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    Abstract 

Gender mainstreaming has been institutionalized in Philippine basic education through the Gender 
and Development (GAD) framework to promote equity, inclusion, and gender-responsive learning 
environments. Despite extensive policy support, empirical studies indicate uneven implementation 
and impact across schools. This study employed a qualitative meta-synthesis to integrate and 
interpret findings from 43 empirical and conceptual studies on gender mainstreaming in Philippine 
basic education. Guided by interpretive, integrative, and critical-reflexive approaches, the meta-
synthesis examined teachers’ awareness and understanding of gender mainstreaming, the extent of 
gender-responsive teaching practices, manifestations of gender mainstreaming in school culture, 
implementation challenges, and the relationships between gender mainstreaming and gender-
responsive outcomes. The findings reveal that teachers generally demonstrate moderate to high 
awareness of GAD policies; however, this awareness is largely procedural and does not consistently 
translate into transformative pedagogical practices. Gender-responsive teaching is often limited to 
surface-level strategies, while school culture reflects strong formal compliance but weaker 
integration into everyday practices. Persistent challenges include limited professional development, 
weak monitoring mechanisms, leadership constraints, and sociocultural resistance, particularly 
regarding gender diversity and LGBTQ+ inclusion. Nevertheless, a positive relationship emerges 
between the depth of gender mainstreaming and the promotion of inclusive teaching practices and 
supportive school cultures, especially when supported by strong leadership and sustained capacity-
building. The study concludes that advancing gender mainstreaming in basic education requires 
moving beyond compliance-oriented implementation toward transformative integration across 
pedagogy, leadership, and organizational culture. 
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Introduction 
Gender mainstreaming has emerged as a central strategy for advancing equity, inclusion, and social 
justice within basic education systems worldwide. In the Philippine context, gender mainstreaming 
is institutionalized primarily through the Gender and Development (GAD) framework of the 
Department of Education, which mandates the systematic integration of gender perspectives into 
educational policies, programs, pedagogy, and school governance. Gender mainstreaming gained 
institutional footing through the adoption of national gender equality commitments in the 1990s 
and was subsequently operationalized in the education sector through the Department of 
Education’s Gender and Development (GAD) framework (De Vera, n.d.; Mejica, 2017, p. 36). Over 
time, DepEd policies expanded from parity‑focused initiatives to gender‑responsive approaches 
that address pedagogy, leadership, and school culture (Hemillan‑Sacro et al., 2022; Galamgam et 
al., 2021). 

Gender mainstreaming in basic education directly advances Sustainable Development Goal 
5 (Gender Equality) by promoting equitable access to quality education, empowering teachers and 
learners, and fostering inclusive school environments that challenge gender‑based discrimination 
and structural inequalities (Saloma‑Akpedonu, 2020; Copliros, 2024). Anchored on national 
commitments to gender equality and aligned with global development goals, these initiatives aim 
to ensure that schools function as inclusive spaces that recognize diverse identities, challenge 
gender-based inequities, and promote equitable learning opportunities for all learners and 
education stakeholders (Saloma-Akpedonu, 2020, pp. 67-71; Reyes & Valencia, 2023). 

Over the past decade, a growing body of research from the Philippines has examined the 
implementation and outcomes of gender mainstreaming in basic education. Empirical studies 
indicate that teachers generally demonstrate moderate to high awareness of GAD policies and 
gender equality principles, particularly regarding compliance requirements, gender-fair language, 
and participation in gender-related activities (Abillon & del Pilar, 2024; Punla, 2025). School-level 
GAD mechanisms such as focal persons, committees, and annual action plans are also widely 
established, reflecting institutional efforts to operationalize gender mainstreaming within the 
education system (Hemillan-Sacro et al., 2022; Cubillas & Engalan, 2025). 

Despite these policy advances, evidence consistently suggests that gender mainstreaming in 
basic education remains uneven, fragmented, and largely compliance-driven. Multiple studies 
report that gender initiatives are often implemented as isolated programs or events rather than 
being deeply embedded in curriculum delivery, instructional practices, and everyday school 
interactions (Pandapatan, 2022; Galamgam et al., 2021). Teachers frequently possess procedural 
knowledge of gender policies but struggle to translate this into sustained, gender-responsive 
pedagogical strategies that critically engage learners with issues of power, identity, and social 
norms (Domogen et al., 2022; Tarrayo, 2023). 

Contextual and structural constraints further compound the challenges facing gender 
mainstreaming. Limited access to continuous professional development, insufficient monitoring 
and evaluation mechanisms, competing administrative demands, and persistent sociocultural 
norms influence the enactment of gender policies at the school level (Sepillo & Orge, 2021; 
Ronquillo & Luna, 2025). Studies focusing on LGBTQ+ educators and learners reveal that 
heteronormative assumptions and cultural conservatism continue to shape school climates, often 
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resulting in exclusionary practices that contradict the goals of inclusivity and equity (Añonuevo & 
Digo, 2023; Gutierrez, 2025; Pena et al., 2022). 

Leadership and organizational culture emerge as critical mediating factors in the effective 
implementation of gender mainstreaming. Research demonstrates that schools with strong 
administrative support and values-based leadership are more likely to integrate gender-responsive 
principles into teaching, decision-making, and professional relationships (Cabrera & Maglantay, 
2025; Tejada, 2025). Conversely, when gender mainstreaming is viewed as a peripheral or 
externally imposed requirement, its potential to transform school culture and classroom practice 
remains limited (Jamora, 2024; Lim & Canonizado, 2026). 

