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he preparation of a secondary school teacher in the Philippines begins with national expectations, but the 
work awaiting that teacher is shaped by concerns that reach beyond national borders. Digital technologies 
are changing how knowledge is accessed and taught; classrooms bring together learners with varied 

experiences; and educational issues across Southeast Asia increasingly call for professional exchange. Parmigiani 
et al. (2022) emphasized that teacher education must deliberately develop global competence, while Zhang et al. 
(2024a) found that teacher-training programs have moderate-to-large positive effects on teachers’ global 
competence, particularly their knowledge and skills. The projected shortage of approximately 44 million primary 
and secondary teachers worldwide by 2030 adds urgency to questions of teacher preparation and support 
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(UNESCO & International Task Force on Teachers for Education 2030, 2024). Aksin (2023) associated intercultural 
sensitivity with both professional knowledge and dispositions toward diversity, and Chen (2024) found that 
structured engagement with culturally diverse communities can strengthen multicultural competence. These 
concerns warrant attention in teacher education without allowing regional or global frameworks to obscure local 
knowledge, cultural identity, or the professional judgment needed in Philippine classrooms. 
 
The Southeast Asia Teachers Competency Framework (SEA-TCF) offers one reference for examining the regional 
dimensions of teacher preparation. Its four essential competencies are knowing and understanding what to teach, 
helping students learn, engaging the community, and becoming a better teacher every day (SEAMEO 
INNOTECH, 2017). These competencies go beyond a teacher’s familiarity with subject content or technology. 
Wang and Ko (2022) found that familiarity with digital technologies did not automatically translate into 
pedagogically appropriate use, while Yang et al. (2022) identified individual, institutional, and contextual 
influences on digital competence. Yang et al. (2023) further highlighted the roles of supportive environments, 
relevant training, and appropriate pedagogical strategies. Similarly, Tomczyk (2024), Göltl et al. (2024), and 
Tondeur et al. (2025) highlighted curriculum adaptation, authentic experiences, collaboration, reflection, 
institutional support, and the practices modeled by teacher educators. Taken together, these studies suggest that 
a broadly worded program outcome may signal a valued competence without showing clearly how that 
competence is understood or developed. 
 
This distinction is important in the Philippine Bachelor of Secondary Education (BSEd) program. Commission on 
Higher Education (CHED) Memorandum Order No. 75, series of 2017, prescribes teacher education outcomes that 
include articulating the foundations of education and demonstrating mastery of subject matter (Commission on 
Higher Education, 2017). The eight BSEd Program Outcomes examined in this study closely follow the CHED-
prescribed outcomes and appear in the college’s program documents. They are therefore treated as CHED-derived 
outcomes adopted by the college, rather than as outcomes independently authored by the institution. This 
provenance matters when comparing them with the Philippine Professional Standards for Teachers (PPST) and 
the SEA-TCF. Alonzo et al. (2023) found that unclear learning outcomes and limited assessment strategies can 
weaken the connection between intended and assessed competencies, even where outcomes-based education has 
formally been adopted. Alvero et al. (2026) showed how graduate-based assessment can inform judgments about 
the attainment and continuing relevance of program outcomes, while Madrideo and Alvero (2026) demonstrated 
the value of teacher education program evaluation for targeted improvement. The present inquiry addresses an 
earlier question in that process: what competencies are represented in the adopted outcome statements? 
 
To examine that question, the study uses an Institutional–National–Regional Competency Alignment Model. The 
institutional layer refers to the eight outcomes as they appear in the college’s BSEd documents; the national layer 
comprises the CHED requirements and the PPST; and the regional layer is represented by the SEA-TCF. The model 
recognizes that these layers are related but serve different purposes. Because the outcomes are CHED-derived, 
stronger correspondence with the PPST than with the SEA-TCF should be interpreted in light of their national 
policy origin. It would not, on its own, demonstrate that the college has neglected regional preparation. SEA-TCF 
competencies may also be addressed in course outcomes, learning activities, field experiences, or assessment tasks 
that the eight program statements do not describe. Document analysis can establish the pattern of alignment 
among the selected texts; explaining how that pattern arose or how competencies are enacted would require 
additional curriculum and stakeholder evidence. 
 
