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ABSTRACT  
Background: Non-local teachers assigned to indigenous and geographically remote schools must often adapt at once to unfamiliar 
languages, community expectations, cultural protocols, limited professional networks, and demanding travel or living conditions. In the 
Philippines, these pressures intersect with the Indigenous Peoples Education Program, which requires culturally responsive, community-
grounded instruction. Objective: This narrative review examined how cultural immersion shapes the work of non-local teachers in 
Indigenous communities, with particular attention to Davao Oriental and four interrelated domains: social isolation, cross-cultural 
competence, IPEd integration, and teacher well-being. Methods: A structured narrative search prioritized peer-reviewed literature 
published from 2019 to 2025, supplemented by older foundational Philippine policy and Mandaya language sources when essential to 
contextual accuracy. ERIC-indexed studies, major publisher platforms, and official Department of Education repositories were searched, 
and citation chaining was applied. Results: The evidence converged on four patterns. Social and professional isolation intensified when 
teachers lacked local ties and context-specific support. Cross-cultural competence developed most effectively through sustained 
relationships, cultural mentoring, language learning, and reflexive practice rather than short orientation sessions. IPEd integration was 
strongest when curriculum contextualization involved Indigenous knowledge holders and community participation. Teacher well-being 
depended on the balance between contextual demands and relational, organizational, and professional resources. Conclusion: Cultural 
immersion should be treated as a structured professional process rather than an individual burden. Place-based induction, community 
mentorship, protected collaboration, language support, and well-being safeguards can strengthen teacher adaptation, culturally 
responsive practice, and retention in remote Indigenous schools. 
 
I. INTRODUCTION 
 
A first teaching appointment can determine how a novice educator understands 
the profession, the school, and personal capacity for sustained work. For 
teachers who begin their careers away from their home communities, however, 
entry into the profession also becomes entry into a new social and cultural 
environment. The teacher may have to learn where and with whom to live, how 
to travel to school, which local relationships matter, what linguistic forms 
learners use outside formal lessons, and how community expectations shape 
classroom authority. These demands can be especially pronounced when an 
urban-trained teacher receives an initial appointment in a remote Indigenous 
community. The conventional tasks of beginning teaching, such as lesson 
preparation, assessment, classroom management, record keeping, and 
professional evaluation, then coexist with a second task: learning how to teach 
responsibly in a place whose language, history, social organization, and 
knowledge traditions may differ from the teacher's own.  

This problem is particularly relevant to geographically dispersed provinces 
such as Davao Oriental. The province includes Indigenous communities in 
which Mandaya language and culture remain central to local identity, yet 
Mandaya itself is not linguistically uniform. Galvez (2018) documented lexical 
variation across Mati City, Tarragona, Manay, Caraga, Baganga, Cateel, and 
Boston, while Pasion and Sandoval (2013) identified phonological variation 
across selected municipalities. The Department of Education Division of Davao 

Oriental also developed a Mandaya dictionary for early-grade use, which 
reflects an institutional effort to support local language knowledge (Department 
of Education, 2018). For a non-local teacher, therefore, cultural adaptation 
cannot reasonably be reduced to memorizing a short list of greetings or 
acquiring a generic image of Mandaya culture. Local speech, community 
practice, and meanings attached to place may vary within the same province, 
and effective adaptation requires learning from the particular community in 
which the school is situated. 

The Philippine Indigenous Peoples Education Program provides the policy 
setting for this professional challenge. DepEd Order No. 62, s. 2011 established 
a rights-based Indigenous Peoples education framework founded on 
participation, inclusion, empowerment, continuous dialogue, and partnership 
with Indigenous communities (Department of Education, 2011). A decade later, 
the Department of Education (2021) reported that the program had served 2.529 
million Indigenous learners in 42,176 public schools and identified curriculum 
contextualization, local language use, elders as teachers and mentors, ancestral 
domains as learning spaces, and the orientation of newly assigned teachers and 
school heads as continuing priorities. Miole (2024) describes Philippine IPEd 
policy as a cultural interface in which Indigenous and non-Indigenous 
knowledge systems meet through continuing negotiation rather than simple 
incorporation into an unchanged mainstream curriculum. Colicol (2024), from 
a philosophical perspective, likewise argues that integration of Indigenous 
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knowledge systems and practices must confront questions of epistemic 
authority and the terms under which knowledge enters formal schooling. 

These policy commitments place a demanding responsibility on teachers 
who do not come from the communities they serve. A teacher may be 
professionally qualified yet still lack the language competence, historical 
knowledge, cultural confidence, relational legitimacy, or local network required 
for culturally responsive practice. Philippine evidence from teacher education 
shows that immersion and exposure matter to culturally responsive teaching 
competence (Caingcoy et al., 2022). Navas et al. (2023) identified a wider set 
of attributes for beginning teachers of Indigenous learners, including 
knowledge of Indigenous systems, cultural empathy, respect, communication, 
adaptability, character strength, knowledge of cultural heritage, and 
competence in Indigenous pedagogy. At classroom level, Aporbo (2022) 
documented how teachers in an Indigenous setting in Davao de Oro relied on 
code-switching, translation, student-centered strategies, and cultural immersion 
as they responded to language and curriculum challenges. These studies shift 
attention from cultural knowledge as an optional enrichment topic to cultural 
competence as part of basic professional readiness. 