While numerous studies have addressed specific dimensions of gender mainstreaming, such 
as teacher awareness, policy implementation, leadership, or selected pedagogical practices, there 
remains a paucity of integrative analyses that synthesize these findings into a coherent 
understanding of how gender mainstreaming functions holistically within basic education. Existing 
literature is often fragmented across methodological approaches, educational contexts, and 
research foci, limiting the generation of overarching insights necessary for theory-building and 
policy refinement (Tenedero et al., 2024; Mejica, 2017, p. 50). 

In response to this gap, the present study undertakes a qualitative meta-synthesis of 
empirical and conceptual studies on gender mainstreaming in Philippine basic education. By 
systematically integrating evidence on teachers’ awareness, gender-responsive teaching practices, 
school culture, implementation challenges, and observed outcomes, this study seeks to generate 
higher-level interpretations that move beyond individual findings. Specifically, it aims to clarify 
how gender mainstreaming contributes to or constrains the promotion of gender-responsive 
teaching and the cultivation of inclusive school cultures, thereby providing evidence-based 
directions for strengthening gender equality initiatives in basic education (Cabillo‑Jimenez, 2021; 
Copliros, 2024; Villegas et al., 2023). 

The present meta-synthesis examines the existing body of research on gender 
mainstreaming in Philippine basic education by focusing on several interrelated concerns. 
Specifically, it seeks to determine the level of teachers’ awareness and understanding of gender 
mainstreaming and to examine the extent to which gender-responsive teaching practices are 
implemented within classroom contexts. It also explores how gender mainstreaming manifests in 
school culture, particularly through policies, programs, leadership practices, and everyday school 
interactions. In addition, the meta-synthesis investigates the challenges encountered by teachers 
and school administrators in promoting gender-responsive pedagogy and inclusive school 
environments, including structural, cultural, and organizational constraints. Furthermore, it aims to 
identify the relationships that emerge between the level of gender mainstreaming and the 
promotion of gender-responsive teaching practices and supportive school cultures. Drawing on 
the synthesized findings, the study also seeks to propose strategic directions to strengthen gender 
mainstreaming initiatives in basic education. By addressing these interconnected concerns, the 
meta-synthesis aims to contribute a coherent, evidence-based understanding of how gender 
mainstreaming operates in Philippine basic education and to inform more transformative policy 
and practice towards gender equity and inclusion. 
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Theoretical Framework  
This meta-synthesis is grounded in interrelated theoretical perspectives that collectively explain 
how gender mainstreaming influences teaching practices and school culture in basic education. 
These perspectives include Gender Mainstreaming Theory, Feminist and Transformative 
Pedagogy, and Organizational Culture and Educational Leadership Theory. Together, these 
theories provide a comprehensive lens for understanding the structural, pedagogical, and cultural 
dimensions of gender-responsive education. 
 
 
Gender Mainstreaming Theory 
Gender Mainstreaming Theory serves as the primary anchoring framework of this study. The 
theory posits that gender equality is not achieved through isolated interventions but through the 
systematic integration of gender perspectives into all policies, programs, and institutional practices 
(Mejica, 2017, p.6). Within basic education, this entails embedding gender considerations in 
curriculum design, instructional delivery, administrative decision-making, teacher development, 
and school governance structures (De Vera, n.d.; Duma, 2022). 

Empirical studies in the Philippine context demonstrate that gender mainstreaming has been 
formally institutionalized through the Gender and Development (GAD) framework of the 
Department of Education, which mandates planning, budgeting, implementation, and monitoring 
of gender-responsive initiatives (Hemillan-Sacro et al., 2022; Galamgam et al., 2021). However, 
Gender Mainstreaming Theory also recognizes that institutionalization alone does not guarantee 
transformative outcomes. Cabillo‑Jimenez (2021) and Pandapatan (2022) emphasize that when 
gender mainstreaming is treated primarily as a compliance mechanism, its impact on teacher 
attitudes, classroom practices, and school culture remains limited. 

From a theoretical perspective, gender mainstreaming functions as both a process and an 
outcome: it is a continuous process of integrating gender perspectives, and it aims to produce 
gender-responsive policies, practices, and environments (Talib‑Bauda et al., 2025). 
 
 
Feminist and Transformative Pedagogy  
To explain how gender mainstreaming translates into classroom-level practices, this meta-
synthesis draws on Feminist Pedagogy and Transformative Pedagogy. Feminist pedagogy asserts 
that education is inherently political and that teaching should challenge gendered power relations, 
stereotypes, and systemic inequalities (Reyes & Valencia, 2018). Teachers are viewed not only as 
transmitters of content but as critical facilitators who shape learners’ understanding of identity, 
equity, and social justice. 

Philippine studies show that while many teachers demonstrate awareness of gender fairness, 
fewer engage in reflective pedagogical practices that interrogate gender norms or address 
marginalized identities, particularly LGBTQ+ experiences (Tarrayo, 2023; Añonuevo & Digo, 
2023). This gap underscores the relevance of transformative pedagogy, which emphasizes critical 
reflection, learner participation, and the linking of classroom knowledge to lived experiences 
(Opiniano, 2025; Reyes & Valencia, 2023). 
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The brevity of the LGBTQ+ inclusion subdomain mirrors patterns identified across the 
synthesized studies, where gender mainstreaming efforts remain uneven in addressing gender 
diversity and non‑normative identities (Añonuevo & Digo, 2023; Pena et al., 2022). While inclusive 
policies exist, LGBTQ+ teachers frequently report experiences of marginalization, selective 
accommodation, and self‑censorship, revealing a gap between institutional rhetoric and lived 
school realities (Gutierrez, 2025). 