Accordingly, this study asks to what extent the PPST and SEA-TCF competencies are explicitly, partially, 
implicitly, or not represented in the eight BSEd Program Outcomes adopted by the college. It also identifies the 
competencies most and least visible in those statements, compares their correspondence with national and 
regional expectations, and considers the implications for curriculum mapping and program review. This inquiry 
relates to Sustainable Development Goal 4, particularly Target 4.c, which calls for strengthening the supply of 
qualified teachers through international cooperation in teacher training (UNESCO & International Task Force on 
Teachers for Education 2030, 2024). As Alvero (2025a, 2025b) argued, sustainable-development commitments in 
higher education require deliberate alignment between stated priorities, competencies, and instructional support. 
The study thus examines how ASEAN readiness can be expressed alongside nationally grounded professional 
competence, while limiting its conclusions to what the analyzed documents can substantiate. 
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Methodology  
Research Design and Documentary Sources 
This study used a qualitative descriptive design combining document analysis, deductive content analysis, and 
curriculum alignment mapping. It examined how eight Bachelor of Secondary Education (BSEd) Program 
Outcomes (POs) adopted in the College of Education documents of one private HEI in Laguna, Philippines, 
correspond to the Philippine Professional Standards for Teachers (PPST) and the Southeast Asia Teachers 
Competency Framework (SEA-TCF). Because the institutional outcomes closely follow those in Commission on 
Higher Education (CHED) Memorandum Order No. 75, series of 2017, they were treated as CHED-derived 
outcomes adopted by the institution. This provenance informed the interpretation of their alignment with national 
and regional frameworks. 
 
The documentary corpus comprised the institution’s adopted BSEd outcomes, the PPST issued under Department 
of Education Order No. 42, series of 2017, and the SEA-TCF issued by SEAMEO INNOTECH. The eight POs, 
designated PO1–PO8 without altering their wording, served as the principal units of analysis. The seven PPST 
domains, together with relevant strands and indicators, provided the national reference. The four SEA-TCF 
essential competencies provided the regional comparison level reported in the findings. The framework’s general 
and enabling competencies and success descriptors were consulted to interpret the scope of individual 
correspondences. The 31 enabling competencies were not coded as a separate set of units; therefore, the study 
does not report counts of enabling competencies by alignment category. 
 
Documents were included in the primary analysis when they stated formally issued or institutionally adopted 
BSEd outcomes or teacher competencies and provided sufficient detail for comparison. Unofficial summaries, 
promotional materials, commentaries, and secondary accounts were excluded from coding decisions. Scholarly 
literature was used to contextualize the findings after the documentary classifications had been made. 
 
Alignment Procedure and Coding Criteria 
The researchers constructed a BSEd–PPST–SEA-TCF alignment matrix to document each proposed 
correspondence. For every PO, the matrix recorded its operative verb, object of competence, and stated context; 
the relevant PPST domain and, where applicable, strand or indicator; the corresponding SEA-TCF essential 
competency and clarifying provisions; the documentary evidence; the assigned classification; and the rationale for 
the judgment. The matrix also recorded specific competency dimensions that were not expressed in the PO. 
Multiple mappings were allowed because a single outcome could address more than one competency, while 
several outcomes could contribute to the same competency. 
 
Correspondences were classified using four categories. Explicitly Aligned indicated that the PO directly expressed 
substantially the same professional action or competence as the reference provision. Strongly/Conceptually 
Aligned indicated a clear correspondence in meaning despite differences in wording. Partially Aligned indicated 
that the PO expressed a consequential component of the reference competency but did not encompass its broader 
professional scope. Not Evident indicated that the PO statements provided insufficient textual or conceptual basis 
for the competency under examination. Classification required attention to the action, object, and context of each 
provision; lexical similarity alone was insufficient. The coding distinguished the overall correspondence of a PO 
with a mapped competency from the presence of a particular dimension within that PO. Thus, an outcome could 
be explicitly aligned with an essential competency while a regional or intercultural dimension remained Not 
Evident in its wording. Classifications were used to characterize the nature of documentary correspondence, not 
to calculate a numerical compliance or performance score. 
 
Analytical Process 
The researchers transcribed the adopted POs into the matrix and extracted the relevant PPST and SEA-TCF 
provisions. Each outcome was read in full before proposed matches were identified. The researchers then 
compared its stated professional action and scope with the PPST provisions and the SEA-TCF essential 
competencies. General and enabling competencies and success descriptors were examined when they clarified the 
meaning or limits of a proposed match. 
 
For each mapping, the researchers documented the source wording and the reason for the assigned category. 
Preliminary classifications were reconsidered when the surrounding framework text showed that a seemingly 
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similar phrase referred to a different or broader professional expectation. The mappings were subsequently 
reviewed across all eight POs to identify recurring areas of correspondence and dimensions that were only 
partially expressed or not evident. Findings were synthesized under the four SEA-TCF essential competencies to 
describe the distribution of alignment across the program outcomes. The policy origin of the POs was considered 
throughout interpretation. We did not attribute their correspondence with national standards solely to 
independent institutional curriculum design. Conversely, the absence of a competency from program-level 
wording was not interpreted as evidence that it was absent from course instruction, assessment, or field 
experience. 
 
