows that the teacher-respondents perceived themselves as “highly competent” in all teaching competence in terms of diversity of learners with weighted means ranging
from  4.43 to 4.48.  The indicators  stating:  “diagnostic,
formative and summative assessment strategies consistent with curriculum requirements;” and “modification of teaching and learning practices and programs” obtained the highest and the least weighted means, respectively.
Taken as a whole, the teacher-respondents perceived that they were “highly competent” with their teaching competence in terms of assessment and reporting being  indicated by the 
Table 32


Teaching Competence of the Teacher-Respondents 
Perceived by the Two Groups of Respondents in 
Terms of Assessment and Reporting

	Indicators
	Teachers
	School Adminis-trators

	
	WM
	I
	WM
	I

	1. Diagnostic, formative and summative assessment strategies consistent with curriculum requirements.
	4.48
	HC
	4.47
	HC

	2. Learner progress and achievement using learner attainment data.
	4.47
	HC
	4.47
	HC

	3. Strategies for providing timely, accurate and constructive feedback to improve learner performance.
	4.47
	HC
	4.53
	EC

	4. Communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians.
	4.44
	HC
	4.67
	EC

	5. Modification of teaching and learning practices and programs.
	4.43
	HC
	4.53
	EC

	Grand Weighted Mean
	4.46
	HC
	4.53
	EC



Legend:	4.51-5.00	Extremely Competent	(EC)
		3.51-4.50	Highly Competent		(HC)
		2.51-3.50	Moderately Competent	(MC)
		1.51-2.50	Slightly Competent	(SC)
		1.00-1.50	Not Competent		(NC)
				Weighted Mean	   	(WM)
				Interpretation	  	(I)

grand weighted mean of 4.46. This signified that the teacher-
respondents were very competent with their teaching competence in terms of assessment and reporting.
Also,   Table   32   presents    that   the    school administrator-respondents perceived that the teacher-respondents were “extremely competent” in three indicators appertaining to the foregoing domain which corresponded to the statements stating: “communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians;” “strategies for providing timely, accurate and constructive feedback to improve learner performance;” and “modification of teaching and learning practices and programs.” In the remaining two indicators, this group of respondents perceived the teacher-respondents as “highly competent” in the following indicators stating: “diagnostic, formative and summative assessment strategies consistent with curriculum requirements;” and “learner progress and achievement using learner attainment data” with the same weighted mean of 4.47.
Taken  as  a  whole,  the school administrator-respondents perceived that the teacher-respondents were “extremely competent” with their teaching competence in terms of assessment and reporting being supported by the grand weighted mean of 4.53. This signified that school administrator-respondents perceived that the teacher-respondents were very highly competent with their teaching competence in terms of assessment and reporting.
In summary, the two groups of respondents arrived at a dissimilar perception on the teaching competence of the teacher-respondents in terms of assessment and reporting, both adjectivally and numerically. The teacher-respondents gave a grand weighted mean of 4.46 while the school administrator-respondents gave 4.53.

Comparison of  the  Teaching  Competence  of the Teacher-      Respondents as Perceived by the Two Groups of Respondents

Table 33 reflects the comparison of the teaching competence of the teacher-respondents as perceived by the two groups of respondents in terms of the following areas, namely: content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting.
Content Knowledge and Pedagogy. It can be recalled that the  two  groups  of  respondents  arrived  at  a dissimilar perception  on   the  teaching  competence  of  the  teacher-
respondents in terms of content knowledge and pedagogy, both adjectively and numerically. The teacher-respondents gave a grand weighted mean of 4.39 with an adjectival interpretation of “highly competent” while the school administrator-respondents gave 4.51 being interpreted as “extremely competent” resulting to a mean difference of -0.12.
	To  ascertain  the  significance  of  the  observed mean
Table 33

Comparison of the Teaching Competence of the Teacher-Respondents as Perceived by the Two Groups of 
Respondents

	Domains
	t-value
	p-value @ α=.05
	Evaluation/ Decision

	
	Computed
	Critical
	df
	
	

	Content Knowledge and Pedagogy
	-1.593
	+2.179
	12
	0.137
	NS /   Accept Ho

	Learning Environment
	-3.432
	+2.228
	10
	0.006
	S /   Reject Ho

	Diversity of Learners
	2.257
	+2.306
	8
	.054
	NS /   Accept Ho

	Curriculum Planning
	-1.083
	+2.447
	6
	0.320
	NS /   Accept Ho

	Assessment and Reporting
	-2.001
	+2.306
	8
	0.079
	NS /   Accept Ho



difference, the t-test  for  independent  sample  means  was
employed whereby the computed value was posted at -1.593 with a p-value of 0.137. The critical value was set at +2.179 at df = 12 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
In the comparison, it was obvious that the computed value
turned lesser than the critical value and the p-value turned greater than the α. This signified that the observed numerical disparity between the two means was not significant which led to the acceptance of the null hypothesis stating, “there is no significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of content knowledge and pedagogy.” This meant the perception of the two groups of respondents relative to the foregoing was essentially similar thereby each group confirmed the perception of the other group. 
Learning Environment. It may be recalled that the two groups of respondents arrived at the same adjectival perception on the teaching competence of the teacher-respondents in terms of learning environment. The two groups of respondents similarly perceived that the teacher-respondents were extremely competent in terms of the identified domain. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.51 while the school administrator-respondents gave 4.66 resulting to a mean difference of -0.15.
To ascertain the significance of the observed mean difference, the t-test for independent sample means was employed whereby the computed value was posted at -3.432 with a p-value of 0.006. The critical value was set at +2.228 at df = 10 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
In the comparison, it was obvious that the computed value
turned greater than the critical value and the p-value turned lesser than the α. This signified that the observed numerical disparity between the two means was essentially significant which led to the rejection of the null hypothesis stating, “there is no significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of learning environment.” This meant the perception of the two groups of respondents relative to the foregoing differed significantly. 
	From  the  means, it  can  be  noted  that  the  school
administrator-respondents gave higher numerical value than the teacher-respondents which could be attributed to the difference in the gauge they use in the perception. The school administrators being the ones that monitored the teaching competence in terms of the identified areas averred that the teachers regularly manifested higher competence based on the
standards of teachers while the teachers modestly gave their 
perception being unsure if their competence passed the evaluation of their supervisors.
Diversity of Learners. It can be recalled that the two groups of respondents arrived at the same adjectival perception on the teaching competence of the teacher-respondents in terms of diversity of learners. The two groups of respondents similarly perceived that the teacher-respondents were highly competent in terms of the identified domain. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.38 while the school administrator-respondents gave 4.24 resulting to a mean difference of 0.14.
To ascertain the significance of the observed mean difference, the t-test for independent sample means was employed whereby the computed value was posted at 2.257 with a p-value of 0.054. The critical value was set at +2.306 at df = 8 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the  critical value and the p-value turned lesser than the α.
In the comparison, it was obvious that the computed value turned lesser than the critical value and the p-value turned greater than the α. This signified that the observed numerical disparity between the two means was not significant which led to the acceptance of the null hypothesis stating, “there is no significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of diversity of learners.” This meant the perception of the two groups of respondents relative to the foregoing was essentially similar thereby each group confirmed the perception of the other group. 
Curriculum Planning. It may be recalled that the two groups of respondents arrived at the same adjectival perception on the teaching competence of the teacher-respondents in terms of curriculum planning. The two groups of respondents similarly perceived that the teacher-respondents were highly competent in terms of the identified domain. However, they differed in its numerical perception. The teacher-respondents gave a grand weighted mean of 4.42 while the school administrator-respondents gave 4.47 resulting to a mean difference of -0.05.
To ascertain the significance of the observed mean difference, the t-test for independent sample means was employed whereby the computed value was posted at -1.083 with a p-value of 0.320. The critical value was set at +2.447 at df = 6 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject the null hypothesis if and when the computed value turned greater than the critical value and the p-value turned lesser than the α.
In the comparison, it was obvious that the computed value
turned lesser than the critical value and the p-value turned greater than the α. This signified that the observed numerical disparity between the two means was not significant which led to the acceptance of the null hypothesis stating, “there is no significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of curriculum planning.” This meant the perception of the two groups of respondents relative to the foregoing was essentially similar thereby each group confirmed the perception of the other group. 
Assessment and Reporting. It can be recalled that the two groups of respondents arrived at a dissimilar perception on the teaching competence of the teacher-respondents in terms of assessment and reporting, both adjectivally and numerically. The teacher-respondents gave a grand weighted mean of 4.46 while the school administrator-respondents gave 4.53 resulting to a mean difference of -0.07.
To ascertain the significance of the observed mean difference, the t-test for independent sample means was employed whereby the computed value was posted at -2.001 with a p-value of 0.079. The critical value was set at +2.306 at df = 8 and α = .05. In determining whether the null hypothesis was accepted or rejected, the computed value was compared with the critical value and the p-value was compared with the α using the following decision rule as guide to wit: accept the null hypothesis if and when the computed value turned lesser than the critical value and the p-value turned greater than the α; reject  the  null  hypothesis  if  and  when the 
computed value turned greater than the critical value and the
p-value turned lesser than the α.
In the comparison, it was obvious that the computed value turned lesser than the critical value and the p-value turned greater than the α. This signified that the observed numerical disparity between the two means was not significant which led to the acceptance of the null hypothesis stating, “there is no significant difference in the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of assessment and reporting.” This meant the perception of the two groups of respondents relative to the foregoing was essentially similar thereby each group confirmed the perception of the other group.

Learners’ Academic Performance Level Based on the MPS of the       First and Second Quarters.