The meta‑synthesis further indicates that LGBTQ+ inclusion is strongly mediated by school 
leadership and cultural context. Schools with proactive, values‑based leadership demonstrate 
greater alignment between gender‑inclusive policies and everyday practices, while 
compliance‑driven leadership perpetuates symbolic inclusion (Cabrera & Maglantay, 2025; Lim & 
Canonizado, 2026). These findings underscore the need to explicitly integrate gender diversity into 
GAD capacity‑building, monitoring mechanisms, and leadership accountability systems to ensure 
that inclusivity extends beyond binary gender frameworks. 

Through this lens, gender-responsive teaching involves more than gender-balanced 
participation or inclusive language; it requires instructional strategies that cultivate critical 
consciousness and challenge discriminatory assumptions embedded in curricula and classroom 
interactions (Sandoval, 2026; Domogen et al., 2022). 
 
 
Organizational Culture and Educational Leadership Theory 
Organizational Culture Theory and Educational Leadership Theory explain the mesosystem within 
which gender mainstreaming operates. Organizational culture theory posits that schools are social 
systems shaped by shared values, norms, practices, and leadership behaviors (Jamora, 2024). 
Gender mainstreaming, therefore, is influenced not only by individual teachers’ beliefs but also by 
institutional priorities, leadership commitment, and everyday routines. 

Studies consistently reveal that schools with proactive, values-based leadership 
demonstrate stronger integration of gender-responsive principles into policies and practices 
(Cabrera & Maglantay, 2025; Tejada, 2025). Conversely, when school leadership treats GAD 
initiatives as peripheral or administrative obligations, gender mainstreaming remains symbolic 
rather than transformative (Lim & Canonizado, 2026; Cubillas & Engalan, 2025). Leadership theory 
thus explains the variation in outcomes observed across schools, highlighting the mediating role 
of administrators in enabling or constraining gender-responsive school cultures. 
 
 
Conceptual Framework  
Guided by the foregoing theories, the conceptual framework of this meta-synthesis illustrates how 
gender mainstreaming in basic education functions as a multidimensional construct that shapes 
teaching practices and school culture through interacting mechanisms. At the core of the 
framework is gender mainstreaming, operationalized through: Policy implementation (GAD plans, 
budgets, and guidelines), Capacity-building initiatives (teacher training, SLAC sessions), Leadership 
support, and governance structures. These components influence teachers’ awareness and 
understanding of gender concepts, which in turn affect the extent and quality of gender-
responsive teaching practices in the classroom (Abillon & del Pilar, 2024; Binongo, 2026). 
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Gender-Responsive Teaching as a Mediating Variable 
Gender-responsive teaching functions as a key mediating variable between policy-level gender 
mainstreaming and school-wide cultural outcomes. Classroom practices such as inclusive 
instructional strategies, gender-fair representation, and critical engagement with gender issues 
serve as the primary sites where institutional commitments are enacted (Sandoval, 2026; Tarrayo, 
2023). However, the framework recognizes that pedagogical implementation is shaped by 
contextual factors, including subject area, instructional modality, and teacher confidence (Colcolo 
& Casillan, 2025; Domogen et al., 2022). 
 
 
School Culture as an Outcome and Reinforcing Context 
School culture represents both an outcome of gender mainstreaming and a reinforcing context 
that sustains or hinders its effectiveness. Gender mainstreaming manifests in school culture 
through formal policies, programs, and ceremonies, as well as through informal norms, interactions, 
and attitudes (Hemillan‑Sacro et al., 2022; Villegas et al., 2023). When gender-responsive values 
are embedded in daily practices, school culture becomes supportive of equity, diversity, and 
inclusion; when they are not, disparities persist despite policy compliance (Pandapatan, 2022; 
Abulencia et al., 2023). 
 
 
Role of Challenges as Moderating Factors 
The framework explicitly incorporates implementation challenges such as limited professional 
development, resource constraints, sociocultural resistance, and weak monitoring mechanisms as 
moderating variables that affect the strength of relationships among gender mainstreaming, 
teaching practices, and school culture (Sepillo & Orge, 2021; Ronquillo & Luna, 2025). Studies 
focusing on gender-diverse educators further emphasize how cultural conservatism and 
heteronormativity undermine inclusive environments, particularly in rural or conservative 
communities (Añonuevo & Digo, 2023; Gutierrez, 2025; Pena et al., 2022). 
 