International indigenous education research reinforces the relational 
character of this competence. Macdonald et al. (2023) found that Indigenous 
leadership, collaboration between Indigenous and non-Indigenous educators, 
professionally relevant learning experiences, and authentic engagement with 
Indigenous standpoints contributed to positive cultural competency experiences 
among pre-service teachers. Burgess and Harwood (2023) place Indigenous 
cultural educators in the role of expert mentors for non-Indigenous teachers, a 
structure that reverses the common assumption that professional expertise must 
flow only through conventional school hierarchies. Lembit and Burgess (2024) 
further show that relational responsiveness requires teachers to understand 
curriculum through Indigenous standpoints rather than treat Indigenous content 
as a detached addition. Systematic review evidence likewise emphasizes 
purposeful school-community engagement and the need for partnerships 
grounded in trust, local authority, and reciprocal participation (Lowe et al., 
2019). 

Cultural distance also intersects with the social conditions of remote work. 
Beginning teachers depend on networks for instructional advice, emotional 
reassurance, access to tacit school knowledge, and a sense of professional 
belonging. Thomas et al. (2019) showed that the structure and diversity of 
beginning teachers' professional support networks correspond with differences 
in job attitudes and access to support. In rural contexts, Erawan (2019) 
identified personal, social, and professional support needs that extend beyond 
what pre-service preparation can readily provide. Fatima and Wolf (2020), in a 
longitudinal study of newly qualified teachers in rural Ghana, found that 
cumulative personal and professional risk was associated with lower motivation 
and personal accomplishment. Although the geographic and cultural contexts 
differ from Mindanao, the mechanism is relevant: relocation, weak local ties, 
resource constraints, and the strain of early-career teaching can accumulate 
rather than operate as isolated difficulties. 

Teacher well-being is therefore not peripheral to IPEd implementation. 
Hascher and Waber's (2021) systematic review identified social relationships 
as a pivotal correlate of teacher well-being, while Viac and Fraser (2020) 
proposed a multidimensional framework in which occupational, cognitive, 
subjective, and physical-mental functioning are shaped by working conditions 
and school context. Kingsford-Smith et al. (2023) found that workload and 
student behavior stress predicted poorer well-being across rural, regional, and 
metropolitan settings, whereas teacher collaboration predicted better well-
being; the rural group also showed a distinctive association between irrelevant 
professional development and strain. Turner et al. (2022) similarly 
demonstrated the protective importance of social support in teachers' accounts 
of well-being. These findings suggest that a non-local teacher's capacity to 
remain effective in an Indigenous community is influenced by whether cultural 
learning, collegial support, community integration, and work demands are 
organized as a coherent support system. 

The literature nevertheless tends to separate these concerns. Rural teacher 
studies often focus on staffing, workload, induction, or retention without close 
analysis of Indigenous epistemologies and local cultural authority. Cultural 
competency research often examines teacher education or curriculum without 
tracing how relocation, social isolation, and well-being affect a novice teacher's 
capacity to enact what has been learned. Philippine IPEd scholarship has 
clarified the policy's rights-based foundations and the importance of community 
participation, yet fewer syntheses place the non-local teacher at the center of 
the analysis. This leaves a practical gap for school divisions that assign novice 

teachers to remote Indigenous communities: the system needs to know not only 
what culturally responsive teaching should look like, but also what conditions 
allow a newly deployed outsider to develop the relationships, competence, and 
well-being required to practice it. 

This narrative review addresses that gap by examining cultural immersion 
as a professional adaptation process for non-local teachers in Indigenous 
communities, with Davao Oriental used as the principal contextual lens. The 
review integrates four domains that are often treated independently: social 
isolation, cross-cultural competence, IPEd integration, and teacher well-being. 
It asks how the literature describes the demands faced by non-local or early-
career teachers in remote settings, what experiences and relationships support 
cross-cultural competence, which conditions strengthen meaningful IPEd 
integration, and how these processes interact with teacher well-being. The 
review also considers what the combined evidence implies for place-based 
induction and continuing professional support in schools that serve Mandaya 
and other Indigenous communities.  
 
II. METHODS 
 
Review Design and Quality Framework 
 
A narrative review design was used because the question required integration 
of heterogeneous evidence across teacher induction, rural education, 
Indigenous education, cultural competence, language adaptation, school-
community partnership, and teacher well-being. These literatures use different 
designs and endpoints, which makes a single pooled effect estimate neither 
necessary nor conceptually appropriate. Narrative reviews permit theoretically 
informed synthesis across such evidence when the search logic, source 
selection, and reasoning process are made explicit (Sukhera, 2022). To 
strengthen transparency, the review was organized around the quality domains 
emphasized by the Scale for the Assessment of Narrative Review Articles, 
particularly the statement of importance and aims, description of the search, 
appropriate referencing, scientific reasoning, and presentation of relevant 
evidence (Baethge et al., 2019). The review did not claim the exhaustiveness of 
a systematic review and did not use meta-analytic pooling. 

 
Search Strategy and Information Sources 
 
The literature search was conducted and updated in March 2026. The search 
prioritized peer-reviewed material published from 2019 through 2025 because 
the review aimed to represent current evidence on teacher well-being, culturally 
responsive practice, rural induction, and Indigenous education. Older sources 
were retained only when they supplied a necessary policy, linguistic, or local 
foundation that newer work could not replace. Search routes included ERIC-
indexed records, major scholarly publisher platforms, journal repositories, and 
official Department of Education repositories. Backward and forward citation 
chaining from highly relevant reviews and empirical studies was used to locate 
additional work that connected the four target domains. 