Table 34 reveals the learners’ academic performance level based on the MPS of the first and second quarters.
	The table reveals that the highest academic performance of learners was 87.08 while the lowest was 2.09 based on the MPS of the first and second quarters whereby majority of them obtained an MPS of 77.09-82.08 accounting  for  92 or 68.15 
percent while  20 or 14.82 percent got 82.09-87.08 and 17 or
12.59 percent got a MPS of 2.09-7.08.
The mean MPS of the learners based on the first and second quarters was posted at 70.70 with a SD of 2.54. This 
Table 34


Learners’ Academic Performance Level Based on the
MPS of the First and Second Quarters

	Academic Performance
	f
	%

	82.09-87.08
	20
	 14.82

	77.09-82.08
	92
	 68.15

	72.09-77.08
	6
	  4.44

	67.09-72.08
	0
	  0.00

	62.09-67.08
	0
	  0.00

	57.09-62.08
	0
	  0.00

	52.09-52.08
	0
	  0.00

	47.09-52.08
	0
	  0.00

	42.09-47.08
	0
	  0.00

	37.09-42.08
	0
	  0.00

	32.09-37.08
	0
	  0.00

	27.09-32.08
	0
	  0.00

	22.09-27.08
	0
	  0.00

	17.09-22.08
	0
	  0.00

	12.09-17.08
	0
	  0.00

	7.09-12.08
	0
	  0.00

	2.09-7.08
	17
	 12.59

	Total
	135
	100.00

	Mean
	70.70

	SD
	2.54



indicated that the academic performance level of the learners was unfavorable less than the passing  rate of 75.00 percent set by the DepEd which could be construed that the learners need assistance from the school administrators and teachers to raise their performance.

Relationship Between the Classroom Practices of the Teacher-
  Respondents and the Identified Variates

	This section contains the relationship between the classroom practices of the teacher-respondents and the identified variates, namely: teacher-related variates, school administrator-related variates; teaching competence of the of 
the teacher respondents based on the PPST-RPMS in terms of the identified domains and learners’ academic performance level based on the MPS of the first and second quarters.
	Teacher-Related Variates. Table 35 shows the relationship between the classroom practices of the teacher-respondents and the teacher-related variates with respect to age, sex, civil status, highest educational attainment, professional position, gross monthly family income, number of years in teaching, performance rating based on the latest IPCRF, number of relevant in-service trainings and attitude toward teaching.
	Age. In associating relationship between the classroom practices  of  the  teacher-respondents  and  the age of the
Table 35


Relationship Between the Classroom Practices 
of the Teacher-Respondents and the
Teacher-Related Variates

	Variate
	Linear Association
	Fisher’s t-Value
	p-Value
	Evaluation/ Decision

	
	Coeffi-cient
	Degree
	
	
	

	Age
	.385
	Weak
	4.811
	0.000
	S /   Reject Ho

	Sex
	-.149
	Very Weak
	1.738
	0.116
	NS /   Accept Ho

	Civil Status
	-.023
	Very Weak
	0.266
	0.793
	NS /   Accept Ho

	Highest Educa-tional Attain-ment
	-.073
	Very Weak
	0.265
	0.411
	NS /   Accept Ho

	Professional Position
	-.102
	Very Weak
	1.182
	0.252
	NS /   Accept Ho

	Gross Monthly Family Income
	-.164
	Very Weak
	1.917
	0.061
	NS /   Accept Ho

	Number of Years in Teaching
	.227
	Weak
	2.688
	0.002
	S /   Reject Ho

	Performance Rating
	-.175
	Very Weak
	2.050
	0.004
	S /   Reject Ho

	Number of Relevant In-Service Trainings
	-.085
	Very Weak
	0.984
	0.329
	NS /   Accept Ho

	Attitude Toward Teaching
	.823
	High
	16.709
	0.000
	S /   Reject Ho



Fisher’s t-critical = +1.978
df = 133
α = .05
S  = Significant
NS = Not Significant


teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at.385 denoting a weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 4.811 with a p-value of 0.000. The critical value was set at +1.978 at df =133 with α = .05.
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser  than  the  critical  value  and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value
turned lesser than the α, the observed linear association was significant thus reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned greater than the critical value while the p-value turned lesser than the α. This signified that the linear association between the two aforesaid variables was essentially significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the age of the teacher-respondents” was rejected. This meant that the age of the teacher-respondents significantly influenced their classroom practices.
The  coefficient  being   positive  denoted  a  direct
proportional linear relationship suggesting that older teachers practiced classroom practices more frequently than the younger ones.
Sex. In associating relationship between the classroom practices of the teacher-respondents and the sex of the teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.149 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 1.738 with a p-value of 0.116. The critical value was set at +1.978 at df = 133  with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant thus reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the sex of the teacher-respondents” was accepted. This meant that the sex of the teacher-respondents has no significant influence to their classroom practices.
Civil Status. In associating relationship between the classroom practices of the teacher-respondents and the civil status of the teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.023 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.266 with a p-value of 0.793. The critical value was set at +1.978 at df = 133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value 
turned lesser than the α, the observed linear association was
significant thus reject the null hypothesis.
In the  comparison  between  the computed value and the
critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the civil status of the teacher-respondents” was accepted. This meant that the civil status of the teacher-respondents has no significant influence to their classroom practices.
Highest Educational Attainment. In associating relationship between the classroom practices of the teacher-respondents and the highest educational attainment of the teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.073 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was  posted  at 0.265  with  a p-value of 0.411. The critical value was set at +1.978 at df = 133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant thus reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the highest educational attainment of the teacher-respondents” was accepted. This meant that the highest educational attainment of the teacher-respondents has no significant influence to their classroom practices.
Professional Rank. In associating relationship between the classroom practices of the teacher-respondents and the professional rank of the teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.102 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 1.182 with a p-value of 0.252. The critical value was set at +1.978 at df = 133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the professional rank of the teacher-respondents” was accepted. This meant that the professional rank of the teacher-respondents has no significant influence to their classroom practices.
Gross Monthly Family Income. In associating relationship between the classroom practices of the teacher-respondents and the gross monthly family income of the teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.164 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 1.917 with a p-value of 0.061. The critical value was set at +1.978 at df = 133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the gross monthly family income of the teacher-respondents” was accepted. This meant that the monthly family income of the teacher-respondents has no significant influence to their classroom practices.
Number of Years in Teaching. In associating relationship between the classroom practices of the teacher-respondents and the number of years in teaching of the teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .227 denoting a weak linear association.  Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 2.688 with a p-value of 0.002. The critical value was set at +1.978 at df = 133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value
turned lesser than the α, the observed linear association was 
significant thus reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned greater than the critical value while the p-value turned lesser than the α. This signified that the linear association between the two aforesaid variables was essentially significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the number of years in teaching of the teacher-respondents” was rejected. This meant that the number of years in teaching of the teacher-respondents significantly influenced their classroom practices.
The   coefficient   being   positive denoted  a  direct 
proportional linear relationship suggesting that the teachers who had been in the service for longer period of years practiced classroom practices more frequently than the new ones.
Performance Rating. In associating relationship between the classroom practices of the teacher-respondents and the performance rating of the teacher-respondents based on the latest IPCRF, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.175 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 2.050 with a p-
Value  of 0.004. The  critical  value  was  set at +1.978 at 
df=133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the  comparison  between  the computed value and the
critical value and the p-value with the α, it was noted that the computed value turned greater than the critical value while the p-value turned lesser than the α. This signified that the linear association between the two aforesaid variables was essentially significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the performance rating of the teacher-respondents based on the latest IPCRF” was rejected. This meant that the performance rating of the teacher-respondents based on the latest IPCRF significantly influenced their classroom practices.
The coefficient being negative denoted an inverse linear
relationship suggesting that the teachers who obtained lower performance rating based on the latest IPCRF practiced classroom practices more frequently than those who got higher performance ratings. This could be attributed to the fact that low performers tried to recover their performance for the PPB.
Number of Relevant In-Service Trainings. In associating relationship between the classroom practices of the teacher-respondents and the number of relevant in-service trainings of the teacher-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.085 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.984 with a p-value of 0.329. The critical value was set at +1.978 at df = 133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the number of relevant in-service trainings of the teacher-respondents” was accepted. This meant that the number of relevant in-service trainings of the teacher-respondents has no significant influence to their classroom practices.
Attitude Toward Teaching. In associating relationship between the classroom practices of the teacher-respondents and the attitude of the teacher-respondents toward teaching, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .823 denoting a high linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed 
value  was  posted  at 16.709  with a  p-value of 0.000. The
critical value was set at +1.978 at df = 133 with α = .05.
To ascertain the significance of the linear association,  
the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned greater than the critical value while the p-value turned lesser than the α. This signified that the linear association between the two aforesaid variables was essentially significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the attitude of the teacher-respondents toward teaching” was rejected. This meant that the attitude of the teacher-respondents toward teaching  significantly influenced their 
classroom practices.
The   coefficient  being   positive denoted a   direct 
proportional linear relationship suggesting that the teachers who manifested highly favorable attitude toward teaching practiced classroom practices more frequently than those who 
were apathetic toward it.
In summary, of the teacher-related variates, age, number of years in teaching, performance rating based on the latest IPCRF and attitude toward teaching posed significant influence the classroom practices of the teacher-respondents. The other variates proved to have no significant influence with it.
School Administrator-Related Variates. Table 36 presents the relationship between the classroom practices of the teacher-respondents and the school administrator-related variates with respect to age, sex, civil status, highest educational attainment, administrative position, gross monthly family income, number of years as administrator, performance rating based on the OPCRF, number of relevant in-service trainings and attitude toward supervision.
Age. In associating relationship between the classroom practices of the teacher-respondents and the age of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.596 denoting a moderate linear association. Further  test to  determine the significance of 
Table 36