 
Expected Outcomes and Strategic Directions 
In the conceptual framework, effective gender mainstreaming is expected to result in: Enhanced 
teacher capacity for gender-responsive pedagogy, inclusive and equitable school cultures, 
improved professional empowerment and well-being of educators (Copliros, 2024; Rosal, 2026). 
These outcomes, in turn, provide the empirical basis for identifying strategic directions to 
strengthen gender mainstreaming, including leadership development, institutional accountability, 
contextualized training, and participatory monitoring (Duma, 2022; Tenedero et al., 2024). 
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Figure 1. Research Paradigm 

Methodology 
Research Design 
This study employed a qualitative meta-synthesis research design to systematically integrate and 
interpret findings from existing empirical studies on gender mainstreaming, gender-responsive 
teaching, and school culture in Philippine basic education. Qualitative meta-synthesis goes beyond 
aggregating results to generate higher-order interpretations that preserve contextual meanings 
while constructing new conceptual understandings (Sim & Mengshoel, 2023). This approach is 
particularly appropriate for education and policy research, where phenomena such as gender 
mainstreaming are socially constructed, context-dependent, and theoretically layered 
(Mohammed et al., 2016; Adlit et al., 2026). 
 
 
Methodological Orientation 
The meta-synthesis analyzed 43 papers and was guided by two complementary approaches: 
Interpretive-Integrative Synthesis, which focuses on translating concepts across studies rather 
than relying on statistical aggregations (Sim & Mengshoel, 2023), and Critical Reflexive Synthesis, 
which accounts for the researcher’s positionality, theoretical assumptions, and contextual 
variations in the primary studies (Mohammed et al., 2016; Adlit et al., 2026). These approaches 
ensured that the synthesis honored both empirical evidence and theoretical diversity. 

A flowchart illustrating the research process was added to enhance methodological 
transparency and visual clarity (Figure 2). The steps reflected in the flowchart are consistent with 
qualitative meta‑synthesis procedures outlined in education and policy research, particularly 
interpretive‑integrative and critical‑reflexive synthesis approaches (Mohammed et al., 2016; Sim 
& Mengshoel, 2023). Presenting the research process visually helps clarify how studies were 
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selected, analyzed, translated, and synthesized into higher‑order themes, addressing common 
concerns about transparency in qualitative synthesis. 

 
Figure 2. Flowchart of Meta-Synthesis Research Process 

Steps in Conducting the Meta-synthesis 
Step 1: Formulation of the Review Focus and Research Questions 
Based on the work of Sim and Mengshoel (2023), meta-synthesis starts with a clearly defined 
analytical focus that considers both empirical and theoretical contexts. The research questions 
were designed to explore teachers’ awareness, classroom practices, school culture, 
implementation challenges, and the connections between gender mainstreaming and gender-
responsive outcomes. This approach ensured conceptual clarity while enabling a broad analysis 
across various studies. 

Mohammed et al. (2016) emphasize that clearly articulated review questions are essential to 
prevent conceptual fragmentation during synthesis. Similarly, Adlit et al. (2026) argue that meta-
synthetic questions should be explanatory and integrative rather than merely descriptive to 
support theory-building. 
 
 
Step 2: Identification and Selection of Primary Studies 
Consistent with Mohammed et al. (2016), purposive and criteria-based selection was employed 
rather than exhaustive inclusion. Included studies met the following criteria: Focused on gender 
mainstreaming, GAD, or gender-responsive education; Situated within basic education contexts 
(primarily Philippine), utilized qualitative, quantitative, or mixed-method designs with interpretive 
findings, and provided sufficient methodological and contextual detail for analytical comparison.  

Sim and Mengshoel (2023) caution against decontextualized synthesis; thus, studies were 
selected based on their capacity to contribute meaningfully to theoretical interpretation rather 
than numerical frequency. 
 
 
Step 3: Critical Appraisal and Contextual Mapping 
Unlike systematic reviews that prioritize methodological scoring, this meta-synthesis adopted 
context-sensitive critical appraisal, as recommended by Sim and Mengshoel (2023). Studies were 
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examined for research purpose and theoretical framing; methodological rigor and transparency; 
educational and sociocultural context; and nature of findings and interpretive claims. 

Mohammed et al. (2016) highlight that quality appraisal in meta-synthesis should focus on 
conceptual contribution rather than on methodological hierarchy. Adlit et al. (2026) further 
emphasize the importance of mapping ideological, institutional, and cultural contexts in 
educational meta-synthesis to avoid analytic oversimplification. 
 
 
Step 4: Data Extraction and Coding 
Findings sections of selected studies were treated as primary qualitative data, consistent with 
meta-synthesis conventions (Mohammed et al., 2016). Relevant excerpts were coded both 
inductively and deductively, guided by the research questions and theoretical lenses. Sim and 
Mengshoel (2023) describe this stage as “analytic deconstruction,” in which findings are 
temporarily separated from their original reports to enable cross-study comparison while carefully 
preserving contextual markers. 
 
 
Step 5: Translation and Comparison of Findings Across Studies  
A central analytical step involved reciprocal and refutational translation of concepts, following Sim 
and Mengshoel (2023). Findings from one study were compared with those from others to identify: 
convergences (shared patterns), divergences (contradictions or tensions), and gaps or silences 
(underexplored areas). 

Mohammed et al. (2016) note that this phase is often the most analytically demanding and 
requires reflexivity to avoid privileging dominant narratives. Adlit et al. (2026) recommend iterative 
comparison cycles to ensure that broader themes do not subsume minority or contextualized 
perspectives. 
 
 
Step 6: Synthesis and Generation of Higher-Order Themes 
Through iterative abstraction, initial codes were grouped into thematic categories and then 
elevated to synthetic constructs that represent higher-order interpretations across studies. This 
process aligns with Sim and Mengshoel’s (2023) notion of meta-synthesis as theory-informed 
reconstruction, in which new explanatory insights emerge rather than simple thematic summaries. 
Consistent with Adlit et al. (2026), the synthesis explicitly linked empirical themes to policy, 

pedagogical, and organizational implications, ensuring relevance beyond academic 

interpretation. 
 
