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Abstract 

This research explored the views and experiences 

of selected master teachers in Quezon Province in 

conducting School Learning Action Cells 

(SLACs) and how these experiences influence 

teacher collaboration, professional growth, and 

instructional improvement. The study 

specifically focused on SLAC implementation in 

five dimensions: instructional support, 

curriculum implementation, learning delivery, 

professional development, and classroom 

assessment. It also identified the challenges 

encountered by master teachers in SLAC 

facilitation, the coping strategies they employed, 

and the professional opportunities that emerged 

through this school-based continuing 

professional development mechanism. Using 

interpretative phenomenological analysis, 15 

master teachers were purposively selected as co-

researchers across various schools in Quezon 

Province. Data were collected through in-depth 

interviews and thematic analysis was employed 

to interpret emerging patterns. Findings revealed 

that SLACs serve as a dynamic platform for 

delivering instructional support by providing 

teachers with hands-on, practical strategies to 

improve teaching. In terms of curriculum 

implementation, master teachers reported that 

SLACs enhance curriculum alignment, lesson 

planning, and contextualization of content. For 

learning delivery, SLACs were instrumental in 

sharing differentiated strategies and promoting 

inclusive and adaptive practices. As for 

professional development, the sessions cultivated 

peer mentoring, reflection, and shared 

accountability. On classroom assessment, master 

teachers facilitated collaborative review and 

improvement of formative and summative tools 

aligned with learning competencies. Despite 

these gains, significant challenges include time 

constraints, lack of resources, overlapping 

schedules, and varying teacher engagement. 

These were addressed through proactive 

planning, feedback mechanisms, collaborative 

leadership, and strategic alignment with school 

goals. The implementation of SLACs generated 

professional opportunities such as enhanced 

instructional leadership, improved peer 

relationships, and increased confidence in 

facilitating teacher learning. It was concluded 

that SLACs positively influence teacher 

collaboration, foster professional growth, and 

lead to instructional improvements when 

implemented consistently, responsively, and 

reflectively. It is recommended that the Schools 

Division Offices and school heads provide 

structured support, adequate resources, and 

scheduled time to sustain the SLAC initiative.  
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INTRODUCTION  

The Department of Education (DepEd) in the Philippines has mandated the establishment of School 

Learning Action Cells (SLACs), which are crucial professional development tools designed to promote 

ongoing enhancement of teaching methods by means of teacher collaboration and reflective learning 

(DepEd Order No. 35, 2016). The purpose of these action cells is to enable an effective and efficient 

teaching-learning process by providing an opportunity for identifying and prioritizing the requirements that 

must be addressed immediately for the benefit of both teachers and students. As the foundation and core of 

the Department of Education, SLACs are intended to serve as a support network for educators entrusted 

with providing fundamental, high-quality instruction. 

The first step in the implementation of SLAC is the assessment of the needs of the teachers, which 

is usually based on the Electronic Self-Assessment Tool (ESAT). Teachers answer the ESAT every end of 

the school year so that the master teachers can plan the topic for the next school year. After analyzing the 

results of ESAT, master teachers prioritize the topics that urgently need to be addressed. This calls for the 

formulation of school learning action, which is the next step. All teachers must be part of the SLAC. SLAC 

could be composed of five to fifteen members, depending on the population of teachers as well as the 

urgency of the problem. A school may organize as many LACs as may be deemed necessary depending on 

the identified needs of the school. In all schools, teachers may convene in groups that are strategically 

decided. These may be by key stage, grade level, learning area, or programs offered by the school. 

Multigrade schools may be clustered in different ways by the district or division supervisors based on the 

objectives of the LACs to be conducted (DepEd Order no. 35, s 2016). 

The number, duration, and schedule of meetings are up to the LAC members. Although it is highly 

advised to devote one to two hours per week, the diversity of teaching conditions may not always 

accommodate this. To serve as documentation, LAC sessions are recorded through LAC plans where the 

LAC process is stated. On the other hand, LAC meetings ought to take place at least once every month 

(DepEd, 2016). 

Sharing best practices, addressing teaching issues, and coordinating instructional tactics with 

national education standards—such as the Philippine Professional Standards for Teachers (PPST)—are all 

made possible by SLACs. Teachers are able to work together to address shared difficulties because these 

professional learning communities cultivate a culture of reflection and shared accountability. For SLACs 

to be successful, opportunities for collaboration and professional development are essential (Dela Cruz & 

Santos, 2017). According to research, when used properly, SLACs greatly improve teacher cooperation and 

instructional strategies, which eventually improves student learning results (Garcia & Torres, 2021). 

As mentors and instructional leaders, master teachers are crucial to the implementation of SLAC. 

They are in charge of facilitating discussions, organizing sessions, and making sure that everything is in 

line with DepEd guidelines and school objectives (Reyes, 2019). Similarly, master teachers are essential in 

fostering an environment of learning where educators are encouraged to share their knowledge and come 

up with innovative solutions to problems in the classroom (Reyes, 2019). The study adds to the larger 

conversation on successful professional growth by figuring out how experienced educators take advantage 

of these chances. The opportunities identified in SLAC implementation highlight the potential for 

innovation and collaboration. Through the master teachers’ leadership and mentorship, they create a ripple 

effect that influences the professional growth of their colleagues and, ultimately, the learning outcomes of 

students (Reyes, 2019). Documenting these opportunities provides a roadmap for scaling up successful 

initiatives. 

Despite its pleasing principles and ideal design, challenges arise in implementing SLACs properly 

in the grassroots. Even with a well-versed plan, problems arise in the implementation of the said plan 
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(Amarillo, 2020; Almoricar & Padasas, 2022). Moreover, despite the essential role of master teachers, they 

encounter various challenges, including time constraints, lack of resources, and uneven teacher participation 

(Amarillo, 2020). Almonicar and Padasas (2022) stated that some challenges in SLAC implementation are 

the schedule of the school learning action cell, overlapping activities, unavailability of electricity, lack of 

learning resources, and non-adherence to policies and guidelines, etc. The schedule of the SLAC is the 

topmost challenge experienced by them since the planned and original schedule could not be followed due 

to several activities conducted by DepEd. This challenge has something to do with the difficulty 

experienced by the teachers (Vega, 2020). With the scheduling of the SLAC session, classes are affected 

and disrupted. For instance, although the availability of the teacher is considered in scheduling, there are 

times when the time duration of the SLAC may have exceeded its original time allotment. Additionally, 

even school heads were really faced with challenges in scheduling because workloads and other tasks of 

teachers are to be considered (Cortejo, 2022).  

Results also showed that funding and financial resources are a challenge since many participants 

stated that they do not gain financial support in implementing the SLAC session. The School Maintenance 

and Other Operating Expenses (MOOE) can support the funding, but according to a department head, it 

requires time since it is a lengthy process (Dilay & Ramos, 2024). Despite the meticulous planning, a project 

such as SLAC cannot be implemented well without a stable source of funding. 

Also, it was revealed that there was no existing model for priority topics in the SLAC session, and 

some participants found other topics irrelevant. Culajara (2023) stated that there is a lack of needs 

assessment that may have something to do with the lack of priority topics as previously stated. Supposedly, 

SLAC is designed to hone the knowledge, skills, and attitudes of the teachers for improved teaching and 

learning and address the challenges faced by them, but according to some of the participants, the discussed 

topics were repeated, not filtered, and do not refer to the teachers’ needs. De Vera et al. (2020) added that 

there is no definite evaluation or assessment to check the weak and strong points of the SLAC session and 

monitor the quality of the services offered by this program. To assess if the action cell is really effective, a 

concrete evaluation must be done.  