Relationship Between the Classroom Practices 
of the Teacher-Respondents and the School
Administrator-Related Variates

	Variate
	Linear Association
	Fisher’s t-Value
	p-Value
	Evaluation/ Decision

	
	Coeffi-cient
	Degree
	
	
	

	Age
	-.596
	Moderate
	2.462
	0.019
	S /   Reject Ho

	Sex
	-.136
	Very Weak
	0.455
	0.628
	NS /   Accept Ho

	Civil Status
	.030
	Very Weak
	0.100
	0.915
	NS /   Accept Ho

	Highest Educa-tional Attain-ment
	.199
	Very Weak
	0.673
	0.478
	NS /   Accept Ho

	Adminis-trative Position
	-.089
	Very Weak
	0.296
	0.752
	NS /   Accept Ho

	Gross Monthly Family Income
	.215
	Weak
	0.730
	0.441
	NS /   Accept Ho

	Number of Years as Adminis-trator
	.152
	Very Weak
	0.510
	0.588
	NS /   Accept Ho

	Performance Rating
	.225
	Weak
	0.766
	0.593
	NS /   Accept Ho

	Number of Relevant In-Service Trainings
	.314
	Weak
	1.097
	0.255
	NS /   Accept Ho

	Attitude Toward Supervi-sion
	.362
	Weak
	1.288
	0.185
	NS /   Accept Ho



Fisher’s t-critical = +2.160		S  = Significant
df = 13						NS = Not Significant
α = .05
the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 2.462 with a p-value of 0.019. The critical value was set at +2.160 at df = 13 with α = .05.
To ascertain the significance of the linear association,
the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the
null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value
turned lesser than the α, the observed linear association was significant thus reject the null hypothesis.
	In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned greater than the critical value while the p-value turned lesser  than  the α. This signified
that the  linear   association  between  the  two  aforesaid
variables were essentially significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the age of the school administrator-respondents” was rejected. This meant that the age of the school administrator-respondents significantly influenced the classroom practices of the teachers.
The coefficient being positive denoted a direct proportional linear relationship suggesting that older school administrators influenced greatly the teacher to practice classroom practices more frequently than the younger school administrators. This could be attributed to the maternal effect of the older school administrators that motivated the teachers to adapt regular classroom practices.
Sex. In associating relationship between the classroom practices of the teacher-respondents and the sex of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.136 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.455 with a p-value of 0.628. The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association,
the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison  between  the  computed value and the
Critical value and the p-value with the α, it was noted that
the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the sex of the school administrator-respondents” was accepted. This meant that the sex of the school administrator-respondents did not significantly influence the classroom practices of the teachers.
Civil Status. In associating relationship  between  the 
classroom practices of the teacher-respondents and the civil status of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .030 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.100 with a p-value of 0.915. The critical value was set at +2.160 at df = 13 with α = .05. 
	To ascertain the significance of the linear association,
the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the civil status of the school administrator-respondents” was accepted. This meant that the civil status of the school administrator-respondents did not significantly influence the classroom practices of teachers.
Highest Educational Attainment. In associating relationship between the classroom practices of the teacher-respondents and the highest educational attainment of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .199 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.673 with a p-value of 0.478. The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the  comparison  between  the computed value and the
critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the highest educational attainment of the school administrator-respondents” was accepted. This meant that the highest educational attainment of the school administrator-respondents did not significantly influence the classroom practices of the teachers.
Administrative Position. In  associating  relationship
between the classroom practices of the teacher-respondents and the administrative position of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.089 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.296 with a p-value of 0.752. The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the administrative position of the school administrator-respondents” was accepted. This meant that the administrative position of the school administrator-respondents did not significantly influence the classroom practices of the teachers.
Gross Monthly Family Income. In associating relationship between the classroom practices of the teacher-respondents and the gross monthly family income of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .215 denoting a weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.730 with a p-value of 0.441. The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the  α,  the  observed  linear  association  was significant thus reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the gross monthly family income of the school administrator-respondents” was accepted. This meant that the gross monthly family income of the school administrator-respondents did not significantly influence the classroom practices of the teachers.
Number of Years as School Administrators. In associating relationship between the classroom practices of the teacher-respondents and the number of years as school administrator of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .152 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.510 with a p-value of 0.588. The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association,
the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the number of years as school administrator of the school administrator-respondents” was accepted. This meant that the number of years as school administrator of the school administrator-respondents did not significantly influence the classroom practices of the teachers.
Performance Rating. In associating relationship between the classroom practices of the teacher-respondents and the performance rating of the school administrator-respondents based on the latest OPCRF, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .225 denoting a weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.766 with a p-value of 0.593. The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the performance rating of the school administrator-respondents based on the latest OPCRF” was accepted. This meant that the performance rating of the school administrator-respondents based on the latest OPCRF did not significantly influence the classroom practices of the teachers.
Number of Relevant In-Service Trainings. In associating relationship between the classroom practices of the teacher-respondents and the number of relevant in-service trainings of the school administrator-respondents, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .314 denoting a weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 1.097 with a p-value of 0.255. The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant, thus, reject the null hypothesis.
In the  comparison  between  the  computed value and the
critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the number of relevant in-service trainings of the school administrator-respondents” was accepted. This meant that the number of relevant in-service trainings of the school administrator-respondents did not significantly influence the classroom practices of the teachers.
Attitude Toward Supervision. In associating relationship between the classroom practices of the teacher-respondents and the attitude of the school administrator-respondents toward supervision, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .362 denoting a weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 1.277 with a p-value of 0.185.  The critical value was set at +2.160 at df = 13 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant thus reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the attitude of the school administrator-respondents toward supervision” was accepted. This meant that the attitude of the school administrator-respondents toward supervision did not significantly influence the classroom practices of the teachers.
In summary, of the school administrator-respondents, only age posed significant influence to the classroom practices of the teachers while the other variates proved to have no significant influence with it.
Teaching  Competence  of the Teacher-Respondents Based on the  PPST  in Terms of the Identified Domains. Table 37 reflects the relationship between the classroom practices of the teacher-respondents and their teaching competence based on the PPST in terms of the identified domains. In its association,the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at .772 denoting a high linear association. Further test to determine  the  significance  of  the  coefficient value, the  Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 14.007 with a p-value of 0.000. The critical value  was  set  at +1.978 at df=133 with To ascertain the significance of the linear association,the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant thus reject the null hypothesis.
In the comparison between the computed value and the critical value and the p-value with the α, it was noted that
Table 37


Relationship Between the Classroom Practices 
of the Teacher-Respondents and the 
Identified Variates

	Variate
	Linear Association
	Fisher’s t-Value
	p-Value
	Evaluation/ Decision

	
	Coeffi-cient
	Degree
	
	
	

	Teaching Compe-tence of Teacher-Respon-dents
	.772
	High
	14.007
	0.000
	S /   Reject Ho

	Learners’ Academic Perfor-mance Level
	-.047
	Very Weak
	0.543
	0.591
	NS /   Accept Ho



Fisher’s t-critical = +1.978		S  = Significant
df = 133						NS = Not Significant
α = .05
	
α = .05. The computed value turned greater than the critical value while the p-value turned lesser than the α. This signified that the linear association between the two aforesaid variables was essentially significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the teaching competence of the teacher-respondent based on the PPST in terms of the identified domains” was rejected. This meant that the teaching competence of the teacher-respondents based on the PPST in terms of the identified domains significantly influenced the classroom practices of the teachers. 
The coefficient being positive denoted a direct proportional linear association   suggesting  that  teaching
competence of the  teacher-respondents  based  on the PPST in
terms of the identified domains influenced their classroom practices.
Learners’ Academic  Performance  Level Based on  the  MPS  of the  First and Second Quarters. Likewise, Table 37 reflects the relationship between the classroom practices of the teacher-respondents and the learners’ academic performance level based on the MPS of the first and second quarters. In its association, the Pearson’s Product-Moment Coefficient of Correlation was employed whereby the computed value was posted at -.047 denoting a very weak linear association. Further test to determine the significance of the coefficient value, the Fisher’s t-test was utilized as its posteriori test whereby the computed value was posted at 0.543 with a p-value of 0.591. The critical value was set at +1.978 at df = 133 with α = .05. 
To ascertain the significance of the linear association, the computed value was compared with the critical value and the p-value with the α being guided by the following decision rule: if and when the computed value turned lesser than the critical value and the p-value greater than the α, the noted linear association was not significant thereby accepting the null hypothesis. On the other hand, if and when the computed value turned greater than the critical value and the p-value turned lesser than the α, the observed linear association was significant thus reject the null hypothesis.
In the  comparison  between  the  computed  value  and the critical value and the p-value with the α, it was noted that the computed value turned lesser than the critical value while the p-value turned greater than the α. This signified that the linear association between the two aforesaid variables was not significant. Hence, the hypothesis stating, “there is no significant relationship between the classroom practices of the teacher-respondents and the learners’ academic performance level based on the MPS of the first and second quarters” was accepted. This meant that the Learners academic performance level based on the MPS of the first and second quarters did not significantly influence the classroom practices of the teachers.
In summary, the teaching competence of the teacher-respondents based on the PPST in terms of the identified domains posed significant influence to the classroom practices of the teachers while the learners’ academic performance level based  on the  MPS of the first and second
quarters proved to have no significant influence with it.













































Chapter 5


SUMMARY OF FINDINGS, CONCLUSIONS AND RECOMMENDATIONS


	This chapter presents the summary of findings with the conclusions drawn and recommendations based on the conclusions drawn from the findings of the study.