Search terms were combined in concept blocks rather than applied as one 
fixed database string because the evidence base crossed several fields. The 
teacher adaptation block used terms such as beginning teacher, novice teacher, 
non-local teacher, newly qualified teacher, rural teacher, remote school, 
induction, social support, isolation, and well-being. The cultural practice block 
used Indigenous education, IPEd, culturally responsive teaching, cross-cultural 
competence, cultural competency, Indigenous knowledge, cultural mentoring, 
community engagement, and relational curriculum. The local-context block 
used Mandaya, Davao Oriental, Indigenous Peoples Education Philippines, 
local language, and curriculum contextualization. Searches were refined 
iteratively when a high-value source introduced a more precise term, such as 
cultural interface, epistemic mentoring, or community integration.  
 
Eligibility and Source Selection 
 
Sources were eligible when they met at least one of four relevance criteria: they 
described social or professional isolation among beginning, rural, remote, or 
relocated teachers; examined cross-cultural or Indigenous cultural competence 
in teachers or teacher candidates; addressed implementation of Indigenous 
curriculum, policy, language, or school-community partnership; or analyzed 
teacher well-being in relation to social support, context, workload, or rural 
practice. Empirical qualitative, quantitative, mixed-method, review, and policy 
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studies were eligible. Philippine sources received priority for IPEd policy and 
Mindanao context, while international sources were used when they offered a 
transferable mechanism, such as cultural mentoring, relational responsiveness, 
rural professional support, or context-specific well-being resources. 

Sources were excluded when they focused only on student outcomes 
without a clear teacher-process component, addressed higher education 
without a transferable teacher-education or cultural-competence mechanism, 
discussed multiculturalism in purely generic terms, or offered opinion without 
a scholarly or official policy basis. Duplicate versions were consolidated in 
favor of the publisher, indexing service, or official repository record. Local 
studies published before 2019 were retained when they provided direct 
evidence about Mandaya linguistic variation or the policy architecture that 
governs IPEd. The final corpus comprised 30 substantive sources and two 
narrative-review methodology sources. 

 
Evidence Appraisal and Extraction 
 
Appraisal was fit for the purpose of a narrative review rather than a formal risk-
of-bias rating. Priority was given to systematic or scoping reviews, peer-
reviewed empirical studies with transparent methods, and official policy 
documents. For context-specific evidence that was scarce in large indexed 
journals, local peer-reviewed sources were retained when they directly 
addressed Mandaya language, Philippine IPEd, or culturally responsive practice 
in Indigenous classrooms. Each source was assessed for directness to the review 
question, methodological transparency, sample or evidence base, setting, and 
the plausibility of transferring its mechanism to a Davao Oriental school 
context. International findings were not treated as interchangeable with 
Philippine Indigenous experience; they were used to identify recurring 
mechanisms that could be compared with Philippine evidence. 

A structured extraction matrix recorded citation, country or institutional 
setting, participant or evidence base, study design, focal construct, principal 
findings relevant to the review, and directness to one or more of the four 
domains. Policy documents were extracted for stated principles, 
implementation mechanisms, and expectations for schools or teachers. 
Linguistic sources were extracted for evidence of Mandaya variation and the 
instructional relevance of local language resources. To preserve a clear 
boundary between evidence report and interpretation, descriptive source 
findings were first organized for the Results section, after which their combined 
meaning for non-local teachers was developed in the Discussion. 

 
Narrative Synthesis 
 
Synthesis followed a domain-based and cross-domain procedure. First, 
evidence was coded deductively into social isolation, cross-cultural 
competence, IPEd integration, and teacher well-being because these domains 
were specified before synthesis. Second, within each domain, recurrent 
mechanisms were identified through constant comparison across settings and 
designs. Examples included professional network access, cultural mentoring, 
local language learning, Indigenous leadership, curriculum contextualization, 
collaboration, community belonging, workload, and relevance of professional 
development. Third, cross-domain links were charted when the same 
mechanism appeared in more than one evidence cluster. Community 
integration, for example, could appear as a response to isolation, a pathway to 
cultural learning, a condition for IPEd co-construction, and a resource for well-
being. 

The final synthesis used Davao Oriental as a contextual lens rather than as 
a claim that all reviewed studies originated in the province. Philippine policy 
and Mandaya linguistic evidence supplied place-specific constraints, while 
international rural and Indigenous education studies supplied comparative 
mechanisms. Conclusions were restricted to propositions that could be 
supported by convergence across source types or by highly direct Philippine 
evidence. No primary participant data were collected, no effect sizes were 
pooled, and no statistical significance tests were performed for the review itself. 
 
III. RESULTS 
 
Evidence Profile 
 
The evidence base contained systematic and scoping reviews, longitudinal and 
cross-sectional quantitative studies, mixed-method and qualitative studies, 

teacher-education research, Indigenous education policy analysis, official 
Philippine policy and learning resources, and local linguistic studies. The 
sources covered the Philippines, Australia, Ghana, Thailand, Norway, and 
broader international teacher well-being literature. Philippine sources supplied 
the policy and cultural context for IPEd and Mandaya education, while 
international studies supplied evidence on rural induction, social support, 
cultural mentoring, relational curriculum, and contextual demands. Table 1 
summarizes representative evidence that directly informed the synthesis. 
 
Table 1 
Representative Evidence Informing the Narrative Synthesis 

Source Setting and design Evidence reported for this review 

Department of 
Education 

(2011, 2021) 

Philippine IPEd policy and 
program reporting 

Rights-based participation, dialogue, local 
language, contextualized learning, elders as 
mentors, and orientation of newly assigned 

staff are identified as implementation 
features. 