 
Step 7: Reflexivity and Theoretical Integration  
Reflexivity was embedded throughout the meta-synthesis process. Mohammed et al. (2016) stress 
that metasyntheses must acknowledge the researcher’s interpretive role and theoretical 
positioning. To address this, theoretical assumptions, particularly those related to gender 
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mainstreaming, feminist pedagogy, and organizational culture, were made explicit and used 
analytically rather than prescriptively. Sim and Mengshoel (2023) emphasize that theoretical 
integration should illuminate rather than constrain empirical interpretation. Accordingly, theories 
were applied to interpret the synthesized patterns rather than to force them to align with 
predetermined models. 
 
 
Step 8: Validation of the Synthesis 
Validation was achieved through consistency checks across themes, re-examination of original 
studies against synthesized interpretations, and transparent documentation of analytic decisions. 
Adlit et al. (2026) describe this as analytic coherence validation, ensuring that synthesized insights 
remain grounded in source data while offering novel contributions. 
 
 
Methodological Rigor and Trustworthiness  
Trustworthiness was enhanced through Credibility, by grounding interpretations in multiple 
studies; Dependability, through transparent analytic procedures; Transferability, by preserving 
contextual richness; and Confirmability, through reflexive engagement with assumptions. These 
criteria align with qualitative meta-synthesis standards outlined by Mohammed et al. (2016) and 
Sim and Mengshoel (2023). 

Although the meta‑synthesis employed a single‑reviewer screening process, reliability and 
validity were ensured through established strategies for analytic trustworthiness rather than 
inter‑rater reliability, consistent with qualitative meta‑synthesis standards (Mohammed et al., 
2016; Sim & Mengshoel, 2023). Reliability was enhanced through explicit inclusion criteria, 
iterative coding cycles, and constant comparison of findings across studies (Adlit et al., 2026). 

Grounding interpretations addressed validity (credibility) in multiple converging studies and 
by repeatedly returning to the original research contexts to verify thematic coherence 
(Mohammed et al., 2016). Dependability was strengthened through transparent documentation of 
analytic decisions, while confirmability was supported through reflexive engagement with 
theoretical lenses such as Gender Mainstreaming Theory, feminist pedagogy, and organizational 
culture theory (Sim & Mengshoel, 2023; Adlit et al., 2026). This approach aligns with recognized 
qualitative standards that prioritize coherence, reflexivity, and theoretical integration over 
statistical replication. 
 
 
Ethical Considerations 
As a qualitative meta‑synthesis based exclusively on published literature, this study did not involve 
human participants and therefore required no institutional ethics approval. Nevertheless, ethical 
research practice was upheld by accurately representing authors’ ideas, providing complete in‑text 
citations, and acknowledging all sources used in the synthesis. 
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Results and Discussion 
This section presents the synthesized results of the qualitative meta-synthesis and discusses their 
implications for existing theories on gender mainstreaming, feminist pedagogy, and organizational 
culture in education, and presents Table 1 as a meta-synthesis matrix. The synthesis generated six 
major integrative themes corresponding to the research questions: (1) teachers’ awareness and 
understanding of gender mainstreaming, (2) implementation of gender-responsive teaching 
practices, (3) manifestation of gender mainstreaming within school culture, (4) challenges 
encountered in implementation, (5) relationships between gender mainstreaming and gender-
responsive outcomes, and (6) strategic directions for strengthening gender mainstreaming in basic 
education. 
 
 
Teachers’ Awareness and Understanding of Gender Mainstreaming 
Across the reviewed studies, teachers’ awareness and understanding of gender mainstreaming and 
GAD policies were generally reported as moderate to high, particularly regarding familiarity with 
policy mandates, terminology, and required activities (Abillon & del Pilar, 2024; Punla, 2025). 
Teachers demonstrated knowledge of gender-fair language, anti-discrimination principles, and 
participation in GAD programs, indicating that institutional efforts to disseminate gender-related 
information have achieved a baseline level of awareness (Cubillas & Engalan, 2025; Bascos et al., 
2023). 

However, the synthesis reveals a consistent conceptual–practical disconnect. While 
awareness is widespread, a deeper understanding of gender as a structural and relational construct 
remains limited (Mejica, 2017, p.6; Tenedero et al., 2024). Several studies note that teachers often 
interpret gender mainstreaming as synonymous with women’s empowerment activities or 
compliance reporting, rather than as an agenda for pedagogical and organizational transformation 
(Pandapatan, 2022; Galamgam et al., 2021). This finding aligns with Gender Mainstreaming Theory, 
which cautions that institutionalization without conceptual internalization leads to technocratic 
rather than transformative implementation (Duma, 2022; Talib‑Bauda et al., 2025). 
 