Summary of Findings
	The following were the salient findings of the study:
	1. The oldest teacher-respondent registered an age of 61 years old while the youngest was 22 years old. 
A number of them, that is, 23 or 17.04 percent were aged 22-26 years old while 19 or 14.07 percent were aged 27-31 years old and the rest were distributed to the other identified age brackets. But 56 of them or 41.48 percent did not specify their ages for the sake of anonymity. Their mean age was posted at 33.87 years old with a SD of 9.61 years. Moreover, majority of the teacher-respondents were female accounting for 82 or 60.74 percent.
	2. More than half of the teacher-respondents, that is, 77 or 57.04 percent were married.
	3. Majority of the teacher-respondents were MA/MAEd/MS unit earners accounting for 81 or 60.00 percent.
	4. A number of  the  teacher-respondents, that is,64 or 
47.41 percent were appointed as Teacher I.
	5. The  mean  monthly  family  income  of  the  teacher-
respondents was posted at PhP21,743.96 with a SD of PhP4,748.80.
	6. The longest number of years in teaching of the teacher-respondents was registered at 34 years and the shortest was one year. The mean number of years in teaching of the teacher-respondents was posted at 2.82 years with a SD of 5.91 years.
	7. The mean was posted at 3.96 with an adjectival rating of “very satisfactory.”
	8. The mean number of trainings attended by the teacher-respondents in the different levels were: national, two trainings with a SD of 1.55 trainings; regional, two trainings with a SD of 0.91 training; division, six trainings with a SD of 4.61 trainings and district, 11 trainings with a SD of 8.51 trainings.
	9. The teacher-respondents “strongly agree” with their attitude toward teaching being shown by the grand weighted mean of 4.86.
	10. The oldest school administrator-respondent was aged 63 years old while the youngest was 36 years old. The mean age of the school administrator-respondents was posted at 48.53 years old with a SD of 7.87 years. Moreover, more than half of the school administrator-respondents, that is, eight or 53.33 percent belonged to the female sex.
	11. Majority of the school administrator-respondents were married accounting for nine or 60.00 percent.
	12. A number of the school administrator-respondents,
that is, six or 40.00 percent were MA/MAEd/MS graduate.
	13. A number of the school administrator-respondents, that is, seven or 46.67 percent were designated as Teachers In-Charge.
	14. The mean monthly family income of the school administrator-respondents was posted at PhP30,832.83 with a SD of PhP5,163.98.
15. The longest number of years as administrator of the school administrator-respondents was registered at 19 years and the shortest was one year. The mean number of years as school administrator of the school administrator-respondents was posted at 8.67 years with a SD of 4.08 years. 
16. The mean was posted at 4.18 with an adjectival rating of “very satisfactory.”
17. The mean number of trainings attended by the school administrator-respondents in the different levels were: national, two trainings with a SD of 1.51 trainings; regional, four trainings with a SD of 4.08 training; division, nine trainings  with  a  SD  of  5. 72  trainings  and  district,
18 trainings with a SD of 13.62 trainings.
18. The school administrator-respondents “strongly agree” with their attitude toward supervision being shown by the grand weighted mean of 4.72.
19. Both   the teacher -  and   school   administrator
respondents perceived the classroom practices in terms of content knowledge and pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting as “extremely practiced” by the teachers.
20. In the comparison of the classroom practices of the teacher-respondents as perceived by the two groups of respondents, a significant evaluation was arrived at in the domains of content knowledge and pedagogy, learning environment and assessment and reporting while it was not significant in the domains of diversity of learners and curriculum and planning.
21. The two groups of respondents arrived at a dissimilar perception on the teaching competence of the teacher-respondents in terms of content knowledge and pedagogy and assessment and reporting, both adjectively and numerically. While, they agreed in the adjectival perception on the domains of learning environment, diversity of learners and curriculum and planning but differed in the numerical evaluation.
22. In the comparison of the teaching competence of the
teacher-respondents as perceived by the two groups of respondents, a significant evaluation was arrived at in the domain of learning environment while it was not significant along the domains of content knowledge and pedagogy, diversity of learners, curriculum and planning  and  assessment  and reporting.
23. The highest academic performance of learners was 87.08 while the lowest was 2.09 based on the MPS of the first
and second quarters whereby their mean MPS was posted at 70.70  
with a SD of 2.54.
24. In associating relationship between the classroom practices of the teacher-respondents and the teacher-related variates, a significant evaluation was noted along age, number of years in teaching, performance rating based on the latest IPCRF and attitude toward teaching while it was not significant along sex, civil status, highest educational attainment, professional position, gross monthly family income, number of relevant in-service trainings and attitude toward teaching.
25. In associating relationship between the classroom practices of the teacher-respondents and the school administrator-related variates, a significant evaluation was found out along age only and it was not significant along sex, civil status, highest educational attainment, administrative position, gross monthly family income, number of years as administrator, performance rating based on the OPCRF, number of relevant in-service trainings and attitude toward supervision.
26. In associating relationship between the classroom practices of the teacher-respondents and their teaching competence based on the PPST, a significant evaluation was noted. On the other hand, in associating relationship between the classroom practices of the teacher-respondents and the learners’ academic performance level based on the MPS of the first and second quarters, a not significant evaluation was found out.

Conclusions
	From the findings, the following were the conclusions drawn:
	1. The teacher-respondents were relatively young, at their early 30s, at the prime of their age and at the height of their career being educators. Furthermore, female dominance existed among the teacher-respondents an indication that more of this sex group took up teacher education course during their baccalaureate and therefore composed the bigger portion of the population of the work force in the educational institutions.
	2. The teacher-respondents have their respective nuclear family which the supported by the income they earned from the pursuit of their chosen profession.
	3. The teacher-respondents were qualified for the teaching position in terms of educational requirement. In fact most of the teacher-respondents surpassed the minimum educational qualification for the position having pursued advance  education  for  personal  growth  and   professional 
development.
	4. The   teacher – respondents  were  appointed  to  the
different positions in the hierarchical structure of the DepEd. Furthermore, the data revealed that about a half of the teacher-respondents were still in the entry position for the teaching personnel some had been promoted already to the next higher position probably because of their educational qualification and the length of the number of years they served in the department.
	5. The teacher-respondents earned a regular monthly family income which could be sufficient to defray the monthly financial obligations of the household.
	6. The teacher-respondents were newly hires which need 
ample time to hone their craft.
	7. The teacher-respondents performed exemplarily indicating that  their  targets were accomplished and passed
the standards of their supervisors.
	8. The teacher-respondents attended relevant in-service trainings when opportunities warranted them. Most of the trainings attended by the teacher-respondents were in the district and division levels only and only few were attended by them in the regional and national levels due to limited stocks and budgetary constraints. However, the bottom line is, they exerted effort in enhancing their teaching skills through attending in-service trainings.
	9.  The  teacher- respondents  manifested  an extremely
favorable attitude toward teaching suggesting that they were
extremely motivated to teach also manifesting their passion for their chosen profession.
	10. The school administrator-respondents were in their late 40s but at the prime of their age and at the height of their career as school administrators whereby male and female school administrators almost similarly composed the school administrator-respondents’ group indicating that both the male and the female embraced already the teaching profession and both of them had the equal chance and probability of being promoted to the administrative post.
	11. The school administrator-respondents had their respective nuclear families also that they supported by their income they derived from the practice of their profession.
	12. The school administrator-respondents qualified themselves to be promoted to the administrative post by the necessary preparation for their personal growth and professional development.
	13.  The school administrator-respondents depending upon their qualifications were designated or appointed to the different administrative posts in the hierarchical structure of the DepEd by district to ensure that implementation of its programs were according to the manuals and the teachers were properly guided.
	14. The school administrator-respondents earned a regular monthly family  income  which  was  sufficient  to defray the monthly financial obligations of the household.
15. The school administrator-respondents had been a school administrator for quite a longer period which was enough for them to hone their skills.
16. The school administrator-respondents performed exemplarily indicating  that their  targets were accomplished
and passed the standards of the education program supervisors.
17. The school administrator-respondents attended relevant in-service trainings as an integral part of their functions as school administrators. Most of the trainings attended by them were in the division and district levels and only few were attended by them in the regional and national levels due to limited stocks and budgetary constraints.  However, the bottom line is, they exerted effort in enhancing their supervisory skills through attending in-service trainings.
18. The school administrator-respondents manifested an extremely favorable attitude toward supervision suggesting that they were extremely motivated to monitor the school programs also manifesting their passion for their chosen profession.
19. The teacher-respondents, from their own view point as well as from the school administrators, always practiced classroom practices in terms of content knowledge and pedagogy, learning pedagogy, learning environment, diversity of learners, curriculum and planning and assessment and reporting.
20. The perception of the two groups of respondents differed significantly in the domains of content knowledge and pedagogy, learning environment and assessment and reporting whereby the school administrator-respondents gave higher numerical value than the teacher-respondents which could be attributed to the difference in the gauge they use in the perception. The school administrators being the ones that monitored the classroom practices in terms of the identified areas averred that the teachers regularly adopted these classroom practices based on the manual of operation while the teachers modestly gave their perception being unsure if their practices passed the standards of their supervisors. Furthermore, the perception of the two groups of respondents relative to diversity of learners and curriculum planning was essentially similar thereby each group confirmed the perception of the other group. 
21. The two groups of respondents had varied perceptions on the teaching competence of the teacher-respondents. The disagreed in one point and agreed on the other point which signified the difference in the assessment gauge they used.
22. The evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of learning environment was significant which meant their perception relative to the foregoing differed significantly. The school administrator-respondents gave higher numerical value than the teacher-respondents which could be attributed to the difference in the gauge they use in the perception. The school administrators being the ones that monitored the teaching competence in terms of the identified areas averred that the teachers regularly manifested higher competence based on the standards of teachers while the teachers modestly gave their perception being unsure if their competence passed the evaluation of their supervisors. On the other hand, the evaluation of the two groups of respondents relative to the teaching competence of the teacher-respondents in terms of content knowledge, diversity of learners, curriculum planning and assessment and reporting was essentially similar thereby each group confirmed the perception of the other group. 
23. The academic performance level of the learners was unfavorable less than the passing rate of 75.00 percent set by the DepEd which could be construed that the learners need assistance from the school administrators and teachers to raise their performance.
24. Of the teacher-related variates, age, number of years in teaching, performance rating based on the latest IPCRF and attitude toward teaching posed significant influence the classroom practices of the teacher-respondents. The other variates proved to have no significant influence with it.
25. Of the school  administrator-respondents, only  age 
posed significant influence to the classroom practices of the
teachers while the other variates proved to have no significant influence with it.
26. The teaching competence of the teacher-respondents based on the PPST in terms of the identified domains posed significant influence to the classroom practices of the teachers while the learners’ academic performance level based
on the MPS of the first and second quarters proved to have no significant influence with it.