Analytical Transparency 
The study supported analytical transparency by documenting the basis for the alignment decisions. The study 
involved three researchers, and the completed alignment matrix served as an audit trail linking each program 
outcome to the relevant documentary provisions, mapped competencies, alignment classifications, and decision 
rationales. Interpretations considered the meaning and professional scope of the provisions rather than relying 
solely on similarities in terminology. Potential counterexamples were examined to identify instances in which 
apparently comparable statements differed in their intended application. 
 
The wording of the program outcomes and corresponding competencies was presented alongside the 
classifications to enable readers to scrutinize the interpretations. Attention was given to the distinction between 
conceptual and partial alignment, with the rationale for each judgment recorded in the matrix. This documentation 
makes the analytical decisions traceable to the selected sources and supports critical examination of the findings. 
Independent coding, inter-rater agreement calculations, and external expert validation were not undertaken. The 
classifications therefore represent reasoned, document-based interpretations whose credibility rests on the 
explicitness of the analytical criteria, the supporting evidence, and the traceability of the decision process. They 
should be understood as assessments of documentary alignment rather than evidence of actual curriculum 
implementation or graduates’ demonstrated competencies. 
 
Ethical Considerations and Delimitations 
The study analyzed institutional and publicly available policy documents and involved no human participants. 
Documentary statements were attributed to their issuing bodies, and the researchers’ interpretations were 
distinguished from the official wording of the sources. The mapping was undertaken for curriculum analysis, not 
as an accreditation judgment or a determination of regulatory compliance. The analysis was limited to the 
intended curriculum represented by eight program-level outcomes from one BSEd program at one institution. It 
did not examine course syllabi, learning activities, assessment tasks, practicum records, or graduates’ 
performance. Consequently, it cannot establish whether the mapped competencies were implemented or attained. 
The single-institution, single-program, and single-analyst design also limits the transferability of the classifications 
to other teacher education settings. 
 
Results and Discussion 
Alignment of BSEd Program Outcomes with the Philippine Professional Standards for Teachers and the 
Southeast Asia Teachers Competency Framework 
The eight Bachelor of Secondary Education (BSEd) Program Outcomes (POs) were mapped against the seven 
domains of the Philippine Professional Standards for Teachers (PPST) and the four essential competencies of the 
Southeast Asia Teachers Competency Framework (SEA-TCF). As shown in Table 1, five outcomes were classified 
as Explicitly Aligned (PO2, PO3, PO4, PO6, and PO8), two as Strongly/Conceptually Aligned (PO1 and PO5), and 
one as Partially Aligned (PO7), with the mapped competencies shown. No entire PO was classified as Not Evident 
because each had an identifiable relationship with at least one mapped competency. The Not Evident findings in 
the gap column refer to specific elements absent from the wording of an otherwise aligned outcome. 
 
All seven PPST domains have a corresponding BSEd outcome in the mapping. At the level of the four SEA-TCF 
essential competencies, Help my students learn has the broadest coverage, through PO3–PO6. Engage the 
community has the least explicit coverage: PO7 relates to professional practice in social contexts but does not 
require working with families or communities. These findings concern stated program outcomes. They do not 
establish whether graduates are taught, assessed, or attain the competencies. Although the SEA-TCF also contains 
12 general competencies, 31 enabling competencies, and 136 success descriptors, Table 1 reports alignment at the 
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essential-competency level; conclusions about the coverage of individual enabling competencies require a 
separate mapping. 
 

Table 1. Alignment of BSEd Program Outcomes with the PPST and SEA-TCF 

BSEd Program Outcome PPST Alignment SEA-TCF 
Alignment 

Level/Nature 
of Alignment Identified Gap 

PO1. Apply the rootedness of 
education in philosophical, 
socio-cultural, historical, 
psychological, and political 
contexts. 

D1 Content Knowledge 
and Pedagogy; D6 
Community Linkages 
and Professional 
Engagement 

EC1 Know and 
understand what I 
teach 

Strongly/ 
Conceptually 

Aligned 

Southeast Asian educational 
contexts are Not Evident in the 
outcome wording. 

PO2. Demonstrate mastery of 
subject matter/discipline. 

D1 Content Knowledge 
and Pedagogy 

EC1 Know and 
understand what I 
teach 

Explicitly 
Aligned 

Connections between 
disciplinary knowledge and 
regional or global 
developments are Not 
Evident. 

PO3. Facilitate learning using a 
wide range of teaching 
methodologies and delivery 
modes appropriate to specific 
learners and their environments. 

D2 Learning 
Environment; D3 
Diversity of Learners; 
D4 Curriculum and 
Planning 

EC2 Help my 
students learn 

Explicitly 
Aligned 

Intercultural and cross-
regional teaching contexts are 
Not Evident. 

PO4. Develop innovative 
curricula, instructional plans, 
teaching approaches and 
resources for diverse learners. 

D3 Diversity of 
Learners; D4 
Curriculum and 
Planning 

EC2 Help my 
students learn 

Explicitly 
Aligned 

ASEAN-responsive curricular 
perspectives are Not Evident. 