These obstacles can hinder the effective execution of SLAC sessions, underscoring the need to 

examine their views and experiences to identify practical solutions. Given their pivotal role in enhancing 

teacher capacity, understanding the views and experiences of selected master teachers who are at the 

forefront of SLAC implementation is also crucial for improving the program’s efficacy. There are certain 

restrictions on the use of SLACs. Vera et al. (2020) enumerated various issues faced by SLACs, such as 

different and inconsistent scheduling of sessions, disruption of classes, absence of tools for evaluation, and 

absence of an SLAC model as a guide in the implementation. Cardenas et al. (2023) added that there are 

some teachers who are not aware of and oriented on the program and are reluctant to engage in SLAC 

sessions. There were also concerns about the actual topics that should be the focus of the discussion (Vera 

et al., 2020). 

Exploring how master teachers overcome these barriers can provide valuable lessons for improving 

the sustainability and effectiveness of SLACs. Additionally, SLACs align with DepEd’s broader goals of 

enhancing teacher quality and promoting lifelong learning. This study therefore aimed to provide a guide 

for successful implementation by documenting the master teachers’ practices that support SLAC’s 

effectiveness and the difficulties that they encounter. The literatures currently in publication frequently 

concentrates on the theoretical foundations and advantages of SLACs, but hardly ever explored the real-

life experiences of individuals entrusted with leading these sessions (Amarillo, 2020). The study intends to 

close the gap between theory and reality by documenting these experiences and offering practical 

suggestions for improving SLAC programs. 



 

 

 

 

 

 
 

4 

Volume 2 Issue 3 (2026) 

Discovering the creative approaches that master teachers use to conduct SLACs is another goal of 

the study. These methods, which are frequently unrecorded, will make significant contributions to 

professional growth and can be used as guidelines by other educators (Garcia & Torres, 2021). Gaining an 

understanding of these approaches will improve the discussion about teacher-led projects in the Philippine 

educational system. Furthermore, deeper structural problems in the education sector, like resource 

allocation and policy support, are reflected in the difficulties master teachers have when implementing 

SLAC. The study adds to continuing discussions about how to improve the fundamental components of the 

educational system by bringing attention to these issues (Sarmiento & Asuncion, 2020). 

A distinctive setting for researching SLAC implementation is provided by Quezon Province. Its 

varied educational environments necessitate suited methods for professional growth, offering a chance to 

study how master teachers handle certain difficulties and modify their methods to suit the demands of both 

educators and students (Sarmiento & Asuncion, 2020). Practices in other areas with comparable educational 

environments can benefit from insights gained from this localized setting. This study’s importance also 

goes beyond Quezon Province’s divisions as it can generally help the DepEd build policies and programs, 

especially in improving the planning and execution of professional learning communities nationwide (Dela 

Cruz & Santos, 2017). This local investigation functions as a microcosm of more general issues and trends 

in education. Furthermore, the study backs up the objectives of the Philippine Professional Standards for 

Teachers (PPST), which emphasize the importance of professional development and teamwork in achieving 

teaching quality. By focusing on master teachers’ actual experiences, the study contributes to the 

understanding on how these criteria are operationalized at the local level (DepEd, 2016). This research is 

relevant and significant since it addresses the changing demands of the Philippine educational system. The 

information gained from master teachers’ practical experiences can be used to create strategies for 

strengthening SLACs and ensuring that they remain an essential part of school professional development. 

In order to promote DepEd’s mission of providing high-quality, easily accessible, and equitable education 

for everyone, it aims to use its results to help create professional development programs that are more 

inclusive and effective. 

 

Statement of the Problem 

The study aimed to explore the views and experiences of selected master teachers in Quezon 

Province in conducting School Learning Action Cells (SLACs) to identify the best practices, challenges, 

and opportunities for enhancing teacher professional development and collaboration, ultimately 

contributing to improved teaching and learning outcomes.  

Specifically, this study sought to answer the following: 

1. What are the views and experiences of selected master teachers in Quezon Province in 

conducting School Learning Action Cells (SLACs) as to: 

1.1 instructional support; 

1.2 curriculum implementation; 

1.3 learning delivery; 

1.4 professional development; and 

1.5 classroom assessment?  

2. What challenges do master teachers face in conducting SLACs? 
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3. How do master teachers address these challenges to ensure the program’s success? 

4. What opportunities arise for master teachers and their colleagues through the implementation 

of SLACs? 

5. How do the practices and challenges encountered in SLACs influence teacher collaboration, 

professional growth, and instructional improvements? 

 

Conceptual/Theoretical Framework 

 The study was grounded on various theories that provide a robust foundation for understanding the 

practices, challenges, and opportunities associated with SLAC implementation.  

Heidegger’s and Gadamer’s Interpretative Phenomenological Analysis. The conceptual basis of 

Interpretative Phenomenological Analysis (IPA) is based on Martin Heidegger’s hermeneutic 

phenomenology, which serves as the study’s foundation. According to Heidegger, humans are essentially 

“Dasein” or beings-in-the-world whose experiences are influenced by their temporal, relational, and 

contextual existence (Pham, 2022). Heidegger, in contrast to descriptive phenomenology, stresses 

interpretation as essential to comprehending lived experience, claiming that meaning arises from the 

interaction between the participant’s story and the researcher’s interpretive lens (Sumalinog, 2021). 

This translates to a twofold hermeneutic in IPA: the participant is making sense of their world as 

the researcher tries to understand them. The method recognizes that people’s experiences are inextricably 

linked to their cultural, historical, and social contexts (Smith et al., 2021). The analysis is guided by 

Heidegger’s concept of “being-in-the-world,” which enables the researcher to investigate how participants 

derive meaning from their experiences within their lifeworld.  

This framework acknowledges that understanding is constantly interpretative, situational, and co-

constructed, supporting the study’s goal of examining participants’ complex, subjective experiences (Smith 

et al., 2021; Pham, 2022). SLAC sessions are collaborative, context-rich spaces where teachers reflect on 

practice, share strategies, and co-construct meaning. Heideggerian IPA is well-suited to explore these 

dynamics because the participant’s reflections during SLACs are shaped by their school culture, student 

needs, and professional relationships, mirroring Heidegger’s notion of being-in-the-world. IPA allowed the 

exploration of how teachers make sense of SLAC experiences, including challenges, growth, and 

collegiality. SLACs are not just procedural meetings; they are lived, affective experiences that influence 

identity, pedagogy, and leadership. The study therefore shed light on how SLACs support educators shared 

meaning, professional development, and accountability, capturing the depth of their reflective journeys, by 

utilizing Heideggerian IPA. 

In addition, Interpretative Phenomenological Analysis (IPA), theoretically grounded in Hans-Georg 

Gadamer’s hermeneutic philosophy, emphasizes dialogical understanding, historical consciousness, and the 

fusion of horizons. These concepts are highly relevant to the contemplative and cooperative nature of 

School Learning Action Cell (SLAC) sessions. 