Recommendations
	Based on the conclusions drawn from the findings of the study, the following are recommended:
	1. Inasmuch as the learners’ academic performance based on the MPS during the first and second quarters did not pass the standards set by the DepEd of 75 percent passing rate, they obviously need assistance from the school administrators and teachers to raise their performance through an intervention program.
	2. Inasmuch as the perception of the teachers and school administrators on the teaching competence of the former varied significantly which clearly manifested the difference in the assessment gauge they used, the two groups of respondents should seat down together to reconcile their evaluation indicators so that they would more or less use similar evaluation measures.
	3. An intervention program for the teachers should be proposed to enhance their teaching competence inasmuch as it
significantly influenced their classroom practices.
	4. Encourage teachers to attend more relevant in-service trainings and pursue advance education as a way of enhancing their teaching competence.
	5. Another study may be conducted in other districts to validate the findings of the study.
	6. A follow-up study may be conducted considering other
variables and areas relative to teachers’ classroom practices
and teaching competence.
















Chapter 6


INTERVENTION PROGRAM TO IMPROVE STUDENTS’ ACADEMIC PERFORMANCE


Rationale
	One of a very essential factors in determining the academic performance of the students is through the quarterly MPS result. Based on the findings of this study, there is a need to improve the students’ academic performance. Hence, the researcher conceptualized an intervention program to address the issue. This program could be implemented by the elementary teachers in all grade level.
	Likewise, the intervention program for students is also an offshoot of this research endeavor. This is to address the students’ needs and weaknesses which may also be a vital factor in improving their academic performance. 

Objectives

The objectives of this intervention program are to increase the quarterly MPS in all learning areas in all grade levels, improve students’ reading comprehension in English and Filipino, lessen down students’ absenteeism, improve students’ behavior in the classroom, and reduce the number of malnourished students in the district of Zumarraga, Schools Division of Samar.
Features of the Program
The  content  of  the  intervention  program  covers  the following  areas:  1) objectives; 2) methods /strategies; 3)persons involved; 4) time frame; and 5) success indicator.

Intervention Program 

	GOAL: To improve the academic performance of the students in all learning areas in all grade levels.

	
Objectives
	Methods/
Strategies
	Time Frame
	Persons Involved
	Success Indicator

	
1.To increase the quarterly MPS in all learning areas in all grade levels. 




	
1.Use a wider variety of learning resources that engage 
visual,
auditory 
and 
kinesthetic



2.Conduct of Reinforcement and Enrichment classes





3. Use a variety of effective strategies in teaching



4.Offer awards and recognition to students who have performed well.
	
 Year      Round











15 minutes
Before and after class
(Daily)



Year Round






Quarterly
(Portfolio Day)

	
Principal
Teachers











Teacher









Teacher







Principal
Teachers
Parent

	
Increased MPS in all subject areas in all grade level







Zero Non-readers and Non-numerates






Improved students’ academic performance and achievement level

Improved students’ academic performance and achievement level


	2.Improve students’ reading comprehension in English and Filipino 

	1.Provide suitable interventions to assess students’ weaknesses such as Pull Out System 


2.Expand a Whole School Reading approach in all grade levels


3.Conduct of Reinforcement and Enrichment classes









4.Peer-to-Peer Tutorial






5.Construct a functional school library and mini library per classroom




6.Follow up studies at home
	15 minutes
Prior to the start of the class
(Daily)


Year Round






15 Minutes before and after class
(Daily)







Year Round








Daily










Daily
	Principal
Teacher







Principal
Teacher Students






Principal
Teacher
Student











Student-student








Teacher
Students






Parents
Siblings
	Increased numbers of readers 







Enhanced reading comprehension




Increased student engagement, educational productivity and motivation in learning.



Developed cooperation among students






Developed genuine love for reading







Enhanced Learning

	


3.Lessen down students’ absenteeism
	


1.Conduct home visitation to problem students


2.GPTA/PTA Meeting
	


Twice a   Month





Once a Month
	


Principal
Teacher
Parents




Principal
Teacher
Parents
	


Reduced the rate of absenteeism


Increased number of participation rate


	
4. To improve the behavior of the students in the classroom

	
Know the root-cause of the behavior of the students and apply appropriate 
discipline and strategies
suited to 
the behavior



	
Year Round
	
Principal
Teacher
Parents
	
Improved behavior of the students in the classroom


Improved students’  academic performance

	
5.Reduce the number of malnourished students 
	
1.Strengthen the conduct of the School Based Feeding Program


2.Deworming







3.Implement a gulayan sa paaralan project
	
Year Round






Opening and ending of classes



Year Round
	
Principal
Teachers
Parents





Principal
Teachers
Parents





Principal
Teachers
Parents
Students

	
Reduced numbers of malnourished students



Increased students’ focus and achievement in the class


Reduced numbers of malnourished students




Strategy of Implementation
There are many things that needs to be done before the intervention programs can be implemented, which include: 1)ask the help of the district supervisor in seeking the approval from the schools division superintendent for the implementation of the program; 2)once approved, request from the schools division superintendent in issuing a memorandum for the implementation of the Intervention Program in the district and inviting support from the school administrators for its effective implementation; 3) the district supervisor, school administrators and general PTA officers should invite 
cooperation among elementary school teachers for the participation in the activities of the program; and 4) seek alliance from the Local Government Unit (LGU) or Non-Government Organizations (NGO’s) in the implementation of the program especially if budget is required.
Budgetary Requirements
	In implementing this intervention program, the following budgetary requirements will be entailed:
	Supplies and materials	 . . . . . 	P	15,000.00
	Meals and Snacks during assessment
		and planning		 . . . . . 	P	25,000.00
	Other Incidental Expenses . . . . .	P	10,000.00
					Total . . . . .	P	50,000.00
									==============
Monitoring and Evaluation
	The school head must spearhead in the monitoring and evaluation of the program. Extensive monitoring must be  done 
to teachers, parents and students to ensure that the objectives of the intervention program would be achieved.
	In monitoring and evaluation, the following can be used as tools:1) quarterly Mean and MPS; 2) least learned skills report; 3) class literacy profile; 4) daily attendance report of learners(SF2); 5) nutritional status;  and 6) monthly  accomplishment report of activities.
	Feedback mechanism must be employed in order to have a harmonious interaction among the persons involved.










INTERVENTION PROGRAM TO ENHA
NCE TEACHING COMPETENCE


This part presents the enhancement activities for elementary teachers based on the results of the study conducted.
Rationale
The teachers play a crucial role in the delivery of the teaching-learning process. Studies have shown that in teaching, there are variables that likely affect the teaching effectiveness such as teaching experience, adequacy of service trainings and the commitment to teach. But problem affects the effective delivery of learning. According to Bowditch (1990), there are variables that affect the individual’s work performance. These factors affect the individual and his performance in his attempt to satisfy his own needs before meeting the organization goals.
Elementary teachers are also directing their acts to perform their task. However, they are faced with dilemmas. It is with this view that strategies to enhance the classroom practices of the teachers should be offered. It is by various activities that will aid the teachers in teaching out cumbersome problems that affect their level of competence in teaching.

Objectives

	The  proposed  intervention  program  aims   to  improve
teaching competencies in using varied techniques and teaching 
competencies in using varied techniques and strategies in teaching, to gain more content knowledge and skills in teaching, and to acquire knowledge and skills in providing learning activities that respond to demands of the community.
Features of the Program
The  content  of the  intervention  program  covers  the
following  areas: 1)  objectives;  2)  methods/strategies; 3)
persons involved; 4) time frame; and 5) success indicator.
Intervention Program 
	GOAL: To enhance the teaching competence of the teachers and acquire adequate skills needed in improving their classroom practices.

	Objectives
	Methods/
Strategies
	Time Frame

	Persons Involved
	Success Indicator


	

1.To improve teaching competencies
in using varied techniques and strategies in teaching
	

1.Use research-based best strategies in teaching





2.Enroll in post graduate studies



3.Attend relevant in-service trainings, workshops 


4.Attend LAC sessions




5.Peer Collaboration and exchange of ideas
 




6.Online Study





7.Maximize the use of technology in teaching and in professional development


	

Year Round









Summer 2019; Saturday class



Year Round





Twice a month





Twice a month








Saturday class





Year Round
	

Principal
 Teacher









Principal    Teacher





Principal Teacher





Principal Teacher





Principal Teacher








Principal
Teachers





Teachers
Principal 

	

Enhanced teachers level of competence.







Improved own instruction and personalize learning


Mastered the use of technique and skills in teaching


Improved academic performance of the learners.