Galvez (2018) Davao Oriental; ethnographic 
linguistic analysis 

Mandaya lexical forms varied across seven 
localities, with morphological, phonological, 

and orthographic differences linked to 
geography and social identity. 

Pasion & 
Sandoval 

(2013) 

Davao Oriental; descriptive 
Indigenous and linguistic 

methods 

Phonological variation in Mandaya was 
documented across Caraga, Manay, 

Baganga, and Cateel. 

Fatima & Wolf 
(2020) 

Rural Ghana; longitudinal 
study of 135 student teachers 
and newly qualified teachers 

Higher cumulative personal and professional 
risk was associated with lower motivation 

and lower personal accomplishment. 

Thomas et al. 
(2019) 

Primary schools; mixed-
method social network study 

Beginning teachers differed in support-
network structure and content; the teacher 

with stronger job attitudes had a more 
central network position and more diverse 

support. 

Erawan (2019) 
Remote rural schools; 

exploratory mixed-method 
needs analysis 

Beginning teachers reported personal, social, 
and professional development needs that 
extended beyond pre-service preparation. 

Kingsford-
Smith et al. 

(2023) 

Australia; multigroup 
structural equation model 
using rural, regional, and 

metropolitan teacher groups 

Workload and student behavior stress 
predicted poorer well-being, while 

collaboration predicted better well-being 
across locations; professional development 
irrelevance had a distinct association with 

rural strain. 

Turner et al. 
(2022) 

Australia; phenomenological 
teacher study 

Teachers described social support as a 
protective resource for well-being and stress 

management. 

Lemon & 
Harris (2025) 

Regional, rural, and remote 
placements; qualitative 

analysis 

Five reported enablers were structured 
support, personal well-being management, 

community integration, environmental 
adaptation, and professional resilience. 

Caingcoy et al. 
(2022) 

Philippines; 191 practice 
teachers 

Culturally responsive teaching competence 
was examined across several dimensions, 
and the study emphasized exposure and 
immersion as relevant to competence 

development. 

Navas et al. 
(2023) 

Philippines; qualitative 
curriculum-framework 

development 

Nine beginning-teacher attributes were 
identified, including Indigenous knowledge, 
cultural empathy, respect, communication, 
adaptability, and competence in Indigenous 

pedagogy. 

Aporbo (2022) 
Davao de Oro; 

phenomenological inquiry 
with seven language teachers 

Teachers reported code-switching, 
translation, student-centered strategies, 
cultural immersion, and curriculum and 

language challenges in Indigenous 
classrooms. 

Burgess & 
Harwood 

(2023) 

Australia; collaborative 
cultural mentoring program 

Aboriginal cultural educators were 
positioned as cultural and educational 
experts who mentored non-Aboriginal 

teachers. 

Macdonald et 
al. (2023) 

Australia; mixed-method pre-
service teacher study 

Indigenous leadership, Indigenous and non-
Indigenous staff collaboration, relevant 

learning experiences, and authentic 
engagement with Indigenous standpoints 

were linked with positive learning 
experiences. 

Lembit & 
Burgess (2024) 

Australia; Indigenous 
standpoint and relational 

curriculum study 

Teachers' understandings of curriculum were 
examined through relational responsiveness 

and Indigenous standpoint. 

Lowe et al. 
(2019, 2021) 

Australia; systematic review 
and synthesis of culturally 

nourishing schooling 

Community engagement, Indigenous 
languages and cultural practices, epistemic 

mentoring, and negotiated whole-school 
approaches were recurrent components. 

Miole (2024) 
Philippines; policy case study 

using interviews and 
documents 

IPEd was described as a cultural interface 
that requires continuing state-community 
dialogue and participation in policy and 

curriculum work. 

Hascher & 
Waber (2021) 

Systematic review of 98 
teacher well-being studies 

Social relationships were among the most 
consistent contextual correlates of teacher 

well-being; the review also identified 
heterogeneous definitions and predictors. 

Note. The table presents representative sources rather than every item in the corpus. Source-specific 
findings are reported descriptively; interpretation is reserved for the Discussion. 
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The substantive sources distributed across all four pre-specified domains, 
with several studies contributing to more than one domain. Teacher well-being 
studies consistently reported social support, collaboration, workload, contextual 
resources, and professional relevance as work-related factors. Indigenous 
education sources repeatedly reported Indigenous leadership, community 
partnership, culturally responsive curriculum, local language, and mentorship. 
Beginning-teacher and rural evidence reported personal, social, and 
professional support needs during transition to practice. Philippine IPEd 
sources described contextualization and continuous dialogue with Indigenous 
communities as core implementation expectations. 
 
Social Isolation and Professional Embeddedness 

 
The rural and beginning-teacher literature described isolation as both a social 
and professional condition. Fatima and Wolf (2020) followed 135 teachers from 
pre-service preparation into newly qualified teaching in rural Ghana and 
reported a cumulative-risk pattern in which personal and professional risks 
corresponded with lower motivation and personal accomplishment. Erawan 
(2019) reported that teachers in remote rural schools required support across 
personal, social, and professional domains, including needs that pre-service 
programs did not fully address. Thomas et al. (2019) found that beginning 
teachers differed in the structure and content of their professional support 
networks and that the teacher with stronger job attitudes occupied a more 
central network position and received more diverse support. 