Collaborative Professional Learning Theory. The Collaborative Professional Learning Theory by 

DuFour (2016) as cited in Ikpuri and Peter (2024) is closely aligned with the implementation of School 

Learning Action Cells (SLACs) in the Philippine education system, particularly in fostering continuous 

professional development among teachers. Both frameworks emphasize that teacher learning is most 

effective when done collaboratively, promoting a culture of shared responsibility and mutual support. 

DuFour advocates that professional learning communities are essential in improving teaching practices and 
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student outcomes, which resonates with the core purpose of SLACs in providing a venue for teachers to 

engage in collective discussions on instructional challenges and innovations. 

A significant parallel between the two models is the emphasis on collective inquiry and reflective 

dialogue. Teachers collaborate to address common teaching challenges, share best practices, and find ways 

to improve instructional delivery during SLAC sessions. This procedure is similar to DuFour’s idea of 

collaborative professional learning, in which teachers have planned discussions with the goal of enhancing 

their methods. Instead of being passive recipients of training, these cooperative interactions empower 

teachers to take an active role in their own professional development. 

Moreover, the significance of data-driven decision-making and action-oriented learning is 

emphasized by both DuFour’s theory and SLACs. Teachers are encouraged in SLACs to use classroom 

observations and student performance data to identify learning gaps, create interventions, and assess how 

well their strategies are effective. DuFour’s idea that professional learning communities should concentrate 

on enhancing student outcomes through evidence-based approaches is in line with this approach. 

The Collaborative Professional Learning Theory (CPLT), rooted in Vygotsky’s sociocultural 

learning framework and the concept of the Zone of Proximal Development, provides a strong theoretical 

foundation for the School Learning Action Cell (SLAC) as a school-based professional development 

strategy in the Philippine education system. CPLT emphasizes that learning is a socially mediated process 

where individuals construct knowledge through interaction, shared inquiry, and reflective practice. SLAC 

embodies this theory by facilitating collaborative learning sessions among teachers to address instructional 

challenges, share best practices, and enhance pedagogical competencies (Sales, 2024).  

According to DepEd Order No. 35, s. 2016, SLAC is designed to foster communities of practice 

where teachers engage in ongoing problem-solving, reflective dialogue, and collective action planning. 

These elements align with Collaborative Professional Learning Theory principles of dialogic and 

multimodal learning, where collaboration leads to deeper understanding and professional growth (Llego, 

2025). Studies have shown that SLAC implementation significantly improves teachers’ instructional 

mastery, pedagogical efficacy, and professional attitudes, especially when supported by effective leadership 

and structured monitoring and evaluation mechanisms (Gamboa, 2023).  

Knowles’ Adult Learning Theory. Knowles’ Adult Learning Theory as cited in Bouchrika (2024) 

and often known as andragogy, offers important insights into the features of adult learners and the best 

strategies to support their learning. The unique needs and traits of adult learners are highlighted by 

andragogy, in contrast to standard pedagogical approaches, which are intended for children. These include 

a strong sense of self-direction, the importance placed on past experiences, and a predilection for knowledge 

that is directly applicable to real-world circumstances. Knowles’ ideas are especially applicable to School 

Learning Action Cells (SLACs) since these programs are created to accommodate these very traits of adult 

learners, which makes them an appropriate model for teacher professional development (Knowles, 1980; 

Merriam, 2001). 

Knowles’ Adult Learning Theory also emphasizes that master teachers are essential in facilitating 

learning as they act as role models by exemplifying good teaching techniques and motivating educators to 

consider their own experiences. Master teachers contribute to the development of a culture of shared 

learning by establishing a cooperative, encouraging atmosphere where all participants are motivated to take 

charge of their own professional development (De Castro, 2019; Bouchrika, 2025). This strategy ensures 

that SLACs are relevant, useful, and based on actual classroom challenges, which makes them an ideal 

framework for teacher professional development that aligns with andragogy’s principles (Pappas, 2025). 

Schools and universities frequently employ pedagogy, which assumes that students are passive and 

in need of teaching. On the contrary, Malcolm Knowles, whose theory is commonly referred to as adult 
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learning theory or andragogy, assumes that students are self-directed and actively participate in their 

education. It has been suggested that andragogy is a ‘badge of identity’ or an ‘article of faith’ for many adult 

educators. In general, when adults enter a learning environment, they have a wider range and depth of life 

experiences. As a result, learning can be aided when the instruction is connected to these experiences. When 

attending a workshop that focuses on a particular skill or collection of problems, most adults have precise, 

short-term goals and are not patient with the facilitator’s interpretation of what is “important for them to 

learn” (Livingston & Hostos, 2023). 

Hence, this study analyzed the beliefs and values underlying these approaches and how they impact 

the educational experiences of both teachers and students. The ultimate goal is to gain a better understanding 

of the philosophical basis of these approaches and their potential impact on the future of education. Adult 

learning theory informs teaching methodology developed to focus more on learner-based practices that 

grow from the content of lessons. 

Knowles’s Adult Learning Theory provides a powerful theoretical lens for understanding the 

School Learning Action Cell (SLAC) as a professional development strategy in the Philippine education 

system. Knowles posited that adult learners are self-directed, bring a wealth of experience to the learning 

process, are ready to learn when they perceive a need, and are motivated by internal factors such as job 

satisfaction and personal growth. These principles align closely with the structure and goals of SLAC, 

which is designed to foster collaborative, reflective, and context-based learning among teachers.  

In SLAC sessions, teachers engage in peer-led discussions, action planning, and problem-solving 

activities that are directly relevant to their classroom experiences. This relevance is critical, as Knowles 

emphasized that adult learners need to see the immediate applicability of what they are learning to their 

professional roles. Moreover, SLAC encourages experiential learning and reflection, both of which are 

central to Knowles’ model. Teachers are not passive recipients of information but active participants who 

co-construct knowledge through dialogue and shared practice, embodying the andragogical principle of 

learner involvement in the planning and evaluation of their learning.  

Thus, integrating Knowles’s Adult Learning Theory into the theoretical framework of SLAC not 

only validates its design but also strengthens its potential as a transformative tool for teacher development. 

It ensures that professional learning is not only sustained and collaborative but also responsive to the unique 

characteristics and motivations of adult educators. 

Wenger’s Communities of Practice. Wenger’s Communities of Practice (1998) theory, as cited in 

Wenger-Trayner (2015), offers a compelling paradigm for understanding how learning takes place among 

people who have similar interests and objectives. Wenger asserts that learning is a social process that is 

influenced by interactions within a society rather than only being an individual activity. This idea is 

especially relevant to School Learning Action Cells (SLACs), where educators gather with the common 

goal of advancing student learning and teaching methods. The emphasis of SLACs is on collaborative 

learning, when teachers share experiences, exchange discussions, and work together to solve problems to 

learn from one another. This supports Wenger’s theory that when people with similar interests regularly 

connect to create and improve shared practices, a community of practice is created (Wenger-Trayner, 2015).  