Increased educational productivity and motivation in teaching




Transformed teaching by ushering in a new model of connected teaching


Mastered the use of techniques and skills in teaching


	2.To gain more content knowledge and skills in teaching
	1.Attend relevant trainings


Attend Short-Term Course
	Year Round



Summer 2019;
Saturday Class

	Principal
Teachers





Teachers
	Increased level of teaching of competence

Increased level of teaching of competence

	

3.To acquire knowledge and skills in providing learning activities that respond to demands of the community
	

1.Professional readings on connecting classroom activities to community development


2.Engage in Community projects
	

Summer Break 2019










Summer Break 2019
	

Principal
Teacher
parent Stakeholders








Principal
Teacher
parent Stakeholders
	

Enhanced competencies in establishing learning environment conducive to community aspirations




Established harmonious relationships among teachers, parents and stakeholders




Strategy of Implementation
	There  are many things  that  needs  to be done before the intervention programs can be implemented, which include: 1)ask the help of the district supervisor in seeking the approval from the schools division superintendent for the implementation of the program; 2)once approved, request from the schools division superintendent in issuing a memorandum for the implementation of the Intervention Programs in the district and inviting support from the school administrators for its effective implementation; 3) the district supervisor, school administrators and general PTA officers should invite cooperation among elementary school teachers for the participation in the activities of the program; and 4) seek alliance from the local government unit (LGU) or non-government organizations (NGO’s) in the implementation of the program especially if budget is required.

Budgetary Requirements

	In implementing this intervention program, the following budgetary requirements will be entailed:
	Supplies and materials	 . . . . . 	P	15,000.00
	Meals and Snacks during assessment
		and planning		 . . . . . 	P	25,000.00
	Other Incidental Expenses . . . . .	P	10,000.00
					Total . . . . .	P	50,000.00
									==============
Monitoring and Evaluation
	This is the most important part of the Intervention Programs because the persons involved in the implementation of the programs can determine whether the goals and objectives are carried out or not. They can also ascertain what things are needed to be done to accomplish the goals and objectives. In monitoring and evaluation, the following can be used as tools: 1) monthly progress report 2) monthly accomplishment report of activities; and 3) regular strategic assessment and planning among school administrators and elementary school teachers as well as parents and stakeholders.
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APPENDIX D

QUESTIONNAIRE FOR THE TEACHER-RESPONDENTS

1. PERSONAL PROFILE (Padilla, 2006)

Direction:	Kindly supply the required pieces of information asked for by writing on the spaces provided or by simply tick (/) the appropriate boxes.
1. Name: _________________________ Age: ________ 

2. Sex: 		Male          Female  

3. Civil Status:
  Single		 Married		 Widow/er

  Live-in		 Separated      Annulled

4. Highest Educational Attainment

  BSED/BEED Graduate

  MA/MA.Ed./MS Units

  MA/MAED/MS (CAR)

  MA/MAED/MS Graduate

  Ph.D./Ed.D. Units

  Ph.D./Ed.D. CAR

  Ph.D./Ed.D. Graduate

5. Professional Position

  Teacher I	 Teacher II	Teacher III

6. Gross Monthly Family Income

	33,000.00- and above

	28,000.00-32,999.00

	23,000.00-27,000.00

	18,000.00-22,999.00


	Below 18,000.00

7. Number of Years in Teaching
v

 30-35 years and above    10-14 years

 25-29 years			 5-9 years

 20-24 years			 1-4 years and below

 15-19 years

8.Performance Rating Based on the Latest IPCRF

Numerical: _____Adjectival: ________________

9.Number of Relevant In-Service Trainings

	Level
	Number of Trainings

	National
	

	Regional
	

	Division
	

	District
	



II. ATTITUDE TOWARD TEACHING OF ELEMENTARY TEACHERS
(FAPE: The Teacher Skills Checklist; Bilbao, 2006:47; Nanyang Technological University Checklist:2011)

Direction: Below are the statement which describe your attitude as a teacher. Please check every indicator in the space provided by using the scale as guide below:

	5		   Strongly Agree 	   (SA)
	4	        Agree			   (A)
3	        Uncertain/Undecided (U/U)
2	        Disagree 		   (D)
	1	        Strongly Disagree   (SD)
	


ATTITUDE STATEMENT

	
R E S P O N S E S

	
	5

(SA)
	4

(A)
	3

(U/U)
	2

(D)
	1

(SD)

	1. I find teaching fulfilling.

	
	
	
	
	

	2. I remain to be a teacher in spite of higher paying jobs being offered.
	
	
	
	
	

	3. I manifest great enthusiasm every time I meet with my classes.      
	
	
	
	
	

	4. I believe that teaching is the noblest of all professions.
	
	
	
	
	

	5. I see to it that everything that I say and do is in accordance with the Professional Ethics for Teachers.
	
	
	
	
	

	6. Teaching makes me feel proud.
	
	
	
	
	

	7. Teaching is a means to inspire my students to be useful citizens.
	
	
	
	
	

	8. Teaching is my first and last profession.
	
	
	
	
	

	9. I believe that teaching is the major profession in transforming the society into a better one.
	
	
	
	
	

	10. I find ways to let my students able to relate new knowledge with their daily life
	
	
	
	
	




III. CLASSROOM PRACTICES IN TERMS OF THE FIVE DOMAINS OF PPST-RPMS

Direction: Below are the statements which describe the classroom practices based on the PPST-RPMS. Please check every indicator that describes your practices in the space provided by using the scale as guided below:

	5			 Strongly Agree 	  (SA)
	4			 Agree			  (A)
3			 Uncertain/Undecided  (U/U)
2	 		 Disagree 		  (D)
	1	 		 Strongly Disagree	  (SD)



	
CLASSROOM PRACTICES INDICATOR

	Responses

	
	5

(SA)
	4

(A)
	3

(U/U)
	2

(D)
	1

(SD)

	Domain 1. Content Knowledge and Pedagogy

	1. I apply knowledge of content within and across curriculum teaching areas.

	
	
	
	
	

	2. I use research-based knowledge and principles of teaching and learning to enhance professional practice.

	
	
	
	
	

	3. I ensure the positive use of ICT to facilitate the teaching and learning process.

	
	
	
	
	

	4. I use a range of teaching strategies that enhance learner achievement in literacy and numeracy skills.
	
	
	
	
	

	5. I apply a range of teaching strategies to develop critical and creative thinking, as well as other higher-order thinking skills.
	
	
	
	
	

	6. I display proficient use of Mother Tongue, Filipino and English to facilitate teaching and learning.
	
	
	
	
	

	7. I use effective verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement.

	
	
	
	
	

	

Domain 2. Learning Environment
	
	
	
	
	

	
1. I establish safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures.
	
	
	
	
	

	1. I maintain learning environments that promote fairness, respect and care to encourage learning.
	
	
	
	
	

	2. I manage classroom structure to engage learners, individually or in groups, in meaningful exploration, discovery and hands-on activities within a range of physical learning environments.
	
	
	
	
	

	3. I maintain supportive learning environments that nurture and inspire learners to participate, cooperate and collaborate in continued learning.
	
	
	
	
	

	4. I apply a range of successful strategies that maintain learning environments that motivate learners to work productively by assuming responsibility for their own learning.
	
	
	
	
	

	5. I manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments.

	
	
	
	
	

	
Domain 3. Diversity of Learners

	
	
	
	
	

	1. I use differentiated, developmentally appropriate learning experiences to address learners' gender, needs, strengths, interests and experiences.

	
	
	
	
	

	2.  I establish a learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious backgrounds.

	
	
	
	
	

	3. I design, adapt and implement teaching strategies that are responsive to learners with disabilities, giftedness and talents.
	
	
	
	
	

	4. I plan and deliver teaching strategies that are responsive to the special educational needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.
	
	
	
	
	

	5. I adapt and use culturally appropriate teaching strategies to address the needs of learners from indigenous groups.

Domain 4. Curriculum and Planning
	
	
	
	
	

	
	
	
	
	
	

	
1. I plan, manage and implement developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts.
	
	
	
	
	

	2. I set achievable and appropriate learning outcomes that are aligned with learning competencies.
	
	
	
	
	

	3. I adapt and implement learning programs that ensure relevance and responsiveness to the needs of all learners.
	
	
	
	
	

	4. I select, develop, organize and use appropriate teaching and learning resources, including ICT, to address learning goals.
	
	
	
	
	

	Domain 5. Assessment and Reporting
	
	
	
	
	

	1. I design, select, organize and use diagnostic, formative and summative assessment strategies consistent with curriculum requirements.
	
	
	
	
	

	2. I monitor and evaluate learner progress and achievement using learner attainment data.
	
	
	
	
	

	3. I use strategies for providing timely, accurate and constructive feedback to improve learner performance.
	
	
	
	
	

	
4. I communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians.
	
	
	
	
	

	5. I utilize assessment data to inform the modification of teaching and learning practices and programs.
	
	
	
	
	




IV. TEACHING COMPETENCE IN TERMS OF THE FIVE DOMAINS OF PPST-RPMS
Direction: Below are the statements which describe your teaching competence based on the PPST-RPMS. Please check every indicator that describes your competence in the space provided by using the scale as guided below:

	5	 	    Extremely Competent 	(EC)
	4	 	    Highly Competent	(HC)
3		    Moderately Competent (MC)
2		    Slightly Competent	(SC)
1		    Not Competent		(NC)


	
TEACHING COMPETENCE INDICATOR

	Responses

	
	5

(EC)
	4

(HC)
	3

(MC)
	2

(SC)
	1

(NC)

	Domain 1. Content Knowledge and Pedagogy

	1. Knowledge of content within and across curriculum teaching areas.
	
	
	
	
	

	2.  Research-based knowledge and principles of teaching and learning to enhance professional practice.
	
	
	
	
	

	3. Positive use of ICT to facilitate the teaching and learning process.

	
	
	
	
	

	
4. Teaching strategies that enhance learner achievement in literacy and numeracy skills.
	
	
	
	
	

	5. Teaching strategies to develop critical and creative thinking, as well as other higher-order thinking skills.
	
	
	
	
	

	6. Use of Mother Tongue, Filipino and English to facilitate teaching and learning.
	
	
	
	
	

	7. Verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement.
	
	
	
	
	

	Domain 2. Learning Environment
	
	
	
	
	

	1. Safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures.
	
	
	
	
	

	2. Learning environments that promote fairness, respect and care to encourage learning.
	
	
	
	
	

	3. Engage learners, individually or in groups, in meaningful exploration, discovery and hands-on activities within a range of physical learning environments.
	