PO5. Apply skills in the 
development and utilization of 
ICT to promote quality, relevant 
and sustainable educational 
practices. 

D1 Content Knowledge 
and Pedagogy; D4 
Curriculum and 
Planning 

EC2 Help my 
students learn; 
supportive of EC4 
Become a better 
teacher every day 

Strongly/ 
Conceptually 

Aligned 

Regional digital collaboration 
and cross-cultural digital 
teaching are Not Evident; the 
connection to EC4 is indirect. 

PO6. Demonstrate a variety of 
thinking skills in planning, 
monitoring, assessing and 
reporting learning processes and 
outcomes. 

D4 Curriculum and 
Planning; D5 
Assessment and 
Reporting 

EC2 Help my 
students learn 

Explicitly 
Aligned 

Culturally responsive 
assessment is Not Evident. 

PO7. Practice professional and 
ethical teaching standards 
sensitive to local, national, and 
global realities. 

D6 Community 
Linkages and 
Professional 
Engagement; D7 
Personal Growth and 
Professional 
Development 

EC3 Engage the 
community; EC4 
Become a better 
teacher every day 

Partially 
Aligned 

The outcome addresses 
professional standards and 
broad social contexts, but 
family and community 
partnerships and Southeast 
Asian contexts are Not 
Evident. 

PO8. Pursue lifelong learning for 
personal and professional 
growth through varied 
experiential and field-based 
opportunities. 

D7 Personal Growth 
and Professional 
Development 

EC4 Become a 
better teacher every 
day 

Explicitly 
Aligned 

Regional professional 
networks, mobility, and 
intercultural professional 
learning are Not Evident. 

      Note. D = PPST Domain; EC = SEA-TCF Essential Competency 

 
National Alignment with the PPST 
The BSEd outcomes collectively address the seven PPST domains. PO1 and PO2 relate to Content Knowledge and 
Pedagogy; PO3 addresses the Learning Environment and Diversity of Learners; PO4 addresses learner diversity 
and Curriculum and Planning; PO5 concerns the use of ICT in educational practice; PO6 addresses planning and 
Assessment and Reporting; and PO7 and PO8 relate to Community Linkages and Professional Engagement and 
Personal Growth and Professional Development. This breadth is consistent with Bacus and Tagalog’s (2023) 
emphasis on embedding professional standards in teacher education curricula and quality-assurance processes. 
Studies by Maloloy-On and Arnado (2023) and Serrano and Fallado (2025) also reported generally high levels of 
teacher proficiency or implementation across PPST domains. Cabradilla (2025) reported high ratings across several 
domains but identified comparatively lower competence in addressing learner diversity. Together, these studies 
underscore the value of preparing teachers across the full range of professional responsibilities. 
 
The mapping nevertheless identifies alignment in intended outcomes, rather than evidence of classroom 
performance. Alonzo et al. (2023) found that teachers’ knowledge of outcomes-based assessment did not always 
translate into aligned assessment practice. Ormilla (2025) similarly reported that practice teachers showed 
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foundational PPST awareness and strengths in content mastery and curriculum planning but encountered 
difficulties with lesson adaptation, inclusive teaching, classroom management, and authentic assessment. These 
findings suggest that the mapped outcomes need support through coursework, field experiences, mentoring, and 
assessments that demonstrate what pre-service teachers can do. Further, while the PPST responds to 
developments such as globalization, technological change, and ASEAN integration, correspondence with national 
standards does not, by itself, establish explicit preparation for Southeast Asian educational contexts (Department 
of Education, 2017). 
 
Knowing and Understanding What to Teach 
PO1 and PO2 correspond to the SEA-TCF competency Know and understand what I teach, but at different levels 
of directness. PO2 is Explicitly Aligned because it requires mastery of subject matter or discipline. PO1 is 
Strongly/Conceptually Aligned because its emphasis on the philosophical, sociocultural, historical, psychological, 
and political foundations of education supports contextual understanding without directly stating the full scope 
of the mapped competency. Galih et al. (2022) identified content knowledge, pedagogy, contextual understanding, 
technological competence, and continuous learning as recurring dimensions of teacher competence. Parmigiani et 
al. (2022) likewise connected globally competent teaching with knowledge of educational systems, cultural 
contexts, and global issues. Zhang et al. (2024b) found that structured teacher education interventions can 
strengthen global knowledge and skills. These studies support the value of combining disciplinary mastery with 
an understanding of the contexts in which teaching takes place. 
 