Master teachers facilitate these communities of practice within the framework of SLACs. They 

guide the conversations, promote idea sharing, and make sure the community stays committed to its 

objective of enhancing instructional strategies. In their capacity as facilitators, master teachers set an 

example of successful teaching techniques, promote reflection, and offer an opportunity for teacher 

collaboration. Teachers can exchange best practices, difficulties, and insights in a dynamic learning 

environment created by this facilitation (Prudente et al., 2024; Dumandan, 2025). Wenger’s idea of a 

community of practice is characterized by the sense of belonging and support that SLACs provide for 
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teachers over time. Teachers develop a supportive professional network that fosters their growth as a group 

by depending on one another for guidance, critiques, and encouragement (ASEAN Secretariat, 2025). 

The Community of Practice (CoP) theory provides a compelling framework for understanding the 

School Learning Action Cell (SLAC) as a collaborative and context-driven professional development model 

in the Philippine education system. As mentioned earlier, community of practice is a group of people who 

share a concern, a set of problems, or a passion about a topic, and who deepen their knowledge and expertise 

in this area by interacting on an ongoing basis (Wenger et al., 2002 as cited in Aclan & Ching, 2022). This 

theoretical lens aligns closely with the structure and goals of SLAC, which fosters sustained collaboration 

among teachers to improve instructional practices and student outcomes.  

SLAC sessions are designed to promote shared learning through reflective dialogue, collaborative 

planning, and problem-solving which are core elements of a functioning Community of Practice. According 

to Aclan and Ching (2022), teachers participating in SLACs reported high levels of engagement in 

collaborative activities such as lesson planning, curriculum contextualization, and action implementation, 

all of which contributed to improved teaching performance. Similarly, De Guzman et al. (2023) emphasized 

that SLACs serve as school-based communities of practice that support continuous professional 

development through the sharing of best practices and peer mentoring. 

Burns’ Transformational Leadership Theory. Transformational leadership which is defined as a 

sense of autonomy and responsibility can increase engagement and output (Dukhaykh et al., 2024). Work 

engagement can be viewed as an active state of well-being and is demonstrated by vigor, dedication, and 

involvement at work. High levels of employee well-being at work have the greatest potential to benefit both 

workers and organizations. Active and receptive to new information, engaged employees are fully 

committed to their tasks and delivering excellent results. 

In SLACs, master teachers play a crucial role in motivating their peers to engage in reflective 

practice and adopt new, evidence-based teaching practices. By creating an environment that encourages 

open communication, collaboration, and critical thinking, master teachers model the behaviors they wish 

to inspire in their colleagues. They provide guidance on best practices, encourage teachers to share their 

classroom experiences, and help their peers navigate the challenges they face in the classroom. This process 

of empowerment is a key aspect of transformational leadership as it enables teachers to develop confidence 

in their abilities, take ownership of their professional growth, and contribute to the improvement of the 

educational community (Baldera, 2025; Sumampong & Arnado, 2024; Meidelina et al., 2023; Koci, 2025).  

Together, these theories provide a comprehensive framework for understanding the dynamics of 

SLACs and the pivotal role of master teachers. By integrating insights from these theoretical perspectives, 

the study aimed to shed light on how SLACs contribute to professional development, foster collaboration, 

and address the challenges and opportunities faced by educators in three school divisions of Quezon 

Province. 
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Conceptual/Theoretical Paradigm 

 

Figure 1. Research Paradigm 

 

The views and experiences of selected master teachers encompass the personal and subjective 

encounters they have when participating in or leading School Learning Action Cells (SLACs). These 

experiences are shaped by their feelings, reflections, and perceptions about the SLAC activities. The study 

sought to delve deeply into how master teachers experience these professional development sessions—what 

they find meaningful, how they perceive the relevance of the content, and how these experiences influence 

their teaching practices and overall professional identity. This exploration aimed to capture the essence of 

their involvement and understand the value they place on SLACs as part of their career journey. 

Perceived benefits of SLACs refer to the positive outcomes that master teachers believe they gain 

through their participation in these professional development activities. These advantages may be both 

personal and professional, such as improved classroom management skills and exposure to innovative 

teaching approaches. Teachers may also find personal fulfillment in having the opportunity to collaborate 

with colleagues and advance their careers.  

The different techniques, approaches, and strategies that master teachers use in the classroom are 

reflected in their teaching practices; many of them may have been influenced by their involvement in 

SLACs. These approaches which encourage student participation and improve learning results may involve 

innovative teaching strategies, interactive learning strategies, and cooperative learning approaches. Master 

teachers may enhance their current methods or implement innovative strategies that promote a more 

dynamic and efficient learning environment through SLACs. Examining these practices helps to understand 

the direct influence of SLACs on how teachers design and implement lessons. 

Instructional improvement refers to the enhancements in the quality and effectiveness of teaching 

as a result of participating in SLACs. To better meet the needs of their students, master teachers may 
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implement new teaching strategies, enhance their lesson planning, and improve their teaching pedagogies 

as they gain new knowledge and abilities through SLAC activities. This development enhances the overall 

quality of education in their institutions in addition to influencing their specific teaching philosophies. 

Better student involvement, better assessment, and an overall improvement in student learning outcomes 

could all be signs of a positive impact on student learning outcomes. 

Through SLACs, master teachers and their colleagues are presented with various professional 

opportunities. These can include exposure to new teaching strategies, the chance to collaborate with peers 

from different schools, and opportunities to take on leadership roles in educational initiatives. A 

collaborative learning environment is often created by SLACs so that teachers can share experiences, share 

ideas, and gain knowledge from one another. In addition to empowering individual educators, this 

collaborative approach encourages a culture of lifelong learning among the larger teaching community. 

Master teachers can expand their professional networks and acquire skills that advance their careers by 

engaging in one of these opportunities. 

Teacher collaboration and professional growth go together within the context of SLACs. Master 

teachers share information and instructional techniques with their colleagues as they work together, 

fostering collaborative learning and professional growth. Teachers feel more connected to one another 

because of this collaboration, which enables them to support one another in challenges. Teachers benefit 

from this collaboration throughout time as they get new perspectives on pedagogical approaches, 

educational trends, and instructional practices. In the end, collaboration improves the teaching and learning 

environment, which benefits both teachers and students. 

While SLACs offer many benefits, master teachers also face various challenges in their 

implementation. A colleague’s resistance to change, a lack of resources or support, and logistical problems 

like scheduling time for SLAC sessions can all be instances of these challenges. Furthermore, organizational 

or contextual constraints may make it difficult for certain teachers to implement new techniques they have 

learned in SLACs in their classrooms. By addressing these issues, SLAC may be improved upon and 

delivered, maintaining its efficacy and accessibility for all teachers. By addressing these issues, a more 

encouraging atmosphere for professional growth will be established. 

Based on the experiences, challenges, and perceived benefits expressed by master teachers, a policy 

brief in facilitating school learning action cells for enhancing SLACs was made. This policy brief can help 

improve the facilitation of school learning action cells and ultimately contribute to improved educational 

outcomes. 

Each of these concepts plays a crucial role in understanding the multifaceted impact of SLACs on 

master teachers and their teaching practices. Exploring these aspects could provide valuable insights into 

how SLACs shape the professional development of teachers and the overall quality of education in the three 

school divisions of Quezon Province. 

