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Abstract. Classroom silence remains a persistent pattern in science-based  Citation:

sexuality education, despite the recognised importance of including  Fikri, K., Narulita, E.,
sexual and reproductive health in formal curricula. Though scholars have  Wahono, B., & Putra, P.
identified various barriers to comprehensive sexuality education, little  p_ A (2026).

attention has been given to how these barriers interact over time to shape  Understanding Silence
teachers” instructional responses. This qualitative systematic review was
guided by PRISMA 2020 and analysed 30 peer-reviewed studies
published between 2015 and 2025 that were identified by searching
Scopus, ERIC and SciELO. Findings were synthesised thematically.
Quality appraisal guided interpretation but did not exclude studies. The
review identifies three recurring patterns relating to barriers, namely
emotional discomfort, limited perceived capacity, and institutional
constraints, which frequently co-occur across contexts. These barriers
shape classroom engagement by narrowing discussion, redirecting
sensitive questions and confining content to biological explanations.
Emotional discomfort often emerges early, though its influence is
mediated by teachers’ self-efficacy and by institutional conditions that
signal professional legitimacy and risk. Over time, these interacting
pressures lead to repeated instructional adjustments that stabilise into
instructional silence as a professional response. This study proposes a
pathway framework for explaining how emotional, personal and
structural factors interact dynamically in shaping classroom practice. The
findings highlight the limits of isolated interventions and point to the
need for coordinated support, including teacher professional
development, clearer curriculum guidance and stronger institutional
support. This framework provides a foundation for designing more
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effective teacher support systems, which could enable more confident
and sustained engagement with sensitive topics in science classrooms.

Keywords: comprehensive sexuality education; science education;
instructional silence; teacher barriers; thematic synthesis

1. Introduction

Sexuality is still considered a taboo topic in formal education. In some countries,
discussions of sexuality in science education, while inherently integrated with
students’ biological development and health literacy, are limited by dominant
sociocultural values (Ito et al., 2022; Lafontan et al., 2024). For example, in China,
more than half (52.47%) of teachers have never provided school-based sexuality
education, yet 51.77% of them regarded it as a very pressing issue (W. Liu et al,,
2024). The presence of strong importance beliefs and limited classroom
enactment suggests the gap identified cannot be attributed to lack of awareness
of importance alone.

In this study, comprehensive sexuality education (CSE) is understood as a
curriculum-based approach that addresses the cognitive, emotional and social
dimensions of sexuality in age-appropriate ways (UNESCO, 2018, 2023). This
definition is actually implied in science education, especially in biology education,
where discussions of human development, reproduction and sexual health can be
situated in scientific explanations. Effective CSE helps students acquire accurate
health knowledge and develop attitudes that support healthy relationships
(Anderle et al., 2025; Haberland et al., 2015). CSE also aligns with the Sustainable
Development Goals (SDGs) by promoting quality education (SDG 4) and health
and wellbeing (SDG 3) (UNESCO, 2018).

Although the importance of CSE is widely recognised, its implementation in the
classroom has not been optimal. Teaching tends to focus on biology content,
without considering social, ethical and emotional dimensions. Many teachers are
uncertain about the extent to which they can take a pedagogical role, how society
will respond to discussions of sexuality-related topics, and the possible
professional consequences that may arise, even if sexuality education is formally
supported by policy (Keogh et al.,, 2021; Shibuya, Sari et al., 2023). These
challenges create a gap between curriculum intentions and classroom practice.

The silence around sexuality in science classrooms has consequences that go
beyond simply ignoring certain content. In this study, this situation is referred to
as instructional silence, which describes the tendency of teachers to avoid,
minimise or redirect classroom discussions of sexuality-related topics despite the
curricular relevance of these topics. Regulations on science content discussions
leave students with little understanding of biological processes relevant to them.
In the absence of guided dialogue, students are likely to develop their own ideas
based on informal sources or assumptions, which may not be in full accordance
with scientific principles (Nehm, 2025). These situations can weaken students’
understanding of and their ability to think deeply about how science connects to
real-world issues.
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Recent research highlights the role of teachers” emotional experiences, personal
capacity and institutional conditions in shaping their engagement with sexuality-
related topics (Buri¢ & Frenzel, 2023; De Haas & Hutter, 2019; Macleod & Du
Plessis, 2024). In sensitive sociocultural contexts, discussions of sexuality may
evoke embarrassment, anxiety or concern about community reactions, while
teachers’ confidence and perceived professional risks influence whether these
topics are addressed in classroom practice (Shibuya, Sari et al., 2023). These
emotions often relate to teachers’ confidence about managing sensitive
discussions and to institutional support or perceived professional risk (Hornyék,
2025; Ramos et al., 2025).