 
Implementation of Gender-Responsive Teaching Practices 
The meta-synthesis indicates that gender-responsive teaching practices are implemented to a 
limited and uneven extent. Most studies document the prevalence of surface-level practices such 
as gender-fair language, balanced participation, and avoidance of overt gender bias (Sandoval, 
2026; Responsive Basic Education Policy, 2023). These practices reflect procedural compliance 
with gender-responsiveness indicators but rarely extend to critical engagement with gender norms 
or inequalities. More transformative pedagogical approaches—such as integrating gender 
perspectives into lesson content, addressing gender stereotypes, or engaging with LGBTQ+ issues 
are less consistently applied (Tarrayo, 2023; Añonuevo & Digo, 2023). Teachers often report 
discomfort, lack of confidence, or fear of negative reactions when addressing sensitive gender 
topics, particularly in conservative or rural contexts (Gutierrez, 2025; Roda, 2026). Subject-area 
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differences are also evident, with language and social science teachers more likely to integrate 
gender perspectives than teachers in mathematics and science (Colcolo & Casillan, 2025). 

These findings substantiate feminist and transformative pedagogy perspectives, which 
emphasize that meaningful gender-responsive teaching requires critical reflection, pedagogical 
autonomy, and institutional support conditions that are not uniformly present across schools 
(Reyes & Valencia, 2018; Opiniano, 2025).  

Instructional modalities, particularly hybrid and flexible learning arrangements, further 
mediate teachers’ ability to enact gender‑responsive strategies due to reduced interactional spaces 
and increased instructional demands (Hernando et al., 2025).  

The meta‑synthesis affirms that teachers in Philippine basic education generally 
demonstrate moderate to high awareness of gender mainstreaming and GAD policies, particularly 
regarding terminology, policy mandates, and required activities (Abillon & del Pilar, 2024; Punla, 
2025; Cubillas & Engalan, 2025). However, synthesized evidence consistently indicates that this 
awareness is largely procedural and compliance‑oriented, rather than conceptually internalized or 
pedagogically transformative (Mejica, 2017, p. 29; Pandapatan, 2022; Galamgam et al., 2021). 

Several studies reveal that teachers often equate gender mainstreaming with participation 
in GAD activities or adherence to reporting requirements, without embedding gender perspectives 
into lesson design, assessment practices, or classroom discourse (Domogen et al., 2022; Tarrayo, 
2023). This disconnect supports Gender Mainstreaming Theory, which cautions that 
institutionalization alone does not guarantee transformation when gender initiatives are reduced 
to technocratic compliance (Duma, 2022; Talib‑Bauda et al., 2025).  
 
 
Manifestation of Gender Mainstreaming in School Culture 
Gender mainstreaming is most visibly manifested through formal school structures, including GAD 
committees, focal persons, plans, budgets, and gender-related programs (Hemillan‑Sacro et al., 
2022; Medina & Chua, 2024). Many schools regularly conduct training sessions, advocacy 
campaigns, and celebrations on gender equality, thereby reflecting compliance with DepEd 
requirements. 

However, the meta-synthesis reveals that school culture often reflects a symbolic rather 
than substantive integration of gender mainstreaming. Informal practices, daily interactions, 
decision-making processes, and disciplinary systems frequently remain gendered and 
heteronormative (Abulencia et al., 2023; Pena et al., 2022). LGBTQ+ teachers’ narratives highlight 
feelings of marginalization despite the existence of inclusive policies, suggesting gaps between 
espoused values and lived experiences (Añonuevo & Digo, 2023; Gutierrez, 2025). 

Leadership plays a decisive role in shaping these cultural outcomes. Schools with proactive, 
gender-responsive leadership demonstrate stronger alignment between policy intentions and 
everyday practices (Cabrera & Maglantay, 2025; Tejada, 2025). Conversely, leadership that treats 
gender initiatives as administrative obligations reinforces superficial compliance (Lim & 
Canonizado, 2026). Beyond formal GAD structures, organizational studies emphasize that school 
management systems and leadership practices significantly influence how equity‑oriented policies 
are enacted and sustained within educational institutions (Brion et al., 2021). 
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Challenges in Promoting Gender-Responsive Teaching and Inclusive School 
Environments 
The meta-synthesis identifies recurring systemic, organizational, and cultural challenges. Limited 
and inconsistent professional development opportunities constrain teachers’ ability to deepen 
their understanding and application of gender-responsive pedagogy (Sepillo & Orge, 2021; 
Binongo, 2026). Inadequate monitoring and evaluation mechanisms further weaken accountability, 
allowing tokenistic implementation to persist (Villegas et al., 2023; Ronquillo & Luna, 2025). 

Cultural resistance and heteronormative beliefs strongly shape implementation outcomes, 
particularly in rural and conservative communities (Añonuevo & Digo, 2023; Roda, 2026). 
Additionally, teachers often perceive gender mainstreaming as an added workload rather than a 
core instructional responsibility, competing with academic demands and administrative tasks 
(Pandapatan, 2022; Lim & Canonizado, 2026). These challenges underscore the importance of 
addressing both structural capacity and cultural change, consistent with organizational culture 
theory (Jamora, 2024). 

Workload demands and psychosocial well‑being also shape teachers’ capacity to engage in 
gender‑responsive practices, as stress and mental health concerns affect professional engagement 
and openness to pedagogical innovation (Tumalon, 2020). 

The creation of schools as safe spaces remains contested, as policy intentions toward 
protection and inclusion are not always reflected in everyday practices, despite the guiding 
principles of gender‑responsive basic education policies (Mori, 2024). 
 