	
	
	
	

	4. Learning environments that nurture and inspire learners to participate, cooperate and collaborate in continued learning.

	
	
	
	
	

	

5. Successful strategies that maintain learning environments that motivate learners to work productively by assuming responsibility for their own learning.
	  
	
	
	
	

	6. Manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments.
	
	
	
	
	

	Domain 3. Diversity of Learners

	
	
	
	
	

	1. Differentiated, developmentally appropriate learning experiences to address learners' gender, needs, strengths, interests and experiences.
	   
	
	
	
	

	2. Learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious backgrounds.
	
	
	
	
	

	3. Teaching strategies that are responsive to learners with disabilities, giftedness and talents.
	
	
	
	
	

	4. Teaching strategies that are responsive to the special educational needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.
	
	
	
	
	

	5. Culturally appropriate teaching strategies to address the needs of learners from indigenous groups.

	
	
	
	
	

	Domain 4. Curriculum and Planning

	
	
	
	
	

	1. Developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts.

	
	
	
	
	

	2. Learning outcomes that are aligned with learning competencies.

	
	
	
	
	

	3. Learning programs that ensure relevance and responsiveness to the needs of all learners.

	
	
	
	
	

	4. Appropriate teaching and learning resources, including ICT, to address learning goals.

	
	
	
	
	

	Domain 5. Assessment and Reporting

	
	
	
	
	

	1. Diagnostic, formative and summative assessment strategies consistent with curriculum requirements.
	
	
	
	
	

	2. Learner progress and achievement using learner attainment data.
	
	
	
	
	

	3. Strategies for providing timely, accurate and
constructive feedback to improve learner performance.
	
	
	
	
	

	4. Communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians.
	
	
	
	
	

	5. Modification of teaching and learning practices and programs.
	
	
	
	
	




Thank you for your cooperation!

The RESEARCHER







































Appendix E


QUESTIONNAIRE FOR THE ADMINISTRATOR-RESPONDENTS

I. PERSONAL PROFILE (Padilla, 2006; Caveiro, 1997)

Direction:	Kindly supply the required pieces of information asked for by writing in the spaces provided or by simply tick (/) the appropriate boxes.
1. Name: _________________________ Age: ________ 

2. Sex: 		Male          Female  

3. Civil Status:
  Single		 Married		 Widow/er

  Live-in		 Separated      Annulled

4. Highest Educational Attainment

  BSED/BEED Graduate

  MA/MA.Ed./MS Units

  MA/MAED/MS (CAR)

  MA/MAED/MS Graduate

  Ph.D./Ed.D. Units

  Ph.D./Ed.D. CAR

  Ph.D./Ed.D. Graduate

5. Administration Position

  Teacher-In- Charge
  Head Teacher
  Principal
6. Gross Monthly Family Income

	33,000.00- and above
	28,000.00-32,999.00

	23,000.00-27,000.00

	18,000.00-22,999.00

	Below 18,000.00

7. Number of Years as administrator
v

 30-35 years and above    10-14 years

 25-29 years			 5-9 years

 20-24 years			 1-4 years and below

 15-19 years

8.Performance Rating Based on the Latest OPCRF
Numerical: _____Adjectival: ________________

9.Number of Relevant In-Service Trainings

	Level
	Number of Trainings

	National
	

	Regional
	

	Division
	

	District
	



II. ATTITUDE TOWARD SUPERVISION

Direction: Below are the statements which describe your attitude toward supervision. Please check every indicator in the space provided by using the scale as guide below:

5	 Strongly Agree	 (SA)
4	 Agree			 (A)
3	 Uncertain/Undecided (U/U)
2	 Disagree			 (D)
1	 Strongly Disagree	 (SD)

	

PROFESSIONAL ATTITUDE
INDICATORS
	R E S P O N S E S

	
	5

(SA)
	4

(A)
	3

(U/U)
	2

(D)
	1

(SD)

	1. I enjoy supervising my teachers.
	
	
	
	
	

	2. It is good common sense for me to keep aloof from my teachers because in the long run familiarity lessened respect.
	
	
	
	
	

	3. I keep my teachers up-to- date on developments affecting them.
	
	
	
	
	

	4. I see to it that the release of their financial benefits is   on time.
	
	
	
	
	

	5. I find ways for my teachers to have their regular personal and professional growth.
	
	
	
	
	

	6. I delegate some of my administrative work to teachers based on their abilities without sacrificing the quality of the teaching-learning process.
	
	
	
	
	

	7. I defend the rights of my teachers.
	
	
	
	
	

	8. I treat all my teachers fairly and justly.
	
	
	
	
	

	9. Teachers are also human beings capable of committing mistakes.
	
	
	
	
	

	10. I find ways to have time with my teachers listening to their concerns.
	
	
	
	
	



III. CLASSROOM PRACTICES IN TERMS OF THE FIVE DOMAINS OF PPST-RPMS

Direction: Below are the statements which describe the classroom practices of the teacher-respondents based on the PPST-RPMS. Please check every indicator that describes their practices in the space provided by using the scale as guided below:


5	 		Strongly Agree 	 (SA)
4		     Agree			 (A)
3		     Uncertain/Undecided  (U/U)
 2		     Disagree 		      (D)
 1		     Strongly Disagree 	 (SD)

	
CLASSROOM PRACTICES INDICATOR

	Responses

	
	5

(SA)
	4

(A)
	3

(U/U)
	2

(D)
	1

(SD)

	Domain 1. Content Knowledge and Pedagogy

	1. Apply knowledge of content within and across curriculum teaching areas.
	
	
	
	
	

	2. Use research-based knowledge and principles of teaching and learning to enhance professional practice.
	
	
	
	
	

	3. Ensure the positive use of ICT to facilitate the teaching and learning process.
	
	
	
	
	

	4. Use a range of teaching strategies that enhance learner achievement in literacy and numeracy skills.
	
	
	
	
	

	5. Apply a range of teaching strategies to develop critical and creative thinking, as well as other higher-order thinking skills.
	
	
	
	
	

	6. Display proficient use of Mother Tongue, Filipino and English to facilitate teaching and learning.
	
	
	
	
	

	7. Use effective verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement.
	
	
	
	
	

	Domain 2. Learning Environment
	
	
	
	
	

	1. Establish safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures.

	
	
	
	
	

	
2. Maintain learning environments that promote fairness, respect and care to encourage learning.


	
	
	
	
	

	3. Manage classroom structure to engage learners, individually or in groups, in meaningful exploration, discovery and hands-on activities within a range of physical learning environments.
	
	
	
	
	

	4. Maintain supportive learning environments that nurture and inspire learners to participate, cooperate and collaborate in continued learning.
	
	
	
	
	

	5. Apply a range of successful strategies that maintain learning environments that motivate learners to work productively by assuming responsibility for their own learning.
	
	
	
	
	

	6. Manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments.
	
	
	
	
	

	Domain 3. Diversity of Learners

	
	
	
	
	

	1. Use differentiated, developmentally appropriate learning experiences to address learners' gender, needs, strengths, interests and experiences.
	
	
	
	
	

	2. Establish a learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious backgrounds.
	
	
	
	
	

	3. Design, adapt and implement teaching strategies that are responsive to learners with disabilities, giftedness and talents.
	
	
	
	
	

	
4. Plan and deliver teaching strategies that are responsive to the special educational needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.
	
	
	
	
	

	5. Adapt and use culturally appropriate teaching strategies to address the needs of learners from indigenous groups.
	
	
	
	
	

	Domain 4. Curriculum and Planning

	
	
	
	
	

	1. Plan, manage and implement developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts.
	
	
	
	
	

	2. Set achievable and appropriate learning outcomes that are aligned with learning competencies.
	
	
	
	
	

	3. Adapt and implement learning programs that ensure relevance and responsiveness to the needs of all learners.
	
	
	
	
	

	4. Select, develop, organize and use appropriate teaching and learning resources, including ICT, to address learning goals.
	
	
	
	
	

	Domain 5. Assessment and Reporting

	
	
	
	
	

	1. Design, select, organize and use diagnostic, formative and summative assessment strategies consistent with curriculum requirements.
	
	
	
	
	

	2. Monitor and evaluate learner progress and achievement using learner attainment data.
	
	
	
	
	

	3. Use strategies for providing timely, accurate and constructive feedback to improve learner performance.

	
	
	
	
	

	

4. Communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians.
	
	
	
	
	

	5. Utilize assessment data to inform the modification of teaching and learning practices and programs.
	
	
	
	
	





IV. TEACHING COMPETENCE IN TERMS OF THE FIVE DOMAINS OF PPST-RPMS
Direction: Below are the statements which describe the teaching competence of the teacher-respondents based on the PPST-RPMS. Please check every indicator that describes their competence in the space provided by using the scale as guided below:

	5	 Extremely Competent   (EC)
4	 Highly Competent	   (HC)
3 	 Moderately Competent  (MC)
2	 Slightly Competent	   (SC)
1	 Not Competent		   (NC)


	
TEACHING COMPETENCE INDICATOR

	Responses

	
	EC
	HC
	MC
	SC
	NC

	Domain 1. Content Knowledge and Pedagogy

	1. Knowledge of content within and across curriculum teaching areas.
	
	
	
	
	

	2. Research-based knowledge and principles of teaching and learning to enhance professional practice.
	
	
	
	
	

	3. Positive use of ICT to facilitate the teaching and learning process.
	
	
	
	
	

	4. Teaching strategies that enhance learner achievement in literacy and numeracy skills.
	
	
	
	
	

	5. Teaching strategies to develop critical and creative thinking, as well as other higher-order thinking skills.
	
	
	
	
	

	
6. Use of Mother Tongue, Filipino and English to facilitate teaching and learning.
	
	
	
	
	

	7. Verbal and non-verbal classroom communication strategies to support learner understanding, participation, engagement and achievement.
	