Studies have documented various emotional, personal and institutional barriers;
however, these factors are often examined separately. While empirical research
has identified individual barriers to CSE implementation, less theoretical
attention has been paid to how these barriers interact in teachers’ professional
decision-making. Consequently, little theoretical attention has been given to how
these barriers interact in everyday teaching practice, thus leaving the persistence
of instructional silence in science classrooms insufficiently explained.
Understanding these interactions is important, not only for clarifying the
dynamics of teachers’ instructional decision-making, but also for informing
professional support and instructional interventions that enable teachers to
engage more confidently with sexuality-related topics.

To address this gap, this review aims to (1) Identify patterns of emotional,
personal and motivational barriers facing the integration of CSE in science
education; (2) Examine how these barriers influence teachers’ instructional
engagement with sexuality-related topics; and (3) Analyse how these barriers
interact to sustain instructional silence in science classrooms. The study employed
a systematic qualitative synthesis of empirical research and, based on this
synthesis, developed a pathway framework that explains how these interacting
barriers shape teachers’ instructional responses in science education contexts.

The remainder of this paper presents the theoretical background, which is

followed by an explanation of the methodology that was followed, the results, and

a discussion of the findings and their implications. Guided by this framework, this

review addresses the following research questions.

1) What patterns characterise emotional, personal and motivational barriers
facing the integration of CSE in science education contexts?

2) How do emotional, personal and motivational barriers influence teachers’
instructional engagement with sexuality-related topics in science classrooms?

3) What implications do these patterns of barriers have for supporting teachers
in integrating CSE in science education?

2. Literature Review

International frameworks developed by UNESCO position CSE as a key
component of quality education and public health promotion (UNESCO, 2018,
2023). However, translating these principles into everyday classroom practice
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remains a challenge, particularly in science education, where sexuality-related
topics are often only briefly discussed or avoided entirely. The following section
synthesises research on emotional, personal and institutional factors as they relate
to teachers, in order to develop a conceptual framework that explains barriers
facing CSE integration.

2.1 Emotional Barriers Facing the Teaching of Sensitive Scientific Content
Teaching culturally sensitive or morally controversial topics often places
emotional demands on teachers. Studies in science education report that
embarrassment, anxiety and concern about controversy shape how teachers
anticipate classroom interactions and assess potential professional risk (Lutaj et
al.,, 2024, Twyford, 2025). These emotional responses become even more
pronounced when science content intersects with moral norms, religious beliefs
or community expectations.

Emotional discomfort has been established to be a barrier to pedagogical
transparency in relation to sex education. When they expect a reaction from
parents, public scrutiny or possible moral criticism, teachers experience
considerable emotional pressure. This expectation may lead to more defensive
teaching, and some teachers may choose to limit or withdraw from these
discussions (Buri¢ & Frenzel, 2023; De Ruiter et al., 2021; Shibuya, Estrada, et al.,
2023). Such responses are part of broader sociocultural value systems about what
kinds of knowing are “permitted” in science classrooms (Vilugron et al., 2023).
Although it is a common experience and a problem that has been addressed by
several studies, the emotional discomfort of teachers does not account for how
this discomfort interacts with teacher competence and contextual conditions that
affect teacher decisions.

2.2 Self-Efficacy and Personal Capacity in CSE Instruction

Pedagogical psychology reveals that teachers” efficacy shapes their participation
in teaching environments that are characterised by uncertainty or emotional
stress. Regarding CSE, teachers’ sense of self-efficacy affects how they manage
discussions, respond to student questions and integrate ethical or sociological
considerations alongside biological content (J. Liu et al., 2025; Narayanan et al.,
2021; Teig et al., 2019). Teachers with low efficacy, in particular, tend to feel
overwhelmed by these demands, especially if they lack strong pedagogical
preparation (Choobe & Yangailo, 2024; Shibuya, Estrada et al., 2023).