Neither PO1 nor PO2 explicitly identifies Southeast Asian educational systems or developments. PO7 mentions 
local, national, and global realities, but omits the regional level. This is a specific gap in the wording, rather than 
evidence that students receive no regional content elsewhere in the program. Tomczyk (2024) argued for regularly 
updating teacher education curricula in response to technological, informational, and societal change, while Yang 
et al. (2023) showed that professional competence is shaped by preparation, institutional support, pedagogical 
training, and policy context. Explicit reference to Southeast Asian contexts in the outcomes or their supporting 
curriculum would make this aspect of teacher preparation easier to trace and assess. 
 
Helping Students Learn 
Help my students learn is represented across PO3, PO4, PO5, and PO6. PO3 and PO4 are Explicitly Aligned 
through their direct requirements concerning teaching methods, delivery modes, diverse learners, instructional 
planning, and learning resources. PO6 is also Explicitly Aligned through planning, monitoring, assessing, and 
reporting learning. PO5 is Strongly/Conceptually Aligned: it specifies ICT development and use to promote 
educational practice, which supports student learning, but does not directly state how technology will be applied 
to learners’ needs. Its connection to Become a better teacher every day is more indirect and should not be treated 
as an explicit match. 
 
The literature supports the importance of these related competencies while also showing why stated outcomes 
require opportunities for application. Obrovská et al. (2023) found that teacher education courses supported 
positive orientations toward learner diversity, although differentiated instruction during practicum remained 
uneven. Gheyssens et al. (2022) described differentiated instruction as both a professional orientation and an 
enacted practice. Magaji and Ade-Ojo (2023) emphasized classroom assessment as part of preservice teachers’ 
learning to evaluate progress and adjust instruction. Institutional studies likewise point to the relationship among 
technological, pedagogical, and content knowledge and the role of faculty and institutional support in meaningful 
technology integration (Alvero, 2025c, 2025d). 
 
PO5 provides an explicit basis for developing ICT skills, but its wording leaves the pedagogical uses of technology 
open to interpretation. Çebi et al. (2022) found that targeted training could help preservice teachers move beyond 
basic digital skills toward pedagogical integration. Lu et al. (2025) reported positive perceptions of digital 
technology’s benefits alongside difficulties translating those perceptions into consistent practice. The BSEd 
outcomes therefore offer a basis for technology-supported teaching, while the curriculum and assessments would 
need to show how students apply ICT to instructional purposes. 
 
Table 1 also identifies elements that are Not Evident in these PO statements: intercultural teaching contexts in 
PO3, ASEAN-responsive curricular perspectives in PO4, regional digital collaboration in PO5, and culturally 



Journal of Interdisciplinary Perspectives 

 

262 

responsive assessment in PO6. Chang and Viesca (2022) emphasized the need for explicit preparation to 
understand learners’ cultural identities and apply culturally responsive practices. Adding these elements to 
suitable outcomes or documenting them clearly in course-level outcomes could make the intended regional and 
intercultural preparation more visible. 
 
Engaging the Community 
PO7 is Partially Aligned with the mapped SEA-TCF competencies. Its requirement to practice professional and 
ethical teaching standards sensitive to local, national, and global realities relates to teachers’ responsibilities 
beyond the classroom. It does not, however, explicitly require graduates to establish partnerships with parents or 
caregivers, involve communities in learning, or collaborate with educational stakeholders. For that reason, Table 
1 identifies Engage the community as the least explicitly represented SEA-TCF essential competency, while 
recognizing that PO7 is conceptually connected to it. 
 
Research illustrates why this distinction matters. Hannon and O’Donnell (2022) found that teachers’ and parents’ 
experiences and mutual perceptions affect family–school partnerships. In the Philippine context, Licup (2024) 
identified communication, volunteering, home-based learning support, participation in decision-making, and 
community collaboration as dimensions of parental engagement, alongside constraints on participation. Pansé-
Barone et al. (2024) found that purposeful preparation can strengthen preservice educators’ knowledge, beliefs, 
and practices concerning collaboration with families. Antony-Newman (2025) reported that parent engagement 
was regarded as an essential competence by teacher educators but was difficult to secure as an explicit part of 
teacher education curricula. Alarabi et al. (2025) also linked community engagement with the development of 
communication, collaboration, critical thinking, and creativity. These studies support a focused revision to PO7: 
state the expected work with families, schools, communities, and other educational stakeholders, and connect that 
expectation to assessable learning experiences. Community-related activities may already occur in courses or 
fieldwork, but Table 1 alone cannot establish their presence or extent. 
 
Becoming a Better Teacher Every Day 
PO8 is Explicitly Aligned with Become a Better Teacher Every Day because it directly requires lifelong learning 
for personal and professional growth through experiential and field-based opportunities. PO7 contributes a 
related expectation of professional and ethical practice, although its relationship to continuous professional 
improvement is less direct. Both outcomes relate to PPST Domain 7. Bell et al. (2022) found that mentoring and 
coaching helped beginning teachers examine instructional decisions and identify areas for improvement. Cheng 
and Zhao (2023) associated professional learning communities with collaboration, reflective dialogue, and 
professional commitment. Chea (2024) showed how mentoring during Cambodian teaching practicums connected 
field experience and professional relationships with the development of teacher identity. 
 