The teacher well-being literature also recorded social connection as a work 
resource. Hascher and Waber (2021), across 98 studies, identified social 
relationships as a pivotal correlate in the teacher well-being literature. Turner 
et al. (2022) reported that teachers described social support as protective in 
relation to stress and well-being. In regional, rural, and remote professional 
experiences, Lemon and Harris (2025) identified structured support and 
community integration among five recurrent well-being enablers. Across these 
sources, support was reported through collegial, organizational, community, 
and personal relationships rather than through one source alone. 

Kingsford-Smith et al. (2023) compared rural, regional, and metropolitan 
teacher groups and found that workload and student behavior stress negatively 
predicted well-being across all three groups, while teacher collaboration 
positively predicted well-being across all three. The study also reported that 
irrelevant professional development had a distinctive relationship with strain in 
the rural group. 
 
Cross-Cultural Competence and Cultural Learning 

 
Philippine teacher-education sources described cross-cultural competence as 
multidimensional. Navas et al. (2023) identified nine attributes for beginning 
teachers of Indigenous peoples, including knowledge of Indigenous systems, 
cultural empathy, unity, respect, communication, character strength, 
adaptability, knowledge of Indigenous pedagogy, and knowledge of cultural 
heritage. Caingcoy et al. (2022), in a study of 191 practice teachers, assessed 
culturally responsive teaching competence and emphasized the role of relevant 
exposure and immersion in competence development. Aporbo (2022) reported 
that language teachers in an Indigenous classroom context used cultural 
immersion, translation, code-switching, and student-centered strategies in 
response to language and curricular demands. 

International studies reported competence development through direct 
engagement with Indigenous expertise. Burgess and Harwood (2023) described 
a collaborative cultural mentoring program in which Aboriginal cultural 
educators acted as experts for non-Aboriginal teachers. Macdonald et al. (2023) 
reported that pre-service teachers valued authentic engagement with Indigenous 
standpoints and identified Indigenous leadership, collaboration between 
Indigenous and non-Indigenous staff, professionally relevant activities, and 
engagement with Indigenous perspectives through assessment as positive 
features of their learning. Lembit and Burgess (2024) examined non-Indigenous 
teachers' curriculum understandings through relational responsiveness and 
Indigenous standpoint, with attention to relationships and the epistemic position 
from which curriculum decisions are made. 

Curriculum-focused work supplied additional components of competence. 
Murray (2022) described authentic materials, avoidance of stereotyping, 
dialogue, multiple Indigenous voices, and attention to power as practical 
elements in the development of intercultural competence when teaching 
Indigenous topics. D'Aietti et al. (2020) documented a teacher's attempt to 
reconcile explicit instruction with culturally responsive pedagogy in a Torres 

Strait Islander classroom. Suarta et al. (2022), in a quantitative study of 536 
Indonesian students, reported positive relationships between students' 
perceptions of teachers' Indigenous knowledge and cultural competence and 
students' learning outcomes, with student engagement serving as an intervening 
mechanism. 
 
IPEd Integration, Language, and Community Partnership 
 
Philippine policy sources consistently located IPEd within a rights-based and 
community-participatory framework. DepEd Order No. 62, s. 2011 defined 
shared accountability, continuous dialogue, engagement, and partnership with 
Indigenous communities as policy principles (Department of Education, 2011). 
The Department of Education's 2021 program report identified contextualized 
lesson plans, local language use, elders as teachers and mentors, ancestral 
domains as classrooms, recruitment of teachers familiar with local knowledge 
and culture, and orientation of new teachers and school heads as continuing 
program practices. Miole (2024) found that policy development and 
implementation involved a cultural-interface approach that depends on sustained 
dialogue between Indigenous communities and state institutions. 

Philippine scholarship also documented continuing implementation 
questions. Colicol (2024) analyzed the integration of Indigenous knowledge 
systems and practices in the K-12 IPEd program and raised questions about how 
knowledge traditions are incorporated and whose terms shape the process. 
Magdadaro and Sacramento (2022), through the case of a Lumad alternative 
school in Mindanao, reported the centrality of community engagement in 
Indigenous education discourse. Navas et al. (2023) identified culture-bearer 
involvement as relevant to preservation of culture and teacher preparation. 
Burgess and Lowe (2022), in a different national context, documented a policy-
practice gap in which formal Aboriginal education policy did not automatically 
produce meaningful classroom enactment. 

Language studies from Davao Oriental reported within-province variation. 
Galvez (2018) found lexical variation in Mandaya across seven localities from 
Mati to Boston. Pasion and Sandoval (2013) documented phonological variation 
across four municipalities. The Department of Education Division of Davao 
Oriental's Mandaya dictionary provides a basic English-linked vocabulary 
resource for early-grade users (Department of Education, 2018). These sources 
record both the existence of institutional language resources and the presence of 
within-language variation across communities in the province. 

Systematic and synthesis evidence from Indigenous education reported 
community engagement as a recurring condition of curriculum work. Lowe et 
al. (2019) identified enabling and constraining factors in school-Indigenous 
community engagement, while Lowe et al. (2021) proposed culturally 
nourishing schooling around learning from Country, authentic inclusion of 
cultural practices and Indigenous languages, epistemic and pedagogic 
mentoring, and professional change negotiated with Indigenous families and 
communities. Harrison et al. (2019) similarly synthesized curriculum and 
learning research in Aboriginal and Torres Strait Islander education and 
documented the importance of pedagogical and curricular approaches that 
respond to Indigenous learners and contexts. 