Inadequate preparation for CSE not only reduces teachers’” confidence but also
leads to emotional stress and potential avoidance (Kyriacou, 2015). Even though
self-efficacy has a strong effect on the teaching behaviour of teachers, many
studies still discuss teachers” emotions and personal competencies separately. As
a result, the reciprocal relationship between emotional distress and teacher
confidence is obscured and, thus, the mediating role of self-efficacy in CSE
instruction has not been thoroughly examined.

2.3 Institutional and Policy Contexts Shaping CSE Implementation

Several studies have shown that the institutional and policy environment
influences teachers’ motivation and the way they teach CSE. Studies on
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curriculum implementation suggest that classroom practice is influenced by not
only teachers’ personal beliefs or competencies, but also by the clarity of policy
expectations, leadership support and prevailing organisational norms (Alemi et
al., 2025). When curricular guidance is ambiguous or sexuality-related content is
politically sensitive, teachers often adopt cautious instructional approaches to
minimise professional risk (Hung, 2020).

Policy-oriented analyses of CSE implementation illustrate further how weak
institutional support and fragmented guidance shift responsibility onto
individual teachers. In these settings, teachers are expected to manage
emotionally and morally sensitive topics with limited structural backing, which
increases their sense of vulnerability in practice (Chavula et al., 2022; UNESCO,
2023). These conditions reduce their motivation to engage with CSE, even for
teachers who recognise its educational value.

Despite these insights, institutional constraints are often treated in the literature
as external or contextual factors, rather than as conditions that actively interact
with teachers” emotional experiences and perceptions of personal capacity. As a
result, studies offer limited explanation of how policy ambiguity and
organisational uncertainty reinforce emotional discomfort and undermine self-
efficacy in everyday classroom decision-making.

2.4 Towards an Interactional Understanding of Barriers Facing CSE Integration
In this review, instructional silence refers to situations in which teachers avoid,
minimise or redirect classroom discussions of sexuality-related topics despite the
curricular relevance of these topics. Such responses often emerge when teachers
navigate issues that carry emotional, cultural, or professional risks. When
determining how sensitive topics are addressed in classroom settings,
instructional silence reflects more than a lack of knowledge, and can be
understood as part of teachers’ broader pedagogical decision-making processes.

Research on CSE in science education suggests that a single factor rarely shapes
teachers’ instructional responses to sexuality-related topics. Instead, these
responses emerge from the interaction between emotional experiences, perceived
personal capacity and institutional conditions. Emotional discomfort often
emerges when sexuality-related topics intersect with moral expectations or
community norms. Teachers report experiencing embarrassment, anxiety and
concern that such discussions may provoke controversy (Buri¢ & Frenzel, 2023;
Pratiwi et al., 2025). Teachers” willingness to engage with these topics is closely
linked to their confidence in handling sensitive classroom interactions.
Uncertainty about how to respond to students’ questions or manage discussion
can cause teachers to proceed cautiously, especially when conversations extend
beyond explanations of biology (Li et al., 2022; Sealy, 2019).

School conditions also shape these decisions. Clear curriculum guidance,
supportive leadership and a sense of professional security make teachers more
comfortable about addressing contested issues, whereas limited support often
encourages more cautious engagement (Alemi et al., 2025). These influences are
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shaped further by broader education and sociocultural contexts. Teachers
working at different education levels or in different cultural environments may
encounter distinct expectations, sensitivities and institutional constraints when
they teach sexuality-related topics in science classrooms.

Building on this interactional perspective, the present review synthesises studies
on the topic to develop a pathway framework to explain how emotional
experiences, perceived personal capacity, particularly self-efficacy, and
institutional conditions combine to shape teachers’ instructional responses in
science education.

3. Methodology

3.1 Research Design

This review was designed as a systematic qualitative synthesis of literature to
examine emotional, personal and motivational barriers to teachers” engagement
with CSE in science education. A qualitative synthesis approach was used to
combine findings from studies with diverse methods while preserving context

and interpretive depth, particularly for understanding affective and sociocultural
aspects of education (Braun & Clarke, 2008; Thomas & Harden, 2008).

The review process was guided by the PRISMA 2020 framework and, to ensure
transparency and methodological rigour, included the stages of identification,
screening, eligibility assessment and inclusion (Page et al., 2021). An a priori
review protocol informed the formulation of the research question, eligibility
criteria, data sources, screening procedures, quality appraisal and analytic
strategy, according to established guidance for systematic reviews in education
and the social sciences (Visi¢, 2022).