PO8 does not explicitly name systematic reflection, professional learning communities, intercultural exchange, or 
regional professional networks. Sánchez-García (2023) found that a transnational teacher education program 
exposed educators to new pedagogical perspectives and collaborative experiences beyond their national setting. 
Zhang et al. (2024a) linked professional identity with teachers’ continuing development and engagement. 
Research involving education students also suggests that inquiry-based learning can strengthen research 
engagement and critical reflection (Alvero & Makatangay, 2026). These findings provide a rationale for specifying 
reflection, inquiry, mentoring, and collaborative professional learning in the curriculum supporting PO8, and for 
considering an explicit regional dimension if ASEAN readiness is an intended graduate attribute. 
 
From Global Awareness to Explicit ASEAN Readiness 
A key distinction in the mapping is that global awareness appears in PO7, whereas Southeast Asian or ASEAN 
contexts are not stated in any of the eight POs. The omission does not negate the outcomes’ correspondence with 
PPST domains or SEA-TCF essential competencies. It does limit what can be concluded from the program-
outcome statements alone about preparation for regional educational contexts. SEAMEO RIHED (2022) treated 
internationalization and regionalization as related but distinct concerns in Southeast Asian higher education. 
UNESCO (2023) documented differences among Southeast Asian education systems in access, capacity, policy 
implementation, and teacher preparation. These sources help explain why a general reference to global realities 
may be insufficient to specify the regional knowledge graduates are expected to develop. 
 



Alvero et al. 
 

263 

At the preservice level, Choompunuch et al. (2024) identified cultural awareness, cultural knowledge, and 
interpersonal skills as components of multicultural competence. Kılıçoğlu et al. (2023) linked preservice teachers’ 
cultural competence with social-justice and self-efficacy beliefs across national settings. Philippine higher 
education studies have also argued for intentionally integrating global citizenship competencies into curricular 
outcomes and learning experiences (Alvero, 2023, 2025a, 2025b). Saenghong (2026) found substantial 
correspondence between SEA-TCF and national teacher standards in five ASEAN countries, alongside uneven 
institutionalization of multicultural competence. Taken together, this literature supports making regional 
preparation explicit where it is a program goal. 
 
The document analysis therefore points to two priorities for reviewing the BSEd outcomes: making state family 
and community partnership a graduate expectation, and specifying the intended Southeast Asian dimensions of 
teaching and professional learning. Proposed additions could address comparative knowledge of ASEAN 
education, intercultural teaching, regionally relevant resources, and collaboration with educators across Southeast 
Asia. Whether these additions are needed at the program-outcome level, course-outcome level, or both should be 
determined by examining syllabi, assessment tasks, and fieldwork requirements. That further examination would 
also test whether the gaps identified in PO wording represent gaps in the taught and assessed curriculum. 
 
Convergence, Partial Alignment, and Areas for Enhancement 
Table 2 shows the broadest coverage by number of POs under Help my students learn: PO3–PO6 address 
instructional methods, learner diversity, planning, ICT, and assessment. This count reflects breadth of 
representation in the outcome statements, not a higher measured level of competence or more complete coverage 
of every SEA-TCF enabling competency. Know and understand what I teach combines PO2’s explicit requirement 
for disciplinary mastery with PO1’s contextual foundations. Becoming a better teacher every day is explicitly 
represented through PO8’s commitment to lifelong learning. The comparatively limited area is Engage the 
community, for which PO7 provides a related expectation of socially responsive professional practice but does 
not specify work with families or communities. 
 

Table 2. Summary of Alignment with the Four SEA-TCF Competency Domains 
SEA-TCF Competency 

Domain 
Principal 
BSEd POs Overall alignment Strength evident in the POs Area for enhancement 

1. Know and understand 
what I teach 

PO1, PO2 Strongly/ Conceptually 
Aligned 

Subject-matter mastery is 
explicit in PO2; PO1 
provides educational and 
contextual foundations. 

State the expected knowledge 
of Southeast Asian 
educational contexts and 
developments. 

2. Help my students 
learn 

PO3, PO4, 
PO5, PO6 

Explicitly Aligned Teaching methods, learner 
diversity, curriculum and 
instructional planning, ICT 
use, and assessment are 
directly represented across 
the four POs. 

Specify intercultural 
teaching, ASEAN-responsive 
resources, and culturally 
responsive assessment where 
these are intended 
competencies. 

3. Engage the 
community 

PO7 Partially Aligned PO7 requires ethical 
professional practice 
sensitive to local, national, 
and global realities. 

Explicitly require 
partnerships with families, 
caregivers, communities, and 
other educational 
stakeholders. 