 

METHODOLOGY 

Research Design 

This study adopted a qualitative research design with interpretative phenomenological analysis 

(IPA) approach to explore the views and experiences of master teachers in the three school divisions of 

Quezon Province, namely the Quezon Province Schools Division, the Lucena City Schools Division, the 

Tayabas City Schools Division, in conducting School Learning Action Cells (SLACs). This type of research 

investigates views and experiences to better understand how people interpret those experiences, grasp how 
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humans think, and broaden a researcher’s perspective of a topic (Adeniran et al., 2024). It is appropriate for 

the present study as it focused on documenting subjective experiences and viewpoints of master teachers, 

giving the researcher a comprehensive grasp of the opportunities, difficulties, and challenges related to 

SLAC implementation. The study also aimed to understand the core of master teachers’ roles in promoting 

teacher cooperation and professional development by exploring their personal narratives. A policy brief was 

then developed as an output to effectively facilitate school learning action cells. 

 

Research Locale 

The study was conducted in the three school divisions of Quezon Province: the Quezon Province 

Schools Division, the Lucena City Schools Division, and the Tayabas City Schools Division.  

The three schools divisions of Quezon Province are known for their strong emphasis on educational 

development and their commitment to implementing programs that enhance teaching quality and student 

learning outcomes. They were selected as the research locale due to their active implementation of School 

Learning Action Cells (SLACs) as part of their professional development initiatives. SLACs are widely 

recognized in the division as a collaborative platform for teacher training and instructional improvement, 

making it an ideal setting to explore the views and experiences of selected master teachers who play a 

central role in facilitating these sessions. 

The communities served by the divisions’ schools were varied and included both urban and rural 

places. Because of this diversity, the study was able to record a broad range of viewpoints on the application 

of SLAC, representing the particular opportunities and difficulties faced by master teachers in various 

educational settings. The study intended to offer contextually grounded and relevant insights into the 

realities of the local educational system by placing the research in Quezon Province. 

Through its focus on this locale, the study aimed to contribute to the understanding of how SLACs 

were operationalized in the context of Quezon Province, providing valuable insights for policymakers, 

educators, and other stakeholders involved in promoting teacher collaboration and professional growth. 

 

Research Population and Sample 

This study employed a purposive sampling design to select participants who could provide in-depth 

insights into the views and experiences of selected master teachers in conducting School Learning Action 

Cells (SLACs) within Quezon Province; namely the Quezon Province Schools Division, the Lucena City 

Schools Division, and the Tayabas City Schools Division. 

Purposive sampling was used to carefully select master teachers who take an active role in SLAC 

activities at their schools and divisions. By ensuring that the participants have firsthand knowledge of the 

phenomenon under investigation, this approach enabled a thorough examination of their viewpoints and 

perspectives. The study could offer a thorough grasp of the crucial responsibilities master teachers play in 

SLAC implementation and the program’s influence on the professional development of teachers in the three 

school divisions. 

The criteria for participant selection included the following: 

1. master teachers currently employed in the three Schools Division of Quezon Province; 

2. with active involvement in the planning, facilitation, or implementation of SLACs; 
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3. with at least one year of experience facilitating SLACs to ensure they have sufficient exposure to 

its processes and challenges. 

To gather a list of suitable master teachers who meet the criteria, the sampling procedure 

commenced at the Schools Division Offices of Quezon Province, Lucena City, and Tayabas City. After that, 

the researcher humbly extended an invitation to possible participants via official means, such as emails or 

letters, outlining the goals, parameters, and ethical issues of the study. To verify their voluntary 

participation, those who agreed to participate were required to sign an informed consent form. 

Given the qualitative nature of the study, the sample size was limited to 15 participants: 5 from 

SDO Quezon Province, 5 from SDO Lucena, and 5 from SDO Tayabas. This method contributed to a 

comprehensive view of the program’s effects by enabling a comprehensive understanding of SLAC 

implementation in various school environments. After selecting the co-researchers, the researcher prepared 

all communications and sought permission to conduct an individual interview with the teachers. 

 

Data Gathering Procedure 

A semi-structured interview guide designed to elicit thorough responses from the participants 

served as the main research tool for this study. To encourage master teachers to share their experiences, 

practices, difficulties, and ideas regarding organizing and conducting SLACs, the guide contained open-

ended questions. With this method, interviews can be flexible, allowing participants to give comprehensive 

responses while also allowing the researcher to delve deeper into relevant subjects. The researcher-made 

interview guide was validated by the expertise of five validators to ensure the relevance of the questions in 

eliciting data from the co-researchers. The validators were composed of an assistant school principal, a 

Master Teacher II, and three with Teacher III rank. All of them have their respective doctorate degrees and 

are considered experts in the field.  

The master teachers who have actively participated in SLAC implementation were purposively 

selected after obtaining permission from the Quezon Province, Lucena City, and Tayabas City Schools 

Division Offices to conduct the study. In each school division, there were five master teachers. Participants 

were briefed on the study’s objectives and procedures, and informed consent were obtained to ensure ethical 

compliance. This initial phase set the stage for a thorough exploration of the research questions while 

ensuring that ethical considerations were met. 

After that, in-depth interviews with each master teacher were conducted utilizing the semi-

structured guide. To ensure that participants feel comfortable discussing their experiences, these interviews 

were placed in a setting that promoted honest and open communication. With their permission, notetaking 

was done to document nonverbal clues in addition to context and interviews were audio recorded to ensure 

accuracy.  

Individual interviews started with a short prayer followed by the introduction of the researcher and 

presentation of the research rationale. The researcher requested permission from the co-researcher to record 

the interview to collect all useful information in developing the policy brief for facilitating the school 

learning action cell. 

On the other hand, the researcher, as the interviewer, initiated and drove the interview path to come 

up with a more comprehensive and better saturation of the responses. The researcher interviewed the co-

researchers at the time of their availability at the end of every class. All the proceedings were audio recorded 

via phone with the consent of all the co-researchers. The recordings were transcribed manually. After which, 

their responses during the interview were presented back to them to clarify if the transcription made were 
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congruent to their answers. Each interview lasted for 45 to 60 minutes. Data saturation was reached when 

the co-researchers were able to repeat the same concept and no new ideas were gathered.  

Finally, relevant documents such as SLAC plans, session feedback, and reports were reviewed to 

analyze the findings from the interviews. Using thematic analysis, the gathered data were transcribed, 

organized, and analyzed. The process entailed getting familiar with the data, creating initial codes, 

identifying themes, and synthesizing the results into an organized narrative. This study ensured a thorough 

examination of the views and experiences of selected master teachers by integrating various data sources 

and analysis methodologies, offering insightful analysis and practical recommendations for enhancing 

SLAC implementation.  

 

Data Analysis  

This study employed an interpretative phenomenological analysis (IPA) to systematically explore 

the views and experiences of selected master teachers in conducting School Learning Action Cells (SLACs) 

in the three Schools Divisions of Quezon Province. This approach allowed for a comprehensive and in-

depth understanding of how participants make sense of their roles, challenges, and contributions within the 

SLAC framework. By using IPA, the study explored the master teachers’ subjective interpretations and 

personal reflections, providing profound insights into their professional experiences.  

 Interpretative phenomenological analysis (IPA) by Smith et al. (2021) is a well-established 

qualitative approach developed to investigate individuals’ views and experiences. It is concerned with the 

particular experiences that individuals have and their meaning-making that occurs in relation to those 

experiences (Smith & Fieldsend, 2021). 