 
Teacher Well-Being under Contextual Demands 

 
The well-being evidence described multiple dimensions rather than a single 

stress indicator. Viac and Fraser (2020) organized teacher well-being into 
cognitive, subjective, physical and mental, and social dimensions and linked 
these to work conditions and educational quality. Hascher and Waber (2021) 
found substantial heterogeneity in teacher well-being definitions across 98 
studies but identified social relationships as a recurring predictor or correlate. 
Sohail et al. (2023), in a scoping review, reported organizational, interpersonal, 
and individual factors associated with teacher well-being and burnout across 
school settings. 

Studies of social support and rural work reported both demands and 
resources. Turner et al. (2022) found that social support featured prominently in 
teachers' descriptions of well-being. Kingsford-Smith et al. (2023) reported 
negative associations for workload and student behavior stress and positive 
associations for collaboration across location groups. Fatima and Wolf (2020) 
reported lower motivation and personal accomplishment as cumulative personal 
and professional risk increased among newly qualified teachers in rural Ghana. 
Lemon and Harris (2025) reported structured support, community integration, 
adaptation to environment, personal well-being management, and professional 
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resilience as recurring enablers in regional, rural, and remote teacher-placement 
narratives. 

Evidence that directly connected cultural context and professional practice 
also contained well-being-relevant conditions. Cultural mentoring studies 
provided structured access to Indigenous expertise (Burgess & Harwood, 2023), 
while community engagement reviews described relationships between schools 
and Indigenous communities as processes that require trust and sustained 
participation (Lowe et al., 2019). Beginning-teacher network research recorded 
varied access to professional support (Thomas et al., 2019). These findings were 
charted together in the extraction matrix because relational resources appeared 
repeatedly in both cultural-practice and well-being evidence. 
 
Cross-Domain Evidence Pattern 
 
Cross-domain coding identified a recurring set of demands and resources across 
the four evidence clusters. Relocation and weak local networks appeared in the 
social-isolation literature; unfamiliar cultural knowledge and language appeared 
in cultural-competence and IPEd sources; workload and context-irrelevant 
professional development appeared in rural well-being studies. In contrast, 
collaboration, Indigenous or community mentorship, local language support, 
authentic community engagement, contextualized professional learning, and 
belonging to professional and community networks appeared as resources in 
multiple source groups. Table 2 presents the descriptive cross-domain pattern. 
 
Table 2 
Cross-domain Pattern of Demands, Resources, and Reported Proximal Outcomes 

Domain Recurrent demands in 
the literature 

Recurrent resources 
in the literature 

Reported proximal 
outcomes 

Social 
isolation 

Relocation, weak local 
ties, limited access to 

informal advice, early-
career uncertainty 

Collegial networks, 
school induction, 

community integration, 
diverse support ties 

Access to advice, job 
attitudes, motivation, 

personal 
accomplishment, sense 

of support 

Cross-
cultural 

competence 

Unfamiliar cultural 
norms, limited 

Indigenous knowledge, 
risk of stereotype, 

unfamiliar language or 
communication patterns 

Cultural mentoring, 
Indigenous leadership, 
immersion, authentic 
materials, reflexive 

dialogue, local 
knowledge holders 

Cultural knowledge, 
empathy, adaptability, 

relational 
responsiveness, 

culturally responsive 
practice 

IPEd 
integration 

Policy-practice gap, 
curriculum mismatch, 

language variation, 
limited contextual 
resources, unclear 
epistemic authority 

Community 
partnership, elders and 

culture bearers, 
contextualized 
materials, local 

language resources, 
negotiated curriculum 

Contextualized lessons, 
local-language use, 

inclusion of Indigenous 
knowledge, community 

participation 

Teacher 
well-being 

Workload, student 
behavior stress, 
cumulative risk, 

professional isolation, 
irrelevant development 

Collaboration, social 
support, structured 

support, community 
belonging, context-

relevant professional 
learning 

Well-being, strain, 
motivation, personal 

accomplishment, 
professional resilience 

Note. Outcomes are reported as constructs or findings used by the reviewed sources. The table does not 
imply causal effects across all settings. 
 
IV. DISCUSSION 
 
The combined evidence suggests that cultural immersion for a non-local teacher 
is best understood as professional adaptation through relationships, not as a 
short exposure activity. A newly deployed teacher enters an instructional 
system and a social world at the same time. Philippine IPEd policy already 
establishes dialogue, participation, empowerment, and community partnership 
as foundational principles (Department of Education, 2011), while Miole 
(2024) shows that these principles operate through a cultural interface where 
Indigenous and state knowledge systems must continually negotiate their 
relationship. When these policy ideas are read alongside rural induction 
research, cultural immersion becomes more than an issue of courtesy or cultural 
awareness. It becomes the process through which a teacher acquires enough 
relational legitimacy, linguistic sensitivity, local knowledge, and professional 
support to act competently in a setting where formal qualification alone is 
insufficient. 

This interpretation changes how social isolation should be understood. 
Isolation is not simply a private feeling that a novice teacher must overcome 
through resilience. Thomas et al. (2019) demonstrate that beginning teachers 
occupy different positions in professional support networks and therefore do not 
have equal access to advice or diverse support. Erawan (2019) likewise shows 
that remote beginning teachers have personal, social, and professional needs that 

exceed what university preparation can anticipate. Fatima and Wolf (2020) add 
an important cumulative-risk perspective: multiple strains can combine and 
correspond with lower motivation and personal accomplishment. For a teacher 
assigned from an urban center to a remote Indigenous community, weak local 
ties, uncertain transport or living arrangements, unfamiliar language, and novice-
teacher workload can therefore operate as a connected set of demands. A support 
policy that treats each issue separately may miss the way they reinforce one 
another. 