4. Become a better 
teacher every day 

PO7, PO8 Explicitly Aligned PO8 directly requires 
lifelong learning and 
professional growth; PO7 
adds an expectation of 
ethical practice. 

Make reflective inquiry and 
collaborative professional 
learning explicit, including 
regional collaboration if 
ASEAN readiness is a 
program goal. 

Note. Overall alignment is a qualitative judgment about the wording of the principal POs in relation to each essential competency, using the four categories defined in the Methodology. 
It is not a count or rating of the SEA-TCF’s general competencies, enabling competencies, or success descriptors. A specific element can be Not Evident in an otherwise aligned domain; 
these elements appear under “Area for enhancement.” For the first domain, the overall judgment reflects the combination of PO2’s explicit subject-matter requirement and PO1’s 
conceptual contribution. For the fourth, it rests primarily on PO8. 

 
The prominence of instructional and professional competencies is relevant to teacher preparation. López-Martín 
et al. (2023) found, through a meta-analysis, that teachers’ instructional, pedagogical, and professional 
characteristics contribute to student achievement. Osorio Vanegas et al. (2025) identified technological-
pedagogical knowledge, digital-resource use, assessment, learner empowerment, and professional engagement 
as components of contemporary teacher competence. Using the SEA-TCF to assess 179 teachers in Thailand, 
Mhunpiew and Asavisanu (2023) found variation across its four essential competencies. Their findings support 
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examining the distribution of competencies, but this document analysis is limited to how those competencies 
appear in stated program outcomes; it does not assess graduates’ proficiency. 
 
The less explicit treatment of community engagement also warrants attention. Oliver-Barceló et al. (2025) found 
in a scoping review that psychopedagogical competencies received more attention in teacher-competency research 
than collaborative competencies. Li (2025) emphasized reflection, feedback, collaboration, and adaptation to 
diverse educational contexts in professional development. In this mapping, these studies provide context for 
considering additions to the BSEd outcomes on family and community partnerships, reflective inquiry, 
intercultural pedagogy, and Southeast Asian professional collaboration. Whether these competencies are already 
developed through courses or field experiences requires examining those curriculum components; their limited 
visibility in Table 2 indicates a gap in outcome wording, not necessarily in all aspects of program implementation. 
 
Toward ASEAN-Responsive BSEd Program Outcomes 
The alignment analysis supports a targeted review of the existing BSEd Program Outcomes (POs). Table 1 shows 
correspondence with all seven PPST domains and links every PO to at least one SEA-TCF essential competency. 
The principal gaps concern what the outcomes state explicitly: Southeast Asian educational contexts, intercultural 
applications, family and community partnerships, and reflective or regional professional collaboration. These 
findings provide grounds to refine the outcome wording and examine how the intended competencies are taught 
and assessed. Evidence-based outcome assessment can inform continuous quality improvement in Philippine 
higher education (Alvero et al., 2026), while systematic program evaluation can help teacher education programs 
focus improvement plans on identified needs (Madrideo & Alvero, 2026). 
 

Table 3. Proposed Enhancement of BSEd Program Outcomes for ASEAN Readiness 
Existing PO and area Need identified from the PO wording Proposed enhancement for curriculum review 

PO1: Educational 
foundations 

Southeast Asian educational contexts are 
not specified. 

Include Philippine, Southeast Asian, and global educational 
contexts and developments when describing the foundations 
of teaching. 

PO2: Subject-matter 
mastery 

Disciplinary mastery is explicit, but its 
application to regional issues is not. 

Connect disciplinary knowledge, where relevant, to 
contemporary Philippine and Southeast Asian issues. 

PO3: Teaching methods 
and learner responsiveness 

Intercultural teaching applications are 
not specified. 

Include culturally and linguistically responsive teaching for 
learners in diverse contexts. 

PO4: Curriculum and 
instructional resources 

ASEAN-responsive curricular 
perspectives are not specified. 

Include the design of resources that address relevant 
Southeast Asian contexts and intercultural learning. 

PO5: ICT use Regional digital collaboration and cross-
cultural digital teaching are not 
specified. 

Include responsible digital collaboration and the use of 
technology for learning across cultural contexts. 

PO6: Assessment Culturally responsive assessment is not 
specified. 

Include inclusive, culturally responsive approaches to 
monitoring and assessing learning. 

PO7: Professional and 
ethical practice 

Family and community partnerships are 
not explicitly required; the regional level 
is omitted. 

State an expectation to collaborate ethically with families, 
communities, and other stakeholders, with attention to 
relevant Southeast Asian contexts. 

PO8: Lifelong learning Systematic reflection and regional 
professional collaboration are not 
specified. 

Include reflective inquiry and collaborative professional 
learning, including regional opportunities where feasible. 