 
Relationships Between Gender Mainstreaming and Gender-Responsive Outcomes 
Despite implementation challenges, the meta-synthesis reveals a consistently positive relationship 
between the level of gender mainstreaming and the promotion of gender-responsive teaching and 
school culture. Quantitative and mixed-method studies demonstrate that stronger GAD 
implementation correlates with improved teacher attitudes toward gender equality, higher levels 
of inclusive practices, and more supportive school environments (Cabillo‑Jimenez, 2021; Punla, 
2025). Gender mainstreaming initiatives have also been shown to support the professional 
advancement and leadership participation of women educators, reinforcing broader equity 
outcomes within the education system (Rosal, 2026). 

Schools that invested in sustained training, leadership engagement, and participatory 
monitoring reported more meaningful integration of gender-responsive practices (Hermosura, 
2021; Copliros, 2024). These findings support the theoretical proposition that gender 
mainstreaming functions as an enabling structure whose effectiveness depends on the depth of 
integration rather than mere presence (Mejica, 2017, p. 36; Talib‑Bauda et al., 2025). 
 
 
Strategic Directions for Strengthening Gender Mainstreaming 
Synthesized evidence points to several strategic directions for strengthening gender 
mainstreaming in basic education. First, professional development must move beyond one-time 
training toward sustained, contextualized, and subject-specific capacity-building (Binongo, 2026; 



M.F.Adlit, D.R.C.Javier & J.C.L.Doblada  IKAT, 8(1), 2026 

77 

Duma, 2022). Second, leadership accountability mechanisms should ensure that gender 
mainstreaming is integrated into supervision, curriculum review, and performance evaluation 
systems (Tejada, 2025; Cabrera & Maglantay, 2025). Third, schools should institutionalize 
participatory monitoring tools such as gender audits and reflective practices that foreground lived 
experiences and everyday school interactions (Villegas et al., 2023; Tenedero et al., 2024). Finally, 
addressing sociocultural resistance requires creating safe spaces for dialogue and inclusion, 
particularly for gender-diverse educators and learners (Pena et al., 2022; Gutierrez, 2025). 

In terms of practical implications, the meta‑synthesis highlights that awareness becomes 
transformative only when supported by sustained and contextualized professional development, 
leadership reinforcement, and protected pedagogical spaces for critical engagement (Binongo, 
2026; Cabrera & Maglantay, 2025; Tejada, 2025). Effective translation of awareness into practice 
requires embedding gender‑responsive pedagogy into Learning Action Cells (LACs/SLACs), 
subject‑specific instructional planning, and supervisory processes rather than limiting it to 
stand‑alone training sessions (Duma, 2022; Villegas et al., 2023). Without these enabling 
conditions, awareness remains symbolic and fails to reshape classroom practices or school culture. 

Overall, the meta-synthesis demonstrates that gender mainstreaming in Philippine basic 
education has achieved institutional visibility but remains uneven in pedagogical and cultural 
transformation. While awareness and formal structures are evident, meaningful gender-responsive 
teaching and inclusive school cultures depend on leadership commitment, teacher empowerment, 
and sustained institutional support. These findings reinforce the need to reconceptualize gender 
mainstreaming not as a procedural obligation, but as a transformative educational practice. 

Table 1. Meta-synthesis of Studies on Gender Mainstreaming in Philippine Basic Education 

Synthesis Domain Analytical 

Focus 

Synthesized Findings 

(Across Studies) 

Higher-Order 

Interpretation 

Key 

Supporting 

References 

Teachers’ 

Awareness and 

Understanding 

Knowledge and 

awareness of 

GAD and 

gender 

mainstreaming 

policies 

Teachers generally 

demonstrate moderate 

to high awareness of 

GAD concepts, 

gender-fair language, 

and policy mandates; 

however, understanding 

is largely procedural and 

compliance-oriented 

rather than critical or 

pedagogical 

Policy 

dissemination has 

achieved surface 

awareness, but 

conceptual 

internalization of 

gender as a 

structural and 

relational 

construct remains 

limited 

Abillon & del 

Pilar (2024); 

Punla (2025); 

Cubillas & 

Engalan 

(2025); 

Mejica 

(2017) 

Gender-Responsive 

Teaching Practices 

Classroom 

integration of 

Gender-responsive 

practices are mostly 

Gender 

mainstreaming 

Sandoval 

(2026); 
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gender 

perspectives 

limited to surface-level 

strategies (e.g., inclusive 

language, balanced 

participation); 

transformative 

pedagogies that 

interrogate gender 

norms and power 

relations are applied 

inconsistently. 

has not been fully 

translated into 

transformative 

pedagogy due to 

limited 

confidence, 

training, and 

contextual 

constraints. 

Tarrayo 

(2023); 

Domogen et 

al. (2022); 

Añonuevo & 

Digo (2023) 

School Culture and 

Institutionalization 

Policies, 

programs, 

structures, and 

daily practices 

Schools commonly 

establish formal GAD 

mechanisms 

(committees, plans, 

activities), but informal 

norms, relationships, and 

decision-making often 

remain gendered and 

heteronormative 

A persistent gap 

exists between 

formal policy 

compliance and 

lived school 

culture 

Hemillan 

Sacro et al. 

(2022); 

Pandapatan 

(2022); 

Abulencia et 

al. (2023); 

Pena et al. 