This research does not cover all publications on sexuality education; instead, it
focused on research that had been peer-reviewed and presents empirical evidence
and clear conceptual contributions. The findings are presented as an integrative
synthesis to identify recurring emotional, personal and motivational barriers
facing CSE integration in science classrooms, consistent with established
approaches to qualitative evidence synthesis (Thomas & Harden, 2008;
Sandelowski et al., 2012). Drawing on the 30 included studies, the analysis also
develops a pathway framework that explains how these interacting barriers
contribute to patterns of instructional silence in science education.

3.2 Inclusion and Exclusion Criteria

Article selection was based on inclusion and exclusion criteria to ensure relevance
and quality. The characteristics of the included studies are summarised in Table 1,
and is followed by a brief narrative explaining the rationale for these criteria.
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Table 1: Inclusion and Exclusion Criteria

Criterion Inclusion Exclusion
Study focus CSE or sexuality education in Studies outside science or
science/biology education biology education
Target group Teachers or pre-service Non-teaching populations
teachers
Analytical focus Emotional, personal, or Studies without affective or
motivational influences on CSE motivational analysis
engagement
Study type Empirical studies or relevant Studies lacking empirical or
conceptual analyses conceptual relevance
Publication type Peer-reviewed journal articles Non-peer-reviewed
publications
Language and English, full text available In languages other than
access English or full text inaccessible
Methodological Adequate methodological
quality transparency

3.3 Information Sources and Search Strategy

The literature search followed PRISMA 2020 guidelines and established standards
for transparent evidence synthesis (Page et al.,, 2021; Visi¢, 2022). The search
strategy for research on CSE was applied using a variety of terms to identify
relevant studies. This approach allowed the inclusion of research addressing
emotional, personal or motivational barriers, even when these were not explicitly
labelled (Cooper et al., 2018).

Search terms were applied to titles, abstracts and keywords to capture studies that
address affective or motivational aspects of teaching practice (Rathbone et al.,
2017). Searches were conducted in Scopus, ERIC and SciELO, which provide
extensive coverage of peer-reviewed research in science education and teacher
education. The search period covers publication from January 2015 to December
2025, and consolidated research on teacher emotion and self-efficacy and recent
developments in CSE implementation studies.

Relevant studies indexed in other databases or grey literature may not have been
captured. To enhance transparency and reproducibility, database-specific
Boolean search strings were developed and are reported in Table 2.

Table 2: Search Strategy Across Databases
Database Search Strategy

Scopus  TITLE-ABS-KEY (“comprehensive sexuality education” OR “sexuality
education” OR “sexual and reproductive health education”) AND TITLE-
ABS-KEY (“science education” OR “biology education” OR “science
classroom”) AND TITLE-ABS-KEY (“teacher barriers” OR “emotional
factors” OR “self-efficacy” OR “motivation” OR “teacher beliefs”)

ERIC (“comprehensive sexuality education” OR “sexuality education”) AND
(“science education” OR “biology education”) AND (“teacher beliefs” OR
“emotional barriers” OR “motivation”)

ScELO  (“sexuality education” OR “reproductive health education”) AND
(“science education”)
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No additional records were identified through other methods such as citation
searching, manual searching or grey literature sources. Accordingly, the
corresponding fields in the PRISMA flow diagram are reported as zero.

3.4 Study Selection Process

Retrieved records were imported into a reference manager and duplicates were
removed. Study selection was conducted in two sequential stages. Titles and
abstracts were, first, screened against the inclusion criteria. Full-text articles were
examined to confirm conceptual relevance, methodological adequacy and
analytical transparency. To enhance reliability and minimise the potential for
selection bias, the screening process was reviewed independently by a second
researcher, and any discrepancies were resolved through discussion until
consensus was reached.

Reasons for exclusion at the full-text stage were recorded and categorised.
Numerical outcomes are reported in the Results section and summarised in the
PRISMA flow diagram (Figure 1), rather than described in detail here (Page et al.,
2021). The analysis focused on identifying and examining three analytical
categories reported across the literature: emotional barriers, personal capacity-
related barriers and motivational or institutional constraints, and on how these
factors interact in shaping teachers’ instructional engagement with sexuality-
related topics.