Note. The proposals address gaps identified in the wording of the eight POs. They should be reviewed against syllabi, assessments, and fieldwork requirements before being adopted. 
A missing phrase in a PO does not establish that the corresponding learning experience is absent from the program. 

 
These enhancements would make regional expectations more visible within a program grounded in Philippine 
teacher education. Akcaoğlu and Arsal (2022) found that purposeful multicultural content in teacher preparation 
improved preservice teachers’ multicultural attitudes and efficacy. Feng et al. (2025) associated multicultural 
awareness, emotional engagement, and behavioral intention with teachers’ implementation of differentiated 
instruction in culturally diverse classrooms. Ikeda and Ahmad (2022) showed that virtual exchange can provide 
opportunities for intercultural interaction and educational collaboration across ASEAN. Together, these studies 
offer a rationale for integrating Southeast Asian content, culturally responsive pedagogy, and regional 
collaboration into existing areas of teacher preparation. 
 
For curriculum review, the relationship among the frameworks can be expressed as follows: the institutional BSEd 
POs state the program’s intended graduate capabilities; the PPST provides the national professional standard; and 
the SEA-TCF provides a regional reference for examining and extending those capabilities. “ASEAN-ready 
teacher” is the proposed graduate aspiration arising from that alignment, rather than an additional competency 
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domain measured in this study. Romli et al. (2022) found that technology-supported learning across Southeast 
Asian contexts offered opportunities for flexibility, interaction, and access, while depending on instructional 
design, digital readiness, and responsiveness to context. Kurtuluş and Arsal (2023) likewise found benefits from 
integrating critical multicultural content into pre-service preparation. These findings support considering regional 
applications across the POs, particularly in pedagogy, ICT, and professional learning. 
 
Integrative Discussion 
The document analysis found broad correspondence between the BSEd POs and the PPST domains and identified 
SEA-TCF alignment in content knowledge, instruction, curriculum planning, assessment, and continuing 
professional development. Community engagement was Partially Aligned at the essential-competency level 
because PO7 refers to ethical practice in social contexts but does not explicitly require partnerships with families 
or communities. Across the POs, Southeast Asian educational knowledge and regional professional collaboration 
were also not stated. The analysis therefore supports a conclusion about the visibility of competencies in program-
outcome wording, rather than graduates’ demonstrated ASEAN readiness. 
 
The regional dimension merits explicit consideration because educational contexts differ across Southeast Asia. 
Cahya et al. (2024) identified differences between Philippine and Indonesian curricula in purposes, values, 
approaches, competency priorities, and assessment. Rusydiyah et al. (2023) found distinct literacy-policy 
orientations in Singapore, Malaysia, and Indonesia. Qin (2024) emphasized collaborative inquiry, reflection, 
exposure to diverse perspectives, and examining cultural assumptions to develop intercultural teaching 
competence. These studies suggest that general teaching capabilities can be strengthened through opportunities 
to study neighboring education systems and apply intercultural knowledge in practice. 
 
The proposed revisions are also consistent with regional policy directions. The ASEAN Secretariat (2025) 
emphasized responsive teacher training, cross-border professional development, digital competence, regional 
cooperation, and mobility. Its subsequent policy brief addressed internationalization of teacher education, 
recognition of qualifications, multicultural preparation, and professional development and mobility pathways 
(ASEAN Secretariat, 2026). For the BSEd program, the next step is to examine existing courses and assessments, 
then decide which expectations need clearer expression in the POs and which can be made explicit at course level. 
The resulting ASEAN-Responsive BSEd Program Outcomes Alignment Framework would retain the program’s 
national professional foundation while stating its intended community and regional competencies in terms that 
can be taught and assessed. 
 
Conclusion 
This document analysis found that the eight Bachelor of Secondary Education (BSEd) Program Outcomes 
collectively correspond with all seven domains of the Philippine Professional Standards for Teachers (PPST) and 
align, to varying degrees, with the four essential competencies of the Southeast Asia Teachers Competency 
Framework (SEA-TCF). The outcomes most clearly express expectations for subject-matter knowledge, teaching 
and learning, curriculum planning, assessment, and continuing professional development. Community 
engagement is less explicit: although PO7 addresses ethical practice in social contexts, it does not directly require 
partnerships with families and communities. Southeast Asian educational contexts, intercultural applications, and 
regional professional collaboration are also not expressly stated. 
 
These findings support a focused review of existing outcomes to clarify the intended community and regional 
competencies. The proposed ASEAN-Responsive BSEd Program Outcomes Alignment Framework offers a basis 
for that review by connecting institutional outcomes with national standards and regional expectations. Because 
the study examined program-outcome statements, its conclusions concern the intended curriculum. Further 
examination of courses, assessments, field experiences, and graduates’ demonstrated practice is needed to 
establish how these competencies are taught and attained. 
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