The data collection process involved in-depth interviews to capture diverse perspectives and 

analyze findings. IPA guided the analysis by focusing on the participants’ view and experiences, 

emphasizing both what they described and how they interpreted those experiences. This dual-layered 

approach ensured that the voices of the participants were central to the study while allowing for the 

researcher’s interpretative lens to uncover deeper meanings. This study followed the seven-step process of 

IPA to ensure depth, transparency, and interpretative integrity.  

The first stage of the analysis involved familiarizing oneself with the data known as reading and 

re-reading. Interview transcriptions were meticulously prepared and carefully examined to ensure that the 

participants’ experiences are fully grasped. Reading these transcripts again helped in identifying initial 

patterns and emotional expressions, and comprehensive notes were written to document significant findings 

that support the research objectives. The objective of this phase was to take the participants’ accounts of 

their experiences. Familiarizing with the data by rereading the passages or data from the interview with the 

master teachers would be necessary to build the ideas. Transcripts were read multiple times to absorb 

emotional tone, contextual nuances, and significant expressions.  

Next step was initial noting. The data underwent systematic coding to break down the narratives 

into smaller units of meaning. A systematic breakdown of narrative into smaller units to dissect the thoughts 

from master teachers was crucial. Segments of text that provide meaningful insights into the practices, 

challenges, and opportunities related to SLACs were identified and categorized. In accordance with the IPA 

methodology, the coding process concentrated on documenting participants’ views, feelings, and 

interpretations. To ensure consistency and conformity with the objectives of the study, a coding framework 

was created. Detailed exploratory comments were written in the margins of the transcripts focusing on the 

descriptive, linguistic, and conceptual comments.  
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Third step was developing emergent themes. Once the coding process was completed, emerging 

themes were identified. These themes represented recurring ideas and patterns that reflect key aspects of 

the participants’ experiences, such as effective planning and facilitation practices, strategies for overcoming 

challenges, and the perceived benefits of SLACs. The researcher engaged in an interpretative process, 

linking individual accounts to broader thematic structures that convey shared meanings across participants. 

Searching for connections across emergent themes followed. Themes then underwent a process of 

review and refinement. They were checked for relevance to the research questions and supported by 

adequate data. Underdeveloped concepts were improved upon or eliminated, while repetitive or overlapping 

themes were combined. To enhance the credibility of the findings, the themes were validated through 

member checking, where participants review preliminary interpretations and peer debriefing, where experts 

provide feedback on the analytical process. This is also known as theme clustering.  

After each participant, analysis moved to the next case. This is relevant to treat each participant 

independently and to maintain the unique perspective of each co-researcher before integrating cross-case 

insights.  

After doing the different steps, the next step was looking for patterns across cases. Patterns were 

identified across the dataset. Convergences and divergences were noted, highlighting common challenges 

and shared successes about SLACs implementation.  

The final stage involved synthesizing the findings into a detailed narrative that highlights the views 

and experiences of selected master teachers in SLAC implementation. Direct quotes were included to 

illustrate participants’ voices authentically, while the interpretative layer offered insights into the meanings 

behind their experiences. Synthesis was employed to compare data from interviews and document reviews, 

strengthening the reliability and validity of the results. 
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Figure 2. Seven Steps of Interpretative Phenomenological Analysis (IPA) 

 

Specialist Informants 

 For the accuracy of the study’s results, specialist informants validated the results. Their 

result validation aided the researcher in developing a policy brief for conducting learning action cells. The 

following are the qualifications of the specialist informants:  

1. must have graduated with a doctorate degree; 

2. have specialized in qualitative research; 

3. have an in-depth knowledge of the SLAC. 

In this study, five specialist informants thoroughly validated the results. They were composed of 

two education program supervisors, a Principal III, a Master Teacher, and a Vice President for Academics. 

All of them have a deep understanding on the implementation of SLAC program.  
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RESULTS AND DISCUSSION 

 

Based on the data gathered, the following findings are derived: 

Views and Experiences of Selected Master Teachers in Quezon Province in Conducting School Learning 

Action Cell as to Instructional Support 

 

From an experiential standpoint, the master teachers’ narratives revealed rich and detailed accounts 

of their roles in planning, facilitating, and evaluating SLAC sessions. Their views and experiences 

demonstrated how instructional support was grounded in real classroom needs, peer collaboration, and the 

actual context of their schools. In terms of behavioral evidence, the master teachers described observable 

practices such as conducting pre- and post-tests, crafting instructional materials, facilitating professional 

development workshops, and engaging in coaching and mentoring. These concrete actions confirmed that 

SLACs were not only conceptual discussions but were also actively implemented through structured and 

intentional strategies.  From a reflective lens, the master teachers conveyed their own growth and 

transformation. They reflected on past challenges, such as rigid facilitation styles or multiple role demands, 

and how these experiences informed their current practices. They expressed a strong sense of purpose and 

commitment to supporting their fellow teachers, which demonstrated a deep internalization of their 

leadership role. The convergence of these three dimensions—experience, behavior, and reflection—

strengthens the credibility and trustworthiness of the findings, confirming that SLACs serve as meaningful, 

data-informed, and empowering mechanisms of instructional support in the views and experiences of 

selected master teachers in Quezon Province. 

The views and experiences of master teachers in Quezon Province highlight SLACs as crucial 

platforms for instructional support. These sessions are collaborative, data-informed, and empowering, 

grounded in shared expertise and reflective dialogue. Despite challenges, master teachers sustain their 

commitment to guiding peers in improving instructional quality for enhanced student outcomes. Their 

experiences validate the role of teacher leadership in building school-based professional learning 

communities. 

 

Views and Experiences of Selected Master Teachers in Quezon Province in Conducting School Learning 

Action Cell as to Curriculum Implementation 

Master teachers shared how SLAC planning began with a review of the curriculum guide, analysis 

of learner data, and collaboration with school heads and department chairs. These accounts were grounded 

in real practice, such as the integration of the MATATAG curriculum and alignment with IPCRF outputs. 

Behaviorally, master teachers described routine practices such as identifying underperforming 

competencies, designing responsive activities, and conducting follow-up monitoring to evaluate 

application. These actions demonstrate that curriculum implementation was a sustained and interactive 

process. Finally, the reflective dimension emerged in how master teachers revised SLAC topics, adapted to 

new reforms, and learned from previous facilitation experiences. The intersection of these three dimensions 

confirms that SLACs are not only vehicles for teacher training but are embedded in the larger process of 

instructional planning, curriculum execution, and learning recovery. 
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Views and Experiences of Selected Master Teachers in Quezon Province in Conducting School Learning 

Action Cell as to Learning Delivery 

From the experiential perspective, master teachers narrated a variety of strategies they used in real 

settings, including group activities, hands-on creation of instructional materials, and use of lesson 

exemplars. These firsthand experiences reflect a grounded understanding of learning facilitation. In terms 

of behavioral evidence, the use of collaborative tools like brainstorming, active learning strategies like 

think-pair-share and structured activities demonstrate intentional planning and consistent engagement. 

Meanwhile, the reflective dimension is evident in how they assess the effectiveness of their facilitation by 

inviting teacher feedback, promoting self-reflection, and adapting to the evolving needs of participants. 

Together, these three dimensions confirm that the master teachers’ strategies in delivering learning through 

SLACs are holistic, evidence-informed, and grounded in both best practices and responsiveness to local 

teaching realities. 