3.5 Quality Appraisal

A methodological quality appraisal was conducted to support the transparent
interpretation of the evidence. The Critical Appraisal Skills Programme (CASP)
qualitative checklist was used as the main tool to evaluate the study. Key domains
are research aims, methodological appropriateness, data sources, analytical rigour
and coherence between data and interpretation (CASP, 2018).

Each study was appraised to assess the extent to which its methodological and
analytical features supported a trustworthy interpretation of the findings. For
mixed-methods and conceptual studies, the appraisal focused on qualitative
components and the coherence of analytical arguments. The results informed the
weighting of findings in the synthesis; studies demonstrating greater
transparency and rigour contributed more to theme development (Frias-Goytia et
al., 2024; Thomas & Harden, 2008). Quality appraisal outcomes are reported in the
Results section, where studies are categorised by methodological quality.

3.6 Data Extraction and Synthesis

Data were extracted using a structured extraction matrix that captures publication
year, country or region, education context, participant characteristics, study
design and reported barriers to CSE implementation. Particular attention was
given to how emotional, personal and motivational barriers were conceptualised,
operationalised and related to instructional decision-making by each study.

A thematic synthesis was applied to synthesise findings across studies (Thomas

& Harden, 2008). Deductive coding was guided by the predefined domains of
emotional, personal and motivational barriers, while inductive coding allowed

http:/ /ijlter.org/index.php/ijlter



1046

additional subthemes and interaction patterns to emerge from the data. By using
iterative comparison and refinement, emerging themes were integrated into a
framework that describes how emotional, personal and motivational barriers are
mediated to influence teacher engagement in CSE. This analysis process conforms
to recommended standards for qualitative evidence synthesis conducted with

iterative interpretation and conceptual integration across studies (Noyes et al.,
2018).

Coding was conducted iteratively. Text segments describing barriers to CSE
implementation were, first, coded under the predefined domains of emotional,
personal and motivational barriers. During subsequent rounds of analysis, these
codes were compared across studies to identify recurring patterns and additional
subthemes. For example, descriptions of embarrassment, discomfort or fear of
controversy were initially coded under emotional barriers and later grouped into
broader themes related to teachers’ affective responses to sensitive classroom
discussions. Through this iterative comparison, related codes were organised into
broader thematic categories that informed the integrative synthesis.

4. Results and Findings

4.1 Study Selection Results

The reviewed studies identify three categories of barriers that shape CSE
integration in science education: emotional, personal and motivational. These
findings combine descriptive patterns with analytical interpretation, thereby
supporting a coherent reading of the evidence. A total of 842 records were
identified across the databases. After duplicate removal, screening and eligibility
assessment, 30 studies met the inclusion criteria for qualitative synthesis. The full
selection process is presented in the PRISMA flow diagram (Figure 1).

http:/ /ijlter.org/index.php/ijlter
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Identification of new studies via other methods

Records identified from:
Websites (n=0)
Organisations (n = 0)
Citation searching (n = 0)

Reports sought for retrieval
(n=0)

Reports assessed for eligibilty

(n=0)

Figure 1: PRISMA 2020 Flow Diagram for Study Selection

4.2 Characteristics and Contextual Distribution of the Included Studies
This subsection provides an overview of the key features of the included studies
by geographical distribution, education contexts, participant groups and
methodological approaches. An overview of the characteristics of the 30 studies
that were included, including geographical distribution, education settings,
participant profiles and methodological designs, is presented in Table 3.

Table 3: Characteristics of Included Studies

Reports not retrieved
(n=0)

Reports excluded:
Reasont (n = NA)
Reason2 (n = NA)
Reason3 (n = NA)

Authors, year of
publication

Participants /
sample

Country /
setting

Study design
/ method

Identified barriers

Adebayo et al.,
2022

Educators and
stakeholders

Nigeria

Qualitative
study

Motivational
(community
resistance
influencing teacher
engagement)

Adekola, 2024

Global Teachers

Qualitative
study

Personal (training
gaps); Emotional
(discomfort);
Motivational
(perceived lack of
institutional backing)