The same evidence indicates that community integration can function as 
both a cultural-learning pathway and a well-being resource. Lemon and Harris 
(2025) identify community integration as one of the enablers of well-being in 
regional, rural, and remote placements, while Turner et al. (2022) show the 
broader protective role of social support. In Indigenous education, Lowe et al. 
(2019) find that purposeful school-community engagement depends on trust and 
reciprocal participation. These strands converge on a practical point: a non-local 
teacher's relationship with the community cannot be treated as an extracurricular 
matter. A teacher who knows whom to consult, understands local expectations, 
and feels socially anchored has better access to the knowledge needed for 
contextualized instruction and to relationships that may buffer professional 
strain. Community belonging does not replace formal school support, but it 
broadens the teacher's resource network beyond the faculty room. 

Cross-cultural competence should therefore be conceived as a 
developmental practice rather than a trait conferred by a one-time seminar. The 
Philippine framework of Navas et al. (2023) includes knowledge, empathy, 
respect, communication, adaptability, and Indigenous pedagogy, which already 
implies a competence that must be exercised across situations. Caingcoy et al. 
(2022) emphasize exposure and immersion, while Aporbo (2022) shows how 
teachers adjust language and pedagogy within an Indigenous classroom. 
International studies strengthen this conclusion. Burgess and Harwood (2023) 
place Aboriginal cultural educators in the expert role and make mentorship 
relational and authority-conscious; Macdonald et al. (2023) report value in 
Indigenous leadership and authentic engagement with Indigenous standpoints; 
Lembit and Burgess (2024) position relational responsiveness within an 
Indigenous standpoint rather than a generic multicultural frame. Together, these 
studies favor repeated, locally guided learning over abstract cultural 
familiarization. 

For Davao Oriental, language makes this developmental model especially 
important. Galvez (2018) and Pasion and Sandoval (2013) document variation 
within Mandaya across municipalities, while the Department of Education 
(2018) provides a dictionary intended to support basic vocabulary. The 
implication is not that every non-local teacher must achieve full fluency before 
appointment. Rather, language support should be local enough to prevent a 
generic orientation from treating Mandaya as a single, uniform speech form. 
School-specific or community-specific language induction can prioritize 
classroom phrases, culturally significant terms, kinship and respect forms, 
common learner expressions, and the vocabulary required for contextualized 
examples. Local speakers, elders, Indigenous teachers, and language resource 
persons are better positioned than a centralized module to identify which forms 
are appropriate in a particular school community. Such an approach also respects 
language as a carrier of local knowledge, not merely a communication tool. 

The review also distinguishes meaningful IPEd integration from decorative 
inclusion. The Department of Education (2021) identifies local language, elders, 
ancestral domains, and contextualized lesson plans as program practices, while 
Colicol (2024) questions how Indigenous knowledge systems enter the K-12 
framework and under whose epistemic terms. Miole (2024) similarly emphasizes 
participation and continuing dialogue. International synthesis supports the same 
direction: Lowe et al. (2021) locate Indigenous language, cultural practices, 
epistemic mentoring, and negotiated whole-school reform at the center of 
culturally nourishing schooling, and Burgess and Lowe (2022) show that policy 
language alone does not guarantee meaningful enactment. For non-local 
teachers, the strongest safeguard against superficial integration is shared 
curriculum work with people who hold local cultural authority. 
Contextualization becomes more credible when the teacher asks not only what 
Indigenous content can be inserted into a lesson, but who should determine its 
meaning, when it may be taught, how it should be represented, and whether the 
material is appropriate for classroom use. 

Teacher well-being provides the organizational test of whether such 
expectations are sustainable. Viac and Fraser (2020) treat well-being as 
multidimensional and sensitive to working conditions, while Hascher and Waber 
(2021) emphasize the importance of social relationships. Kingsford-Smith et al. 
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(2023) show that collaboration is beneficial across locations and that context-
irrelevant professional development may carry a particular cost for rural 
teachers. Sohail et al. (2023) likewise summarize organizational and 
interpersonal influences on burnout and well-being. These findings imply that 
cultural competence cannot be demanded as an additional unpaid layer of labor 
placed on an isolated novice teacher. If IPEd requires community consultation, 
local material development, language learning, and responsive curriculum 
design, then time, mentorship, collaborative planning, and access to relevant 
professional learning are part of the implementation infrastructure. Well-being 
is not an alternative to instructional quality; it is one condition under which 
sustained instructional adaptation becomes possible. 

A place-based induction model follows from this synthesis. Before 
deployment, the teacher needs a realistic orientation to travel, living conditions, 
school organization, community history, IPEd obligations, and ethical 
expectations for engagement with Indigenous knowledge. On arrival, the school 
should pair the teacher with two complementary sources of support: a 
professional mentor who can guide school procedures and instructional work, 
and a community or cultural mentor recognized by the local Indigenous 
community. Burgess and Harwood's (2023) mentoring model supports the 
principle that cultural expertise should remain with Indigenous educators and 
knowledge holders, while Thomas et al. (2019) demonstrate why diverse support 
ties matter to beginning teachers. The teacher also needs protected time for local 
language development, collaborative planning, and reflection on difficult 
cultural or pedagogical encounters. These supports should continue across the 
first year rather than end after an orientation week. 