 

Views and Experiences of Selected Master Teachers in Quezon Province in Conducting School Learning 

Action Cell as to Professional Development 

From an experiential perspective, teachers recounted real strategies used to integrate professional 

development, such as needs assessment, inviting resource persons, and aligning SLACs with RPMS-PPST 

indicators. These grounded actions reflect intentional integration of Professional Development into SLAC 

design. The master teachers also stated that mentorship, coaching, group outputs (e.g., action research), and 

reflective tools (e.g., learning logs, self-assessment) foster professional growth. SLACs helped teachers 

recognize their strengths, rethink their practices, and build supportive learning communities. The 

convergence of these three dimensions confirms that SLACs are not only operationally useful, but deeply 

transformational, enabling both instructional excellence and personal development among teachers in the 

province. 

 

Views and Experiences of Selected Master Teachers in Quezon Province in Conducting School Learning 

Action Cell as to Classroom Assessment 

The integration of classroom assessment into SLAC sessions is well-supported Experientially, 

master teachers described real-life practices such as test construction workshops, analysis of summative 

results, and group evaluation of learning outcomes. They also shared concrete actions like preparing rubrics, 

conducting MPS analysis, and requiring post-SLAC application tasks. These show that classroom 

assessment is not just discussed but actively practiced and refined. From a reflective lens, master teachers 

highlighted how student performance served as feedback on their teaching strategies, encouraging them to 

redesign instruction for better outcomes. Collectively, these layers confirm that SLACs are effective 

platforms for strengthening teachers’ assessment literacy and for aligning classroom assessments with 

instruction and student learning goals. 

 

Challenges of Master Teachers in Conducting SLACs 

Experientially, the co-researchers cited real obstacles such as scheduling conflicts, teacher burnout, 

and lack of instructional resources. These firsthand accounts reveal the systemic pressures placed on SLAC 

facilitators. Behaviorally, teachers’ low attendance, distraction during sessions, and failure to submit outputs 

on time indicate a disconnect between the intended outcomes of SLACs and actual teacher engagement. 

From a reflective lens, master teachers expressed emotional strain, but many maintained a positive attitude 
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by adjusting facilitation strategies and practicing empathy to re-engage their peers. The convergence of 

these themes demonstrates that SLAC implementation, while valuable, is fraught with logistical, emotional, 

and institutional challenges. Addressing these requires supportive leadership, adequate resources, teacher 

empowerment, and structured planning to sustain meaningful teacher development. 

 

Coping Strategies of Master Teachers to Address Challenges 

The responses of the master teachers revealed that managing the challenges associated with SLAC 

(School Learning Action Cell) implementation required adaptive, collaborative, and data-informed coping 

strategies. These included intentional planning, flexible scheduling, feedback and Evaluation Practices 

Helped Teachers Assess SLAC Effectiveness, Clear Role Distribution, Reliable Feedback Systems, Teacher 

Empowerment, and deep understanding of peer needs. 

 

Professional Opportunities for Master Teachers and Colleagues through the Implementation of SLACs 

SLACs provide multifaceted opportunities for Master Teachers and their colleagues. These include 

enhancement of leadership capabilities, creation of strong professional networks, reflective and continuous 

learning, and tangible benefits such as career progression and improved instructional practices. 

 

Influence of Practices and Challenges of SLACs among Teachers 

The master teachers’ perspectives in this study confirm that SLACs have a significant impact on 

three main areas: promoting collaborative culture, nurturing professional growth, and enhancing 

instructional delivery. These effects are not independent but rather interconnected. Collaboration fosters 

growth, growth enables innovation, and innovation circles back to benefit both peers and students.  

 

Synthesis 

In order to support teachers’ ongoing professional development through collaborative sessions, 

School Learning Action Cells have been adopted in all Philippine schools, especially public schools. SLAC 

has advantages and disadvantages, making it easier said than done. Instructional assistance for grassroots 

SLAC implementation is investigated in this study. Teachers typically benefit from collaborative sharing of 

teaching resources and best practices. Aligning the SLAC implementation can be achieved by concentrating 

on the planning needs that are backed by the provided data. Additionally, teachers may benefit from 

professional development via coaching and mentorship, as well as empowerment and inclusive 

engagement. Despite the difficulties, a strong commitment to the program’s support is also required in 

properly implementing SLACs.  

SLACs are dynamic platforms for improving teaching and learning, according to master teachers 

in Quezon Province. In order to enhance classroom practices, master teachers provided systematic 

mentoring, lesson planning, and observation feedback to their colleagues. In order to ensure consistency 

and relevance in instruction, teaching practices were aligned with the Most Essential Learning 

Competencies (MELCs) through the use of SLAC sessions. Teachers investigated a variety of engaging 

pedagogical strategies for learning delivery that were appropriate for the circumstances of their students. 

Additionally, SLACs offered teachers significant chances for professional growth through capacity-

building, reflective discussion, and collaborative knowledge sharing. Regarding assessment in the 
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classroom, master teachers led conversations and activities regarding the creation and evaluation of 

formative and summative tests that were in line with students’ skills and curricular requirements.  

When implementing SLAC, master teachers in Quezon Province encountered a number of 

difficulties. These included practical issues like time restraints, conflicting duties, restricted resource 

availability, and varying degrees of teachers’ participation. Maintaining engagement, meeting various 

learning needs, and making sure that teaching strategies and approaches learned in SLACs were applied 

beyond session. Master teachers continued to provide meaningful sessions despite these limitations. These 

difficulties highlight how crucial it is to offer administrative support, capacity-building, and structural 

support to enable SLACs in the province to reach their full potential. 

Meanwhile, to guarantee the success of SLACs, master teachers in Quezon Province implemented 

proactive coping measures. These included peer-led facilitation, digital integration, resource mobilization, 

flexible scheduling, and cooperative planning. SLACs were customized to meet the needs of both teachers 

and students through the use of reflective practices, output-based standards, and data-driven decision-

making. Encouraging teacher participation also required a supportive climate, motivating strategies, and 

coordination with school administrators. These flexible solutions demonstrate master teachers’ adaptability 

and leadership potential in negotiating the challenging realities of school-based professional development. 

For master teachers and their peers, School Learning Action Cells (SLACs) offered substantial 

professional view. SLACs promoted leadership development, improved reflective practice, encouraged 

teamwork in professional development, supported ongoing education, and aided in career promotion and 

recognition. All things considered, SLACs provided a vibrant setting for enhancing teaching potential, 

boosting professional self-assurance, and fostering an excellence culture in educational institutions. 

Teacher collaboration, professional development, and instructional progress were greatly impacted 

by SLAC procedures and the difficulties faced in Quezon Province. Master teachers and their colleagues 

created a professional culture rooted in ongoing learning via shared leadership and accountability. SLACs 

encouraged reflective practice, fostered collegial discourse, and helped teachers improve the way they 

delivered their lessons. These results enhanced instructors’ individual proficiency as well as the overall 

growth of school communities, resulting in more adaptable and efficient teaching-learning procedures 

throughout the province. 

Eidetic Insights 

 

Figure 3. Symbolic Representation of the Views and Experiences of Selected Master Teachers in 

Conducting SLACs 
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After reflecting deeply on the experiences shared by my co-researchers, I found that the image of 

a river always flowing, strong, and full of life perfectly represents their journey as master teachers. I chose 

the symbol of running water to show how master teachers continue to facilitate in School Learning Action 

Cell (SLAC) sessions, even when faced with many challenges in their daily work. 