(2022) 

Leadership and 

Governance 

Role of school 

leadership in 

gender 

mainstreaming 

Strong administrative 

support enables deeper 

integration of 

gender-responsive 

practices, while weak or 

compliance-driven 

leadership results in 

tokenistic 

implementation 

Leadership 

commitment acts 

as a critical 

enabling or 

constraining 

condition for a 

gender-

responsive 

culture 

Cabrera & 

Maglantay 

(2025); 

Tejada 

(2025); Lim & 

Canonizado 

(2026); 

Jamora 

(2024) 

Implementation 

Challenges 

Barriers to 

effective 

gender 

mainstreaming 

Persistent challenges 

include limited 

professional 

development, weak 

monitoring mechanisms, 

workload pressures, and 

sociocultural resistance 

to gender diversity. 

Structural and 

cultural 

constraints 

moderate the 

effectiveness of 

gender 

mainstreaming 

initiatives. 

Sepillo & 

Orge (2021); 

Ronquillo & 

Luna (2025); 

Roda (2026); 

Gutiérrez 

(2025) 
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LGBTQ+ Inclusion Experiences of 

gender-diverse 

educators and 

learners 

LGBTQ+ teachers report 

marginalization despite 

existing policies, 

highlighting gaps 

between inclusion 

rhetoric and practice 

Gender 

mainstreaming 

remains uneven in 

addressing gender 

diversity and 

non-normative 

identities 

Añonuevo & 

Digo (2023); 

Gutiérrez 

(2025); Peña 

et al. (2022) 

Relationship 

Between 

Mainstreaming and 

Outcomes 

Effects on 

teaching 

practices and 

school culture 

Stronger GAD 

implementation is 

associated with more 

inclusive practices, 

improved teacher 

attitudes, and safer 

school environments. 

Gender 

mainstreaming 

positively 

influences 

outcomes when it 

is deeply 

integrated and 

institutionally 

supported. 

Cabillo 

Jiménez 

(2021); 

Hermosura 

(2021); 

Copliros 

(2024); Punla 

(2025) 

Strategic Directions Implications for 

policy and 

practice 

Effective strategies 

include sustained 

contextualized training, 

leadership 

accountability, 

participatory monitoring, 

and integration into core 

school processes. 

Transformative 

gender 

mainstreaming 

requires systemic, 

pedagogical, and 

cultural 

alignment. 

Duma 

(2022); 

Villegas et al. 

(2023); 

Tenedero et 

al. (2024); 

Binongo 

(2026) 

 
 
Conclusion  
This meta-synthesis provides an integrative understanding of gender mainstreaming in Philippine 
basic education by synthesizing empirical evidence across multiple studies. The findings indicate 
that, while gender mainstreaming has been institutionalized through the Gender and Development 
(GAD) framework, its implementation remains largely uneven and compliance‑oriented. Teachers 
generally demonstrate moderate to high awareness of gender mainstreaming policies and 
concepts; however, this awareness often reflects procedural familiarity rather than a deep, critical 
understanding of gender as a structural and relational issue. As a result, the translation of gender 
mainstreaming into sustained, transformative classroom practices is limited. 

Gender‑responsive teaching practices are implemented primarily at the surface level, 
focusing on gender‑fair language and participation rather than challenging entrenched gender 
norms or power relations. Similarly, school culture reflects a strong presence of formal GAD 
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structures and activities, yet everyday practices, informal norms, and lived experiences, particularly 
of gender‑diverse educators, often remain misaligned with inclusive policy intentions. The meta-
synthesis further establishes that leadership commitment, institutional support, and continuous 
capacity‑building are decisive factors in determining whether gender mainstreaming leads to 
meaningful pedagogical and cultural change. 

By aligning gender‑responsive teaching practices and inclusive school cultures with the 
objectives of SDG 5, gender mainstreaming in basic education serves as a critical pathway for 
achieving gender equality through education that is transformative, empowering, and socially just. 
Overall, the findings affirm a positive relationship between the depth of gender mainstreaming 
and the promotion of gender‑responsive teaching and inclusive school cultures. However, this 
relationship depends on moving beyond symbolic compliance toward transformative integration. 
Gender mainstreaming in basic education must therefore be understood not merely as a policy 
requirement but as an ongoing educational practice that reshapes pedagogy, organizational 
culture, and professional identities. 
 
 
Recommendations  
Based on the synthesized findings, the following recommendations are proposed to strengthen 
gender mainstreaming in basic education. Schools must shift from peripheral initiatives to a 
holistic, institutionalized framework. This requires embedding gender-responsive pedagogy into 
ongoing, context-specific professional development and holding school leaders accountable by 
integrating gender indicators into performance evaluations and instructional oversight. 
Furthermore, gender perspectives must be systematically woven into core school processes, 
including curriculum planning, learner assessment, and governance, rather than treated as 
extracurricular activities. Finally, success should be measured through participatory monitoring 
and institutionalized gender audits that capture the lived experiences of diverse stakeholders, 
ultimately fostering safe, inclusive environments where policies are reflected in daily classroom 
interactions and school culture. 
 
 
Limitations  
This meta-synthesis is subject to several limitations. First, it relied exclusively on published and 
accessible studies, which may exclude undocumented practices or unpublished experiences at the 
school level. Second, the included studies varied in research design, methodological rigor, and 
contextual focus, which may affect the comparability of findings. Third, as an interpretive 
synthesis, the results are shaped by the researcher’s analytical lens and theoretical positioning. 
While reflexivity was employed throughout the process, alternative interpretations remain 
possible. Finally, the focus on the Philippine basic education context may limit the direct 
transferability of findings to other educational systems. 
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