Such an induction model must also preserve boundaries around Indigenous 
knowledge. Cultural immersion should not be confused with entitlement to 
access, document, or teach all community knowledge. IPEd's rights-based 
character requires respect for community authority and participation 
(Department of Education, 2011), and the cultural-interface analysis of Miole 
(2024) underscores the need for continuing negotiation rather than unilateral 
curriculum appropriation. Murray (2022) warns against stereotyping and stresses 
authentic voices and attention to power, principles that transfer directly to local 
curriculum work. A non-local teacher should therefore learn protocols for 
consent, attribution, sacred or restricted knowledge, representation of 
community history, and the use of cultural materials. Competence includes 
knowing when not to use material and when to defer to a knowledge holder. 

The review has implications for teacher preparation institutions as well as 
DepEd divisions. Pre-service courses can introduce Indigenous education policy, 
cultural humility, language-awareness strategies, and ethical community 
engagement, but they cannot teach the full specificity of every community. 
Macdonald et al. (2023) show the value of Indigenous leadership and authentic 
engagement in teacher education, while Caingcoy et al. (2022) support the 
relevance of exposure and immersion. Preparation should therefore build 
transferable habits: reflexive practice, respectful inquiry, recognition of 
Indigenous authority, ability to collaborate with community members, and 
willingness to adapt pedagogy to local evidence. The division or receiving 
school must then supply place-specific learning that teacher education cannot 
provide in advance. 

For research, the synthesis supports a prospective study of non-local novice 
teachers assigned to Indigenous schools in Davao Oriental. Such work could 
follow teachers from pre-deployment through the first academic year and 
measure social connectedness, perceived cultural competence, IPEd integration 
practices, professional support, and teacher well-being at several time points. 
Qualitative interviews with teachers, Indigenous elders or culture bearers, school 
heads, and local mentors could test whether the same relationships identified in 
this review operate in Mandaya communities. A design of this kind would also 
clarify directionality. The present evidence suggests that community integration 
may support well-being and cultural competence, but it is equally plausible that 
teachers with stronger well-being or cultural confidence are more able to form 
community ties. Longitudinal local evidence is needed to separate these 
pathways. 

Overall, the literature supports a shift from deployment as placement to 
deployment as supported cultural and professional transition. Rural teacher 
research demonstrates that early-career support networks and contextual 
resources matter. Indigenous education research demonstrates that cultural 
authority, relationality, community participation, and local language matter. 
Teacher well-being research demonstrates that collaboration and social support 
can function as resources when demands accumulate. In Davao Oriental, where 
Mandaya language variation and IPEd obligations create genuinely place-
specific instructional demands, these strands should not be administered as 

separate programs. A coherent model would treat cultural immersion, induction, 
community partnership, and well-being as one professional support architecture. 

 
V. LIMITATIONS 
 
This review has several limitations. First, it is a structured narrative review 
rather than a systematic review, so it does not claim exhaustive retrieval and 
does not provide a formal risk-of-bias assessment for every source. The search 
prioritized direct conceptual relevance and high-value policy or empirical 
evidence, which supports integration across heterogeneous fields but leaves 
open the possibility that relevant local studies were not indexed or readily 
discoverable. Second, the evidence base for Davao Oriental itself remains 
limited. Mandaya language studies and DepEd resources provide strong local 
context, yet much of the evidence on teacher isolation, cultural mentoring, and 
rural well-being comes from other Philippine regions or international settings. 
Transfer was therefore limited to mechanisms that were conceptually 
compatible with IPEd and supported by more than one source type. 

Third, the four domains used to organize the review are analytically distinct 
but empirically intertwined. A study classified under teacher well-being may 
also describe social support, while a cultural-competence study may also 
address community belonging or curriculum integration. The review preserved 
these overlaps through cross-domain coding, but narrative synthesis cannot 
estimate the relative contribution of each mechanism. Fourth, publication and 
language availability may favor studies that report formal programs or 
accessible scholarly outputs, while community-generated knowledge can 
remain outside indexed literature. For that reason, the review should inform, 
not replace, direct consultation with Mandaya communities and other 
Indigenous peoples whose schools are the intended context of application. 

 
VI. CONCLUSION 
 
Non-local teachers who begin their careers in Indigenous communities face a 
dual transition: entry into professional teaching and entry into a distinct cultural, 
linguistic, and relational environment. The literature reviewed here shows that 
the quality of this transition depends less on individual adaptability alone than 
on the resources surrounding the teacher. Social and professional networks 
reduce isolation; Indigenous cultural mentors and authentic community 
relationships support cross-cultural competence; local language resources and 
knowledge holders strengthen IPEd contextualization; and collaboration, 
relevant professional learning, and community belonging contribute to teacher 
well-being. In Davao Oriental, documented variation within Mandaya language 
further supports a place-specific rather than generic model of cultural 
orientation. A defensible policy response is therefore a sustained, place-based 
induction system that links school mentoring, Indigenous community 
mentorship, language support, protected collaborative time, ethical guidance 
for use of Indigenous knowledge, and routine well-being support. Cultural 
immersion should not ask a novice teacher to assimilate quickly or to master a 
community from the outside. It should create a structured process through 
which the teacher learns with the community, recognizes local authority, builds 
reciprocal relationships, and develops the competence to teach responsibly in 
that particular place. 
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