Master teachers are also classroom teachers who carry heavy responsibilities every day. Despite 

this, they still manage to conduct and attend SLAC sessions as required by the Department of Education. 

While some may facilitate these sessions simply to comply with the DepEd Order, their consistent 

involvement shows a deeper commitment to learning and working together. No matter how busy or tired 

they are, master teachers remain dedicated to their duties and continue to support each other. 

The river symbolizes three important lessons from their experiences. First, flexibility is a defining 

trait of master teachers. Much like water that flows around obstacles and adapts to its environment, master 

teachers demonstrate flexibility in various ways. For instance, they readily adjust SLAC (School Learning 

Action Cell) schedules when conflicts arise due to other school activities that teachers must attend. They 

also adapt their instructional tools shifting from digital presentations using LCD projectors to traditional 

materials like manila paper when technology is unavailable. This responsiveness stems from their 

awareness that many teachers are visual learners who benefit from concrete visuals to reinforce 

understanding, rather than relying solely on verbal discussion. 

Moreover, master teachers employ diverse strategies and approaches to make SLAC sessions 

engaging and interactive, ensuring that professional development remains meaningful. They even manage 

to facilitate these sessions while simultaneously completing classroom-related tasks such as preparing 

school forms since the master teachers are also classroom teachers. Despite multiple responsibilities, master 

teachers consistently find ways to adjust, respond to challenges, and keep moving forward with purpose 

and dedication. 

Second is sustenance and renewal. Just as running water sustains life, continuous learning 

empowers master teachers. Within the classroom, they gain insights from their students’ diverse experiences 

and perspectives. During SLAC sessions, they engage in collaborative learning with colleagues sharing 

strategies, reflecting on practices, and exchanging ideas. These moments of professional dialogue not only 

deepen their understanding but also renew their motivation, even amidst demanding workloads. Their 

passion for teaching fuels their commitment to growth. After each SLAC session, master teachers carry the 

collective wisdom back to their classrooms and personal lives, applying what they have learned to enrich 

teaching and strengthen their professional practice. 

Third is continuous existence. The river never stops flowing, just like the cycle of learning in 

SLAC. Even if the topics discussed are familiar, learned in college, graduate school, or past seminars, 

master teachers still find value in revisiting them. Often, these topics are updated to match new policies or 

teaching methods that need to be disseminated to teachers. This shows that learning is a lifelong process, 

and they are always open to growth. 

In the end, the river is a powerful symbol of what it means to be a master teacher. It reflects their strength, 

flexibility, and commitment to learning. Through SLAC, master teachers continue to grow together with 

their colleagues and learners, proving that even in the face of challenges, they remain true to their duty as 

master teachers in conducting SLAC’s. 

 

Conclusions 

Based on the results and discussion, the following conclusions are derived: 
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1. Selected master teachers in Quezon Province revealed that SLACs serve as dynamic platforms for 

enhancing teaching and learning. As to instructional support, master teachers guided their 

colleagues through structured mentoring, lesson planning, and observation feedback to improve 

classroom practices. Regarding curriculum implementation, SLAC sessions were utilized to align 

teaching strategies with the Most Essential Learning Competencies (MELCs), ensuring 

consistency and relevance in instruction. For learning delivery, teachers explored a range of 

engaging pedagogical approaches suited to their learners’ contexts. SLACs also provided 

meaningful opportunities for professional development where teachers engaged in capacity-

building, reflective dialogue, and collaborative knowledge exchange. In terms of classroom 

assessment, master teachers facilitated discussions and practices on the development and analysis 

of formative and summative assessments aligned with learners’ abilities and curriculum 

standards. These experiences highlight the contextual effectiveness of SLACs in addressing the 

professional needs of teachers in Quezon Province. 

2. Master teachers in Quezon Province faced several challenges in SLAC implementation which 

included logistical concerns such as time constraints, overlapping responsibilities, limited access 

to resources, and varied levels of teacher participation. Some encountered difficulties in 

sustaining engagement, addressing differentiated learning needs, and ensuring application of 

strategies post-session.  

3. Master Teachers in Quezon Province adopted proactive coping strategies to ensure the success of 

SLACs. These included flexible scheduling, collaborative planning, resource mobilization, digital 

integration, and peer-led facilitation. Reflective practices, output-based requirements, and data-

driven decision-making were used to tailor SLACs to the needs of both teachers and students. 

Coordination with school heads, motivational approaches, and fostering a supportive environment 

were also vital in encouraging teacher participation.  

4. School Learning Action Cells (SLACs) provided significant professional opportunities for both 

Master Teachers and their colleagues. SLACs facilitated leadership development, enhanced 

reflective practice, fostered collaborative professional growth, supported continuous learning, and 

contributed to career advancement and recognition. Overall, SLACs served as a dynamic platform 

for strengthening instructional capacity, building professional confidence, and cultivating a 

culture of excellence within schools. 

5. SLAC practices and the challenges encountered in Quezon Province significantly influenced 

teacher collaboration, professional growth, and instructional improvement. Through shared 

leadership and mutual accountability, Master Teachers and their peers built a professional culture 

anchored in continuous learning. SLACs facilitated collegial dialogue, promoted reflective 

practice, and allowed teachers to refine their instructional delivery. These outcomes contributed 

not only to the individual competence of teachers but also to the collective development of school 

communities, leading to more responsive and effective teaching-learning processes in the 

province. 

 

Recommendations 

Based on the conclusions, the following recommendations are offered:  

1. To the Schools Division Offices (SDO) in Quezon Province. It is recommended that the SDO 

institutionalize sustained support for SLAC implementation by providing clear policy guidance, 

logistical resources, and technical assistance. A designated schedule within the school calendar 

for SLACs should be established to avoid conflicts with other school activities. Likewise, regular 
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monitoring and evaluation tools must be enhanced to assess the effectiveness of SLACs in 

improving instructional quality. 

2. To School Heads and Administrators. School leaders may actively support master teachers by 

ensuring time-bound, uninterrupted SLAC sessions and endorsing their recommendations for 

school-based improvements. They are also encouraged to allocate sufficient resources and foster a 

collaborative culture that values peer mentoring, shared leadership, and continuous learning. 

3. To Master Teachers. Master Teachers are encouraged to continuously innovate SLAC facilitation 

by using data-driven approaches, incorporating varied teaching strategies, and integrating 

technology to enhance engagement. They may strengthen their leadership by fostering inclusive 

and participatory discussions while maintaining reflective practices that promote instructional 

excellence and peer growth. 

4. To Teachers Participating in SLACs. Teachers must view SLACs not as mere compliance, but as 

meaningful avenues for professional development. They are encouraged to apply the learnings 

from each session in their classroom practices and provide honest feedback to improve future 

SLAC activities. Peer support and sharing of best practices may be cultivated to sustain a culture 

of collaboration. 

5. To Future Researchers. Future studies may explore the long-term impact of SLACs on student 

performance and learning outcomes across various districts in Quezon Province. Comparative 

research involving other divisions or regions may also uncover unique practices and policies that 

can further strengthen the implementation of SLACs nationwide. 
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