	
	
	
	

	Domain 2. Learning Environment
	
	
	
	
	

	1. Safe and secure learning environments to enhance learning through the consistent implementation of policies, guidelines and procedures.
	
	
	
	
	

	2. Learning environments that promote fairness, respect and care to encourage learning.
	
	
	
	
	

	3. Engage learners, individually or in groups, in meaningful exploration, discovery and hands-on activities within a range of physical learning environments.
	
	
	
	
	

	4. Learning environments that nurture and inspire learners to participate, cooperate and collaborate in continued learning.
	
	
	
	
	

	5. Successful strategies that maintain learning environments that motivate learners to work productively by assuming responsibility for their own learning.
	  
	
	
	
	

	6. Manage learner behavior constructively by applying positive and non-violent discipline to ensure learning-focused environments.
	
	
	
	
	

	Domain 3. Diversity of Learners

	
	
	
	
	

	1. Differentiated, developmentally appropriate learning experiences to address learners' gender, needs, strengths, interests and experiences.
	   
	
	
	
	

	2. Learner-centered culture by using teaching strategies that respond to their linguistic, cultural, socio-economic and religious backgrounds.

	
	
	
	
	

	
3. Teaching strategies that are responsive to learners with disabilities, giftedness and talents.
	
	
	
	
	

	4. Teaching strategies that are responsive to the special educational needs of learners in difficult circumstances, including: geographic isolation; chronic illness; displacement due to armed conflict, urban resettlement or disasters; child abuse and child labor practices.

	
	
	
	
	

	5. Culturally appropriate teaching strategies to address the needs of learners from indigenous groups.
	
	
	
	
	

	Domain 4. Curriculum and Planning

	
	
	
	
	

	1. Developmentally sequenced teaching and learning process to meet curriculum requirements and varied teaching contexts.
	
	
	
	
	

	2. Learning outcomes that are aligned with learning competencies.
	
	
	
	
	

	3. Learning programs that ensure relevance and responsiveness to the needs of all learners.
	
	
	
	
	

	4. Appropriate teaching and learning resources, including ICT, to address learning goals.
	
	
	
	
	

	Domain 5. Assessment and Reporting

	
	
	
	
	

	1. Diagnostic, formative and summative assessment strategies consistent with curriculum requirements.
	
	
	
	
	

	2. Learner progress and achievement using learner attainment data.
	
	
	
	
	

	3. Strategies for providing timely, accurate and constructive feedback to improve learner performance.
	
	
	
	
	

	4. Communicate promptly and clearly the learners' needs, progress and achievement to key stakeholders, including parents/guardians.
	
	
	
	
	

	5. Modification of teaching and learning practices and programs.
	
	
	
	
	





Thank you for your cooperation!

The RESEARCHER
















APPENDIX F
LETTER FOR PRE-ORAL DEFENSE
Republic of the Philippines
Commission on Higher Education
Region VIII
SAMAR COLLEGE
COLLEGE OF GRADUATE STUDIES
Catbalogan City

November 16,2018
NIMFA T. TORREMORO, Ph.D.
Dean,College of Graduate Studies
Samar College, Catbalogan City

Madame :

	I have the honor to request that I be scheduled on December 1,2018 to have my pre-oral defense with the thesis entitled “CLASSROOM PRACTICES BASED ON THE PHILIPPINE PROFESSIONAL STANDARDS FOR TEACHERS AND THEIR OF COMPETENCE: BASIS FOR AN INTERVENTION PROGRAM”.

	In this connection, I am submitting herewith seven copies of my thesis proposal for distribution to my adviser, the chairman and the members of the panel of oral examination.

	I hope for your early and favorable action on this request.

Very truly yours,

(SGD.) MA. LYRA O. VERSOZA
Researcher

Recommending Approval:

(SGD.) MA. LINDA S.LEGARSE, Ph.D.
	         Adviser
APPROVED:
(SGD.) NIMFA T. TORREMORO, Ph.D.
Dean, College of Graduate Studies
Republic of the Philippines
Commission on Higher Education
Region VIII
SAMAR COLLEGE
COLLEGE OF GRADUATE STUDIES
Catbalogan City
September 21, 2018
MARIZA S. MAGAN, Ph.D., CESO V
Schools Division Superintendent
Schools Division of Samar
Catbalogan City, Samar

Madame :

	Greetings!
	
The undersigned would like to seek permission from your good office to conduct a study on her Master’s Thesis entitled “CLASSROOM PRACTICES BASED ON THE PHILIPPINE PROFESSIONAL STANDARDS FOR TEACHERS: BASIS FOR AN INTERVENTION PROGRAM”.
The target respondents of the said study in which questionnaire will be fielded are the 22 elementary schools of Zumarraga District. All of the teacher I-III and school administrators are the respondents of this study. With this, the researcher will pledge one copy of this study to your good office.
Thank you in anticipation for a favorable consideration. More power and God Bless.

Respectfully yours,

(SGD.) MA. LYRA O. VERSOZA
Teacher-Researcher

Recommending Approval:

(SGD.) MA. LINDA S. LEGARSE, Ph.D.
	   Adviser

(SGD.) NIMFA T. TORREMORO, Ph.D.
Dean, College of Graduate Studies

APPROVED:

(SGD.) MARIZA S. MAGAN, Ph.D., CESO V
Schools Division Superintendent
Letter-Request for Permission to the School 
Administrator to Field Questionnaires

Republic of the Philippines
Commision on Higher Education
Region VIII
SAMAR COLLEGE
Catbalogan City
December 10,2018
REMEDIOS O. CARCELLAR
District-In-Charge
District of Zumarraga 


Madame :
	Greetings!
The undersigned is currently conducting a study on her Master’s Thesis entitled, “CLASSROOM PRACTICES BASED ON THE PHILIPPINE PROFESSIONAL STANDARDS FOR TEACHERS AND THEIR OF COMPETENCE: BASIS FOR AN INTERVENTION PROGRAM”.

In view thereof, she would like to ask permission from your good office that she be allowed to field her questionnaires to all of your faculty members.

Thank you in anticipation for a favorable consideration. More power and God bless.

Respectfully yours,

(SGD.) MA. LYRA O. VERSOZA
Teacher-Researcher
Recommending Approval:

(SGD.) MA. LINDA S. LEGARSE, Ph.D.
	   Adviser

(SGD.) NIMFA T. TORREMORO, Ph.D.
Dean, College of Graduate Studies


APPROVED:

(SGD.) REMEDIOS O. CARCELLAR
  District-In-Charge
 

















C U R R I C U L U M    V I T A E


























NAME			: 	MA. LYRA O. VERSOZA

HOME ADDRESS	: 	Zumarraga,Samar

DATE OF BIRTH	: 	September 22, 1989

PLACE OF BIRTH	:	Calbiga Samar

CIVIL STATUS	: 	Married

PRESENT POSITION:	Elementary School Teacher III

STATION		: 	Pangdan Elementary School

DEGREE PURSUED	: 	Master of Arts in Education

SPECIALIZATION	: 	Educational Management

EDUCATIONAL BACKGROUND

Elementary		:	Pasigay Elementary School
					Calbiga, Samar (1996-2002)

Secondary		:	Calbiga National High School
					Calbiga, Samar (2002-2006)

Tertiary		:	Samar State University
					Catbalogan,City
					Bachelor in Elementary Education

Graduate		:	Master of Arts in Education
					Major in Educational Management
					Samar College
					Catbalogan City, Samar 


WORK EXPERIENCE
 	District of Zumarraga   Teacher- III      2018-present
 	District of Zumarraga   Teacher- II	  2016-2018
 	District of Zumarraga   Teacher- I		  2012-2016

ELIGIBILITY
Passed the Licensure Examination for Teachers (LET)

Rating: 80 percent; September 26, 2010, Tacloban   City

SEMINARS/TRAININGS ATTENDED
District Workshop Seminar for Teachers Focusing on the Adoption and Implementation of Philippine Professional Standards for Teachers (PPST) held at Maputi Elementary School, November 26-28, 2018.
Division Workshop Seminar for Teachers Focusing on the Enhancement of the Division Local Heritage Theme Matrix (DLHTM) and Division Curriculum Contextualization Matrix (DCCM) held at New Maqueda bay Hotel and Restaurant, Catbalogan City, April 11-14, 2018.
District Workshop Seminar for Teachers Focusing on the Early Language Literacy and Numeracy (ELLN) Program held at Zumarraga Central Elementary School, May 11-20, 2016.
Division Workshop Seminar for Teachers Focusing on the Enhanced School Improvement Plan (E-SIP) held at Villa Josefa, Catbalogan City, December 2-4, 2015.
[bookmark: OLE_LINK1][bookmark: OLE_LINK2][bookmark: OLE_LINK3]Regional Workshop Seminar for Teachers Focusing on the Implementation of K to 12 Basic education Program held at Summers Garden Green Hotel, Catbalogan City, May 10-16, 2015.
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