Alekhya et al.,
2025

India Secondary school

teachers

Qualitative
study

Emotional (moral
discomfort); Personal
(limited instructional
competence);
Motivational (fear of
professional
backlash)
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Authors, year of Country / Participants / Study design

publication setting sample / method Identified barriers

Black et al., 2024 Canada Teachers Qualitative Motivational
study (perceived lack of
support); Emotional
(risk-related anxiety)
Bourke et al., 2025 Ireland Student teachers ~ Survey study  Personal (low
perceived
knowledge);
Emotional (low
comfort);
Motivational (low
teaching readiness)
Chavula et al., Global Policy documents Systematic Motivational
2022 and studies review (reduced teacher
engagement linked to
unclear policy
support)
Costello et al., Global Pre-service Systematic Personal (poor
2022 teachers review preparedness);
Emotional (low
instructional
comfort);
Motivational (limited
readiness)
Descheneaux and Canada Teachers Quantitative ~ Personal (low self-
Otis, 2021 survey efficacy);
Motivational (weak
teaching intention)
Diaz, 2024 Global Youth-focused Literature Motivational
studies review (implementation-
related engagement
constraints)
Gelehkolaee et al., Iran Teachers and Qualitative Emotional (cultural
2021 stakeholders study resistance);
Motivational
(perceived social
pressure)
Goldfarb and Global Review of studies Narrative Motivational
Lieberman, 2021 review (institutional
resistance shaping
teacher willingness)
Greene et al., 2025 United Teachers Qualitative Emotional (anxiety);
States study Personal (low self-
efficacy);
Motivational
(perceived
implementation
constraints)
Haberland et al., Global Multiple Review study =~ Emotional (value-
2015 stakeholders based resistance);
Motivational
(system-level
resistance as
perceived by
educators)
Hendriks et al., Australia Parents and Quantitative ~ Motivational
2024 educators study (anticipated parental
opposition);
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Authors, year of
publication

Country /
setting

Participants /
sample

Study design
/ method

Identified barriers

Emotional (fear of
controversy)

Holt et al., 2025

United
States
(Texas)

Teachers &
administrators

Mixed-
methods

Motivational
(perceived policy
resistance and
professional risk)

Kagola, 2024

South
Africa
(Eastern
Cape;
Foundation
Phase
schools)

South Africa
(Eastern Cape;
Foundation
Phase schools)

South Africa
(Eastern
Cape;
Foundation
Phase
schools)

Emotional (gendered
discomfort); Personal
(role-related
uncertainty);
Motivational
(perceived
professional
vulnerability)

Kim et al., 2023

Global

Multiple studies

Meta-analysis

Motivational
(implementation-
related engagement
challenges)

Koch and Beyers,
2023

South
Africa

Teachers

Qualitative
study

Emotional (tension);
Personal
(instructional
uncertainty);
Motivational
(perceived legitimacy
concerns)

Koch et al., 2021

South
Africa

Teachers

Systematic
review

Motivational (policy
practice tension
affecting teacher
engagement)

Lafontan et al.,
2024

Nepal

Teachers and
school
stakeholders

Qualitative
study

Emotional (taboo-
related anxiety);
Personal (limited
pedagogical
competence);
Motivational
(perceived lack of

support)

Macleod and Du
Plessis, 2024

Crisis-
affected
settings

Teachers

Qualitative
study

Personal (insufficient
training);
Motivational
(perceived absence of
systemic support)

Mukoro et al.,
2025

Global

Teachers,
parents,
policymakers

Systematic
review

Emotional (moral
discomfort);
Motivational
(stakeholder
resistance
influencing
instruction)

Pillay and Mfid,
2024

South
Africa

Life orientation
teachers

Qualitative
study

Motivational (limited
intersectoral
collaboration
affecting
engagement)

Pound et al., 2017

http:/ /ijlter.org/index.php/ijlter
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synthesis

Emotional
(discomfort, anxiety);
Personal (low
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Authors, year of Country / Participants / Study design

publication setting sample / method Identified barriers

confidence, limited
preparation);
Motivational
(perceived lack of
institutional support)
Rossouw, 2024 South Life orientation Qualitative Emotional (value
Africa teachers study conflict); Personal
(pedagogical
uncertainty);
Motivational
(perceived
professional risk)
Shibuya, Estrada Indonesia School teachers Qualitative Emotional (fear,
et al., 2023 study discomfort); Personal
(limited
preparedness);
Motivational
(anticipated
community reaction)
Shibuya, Sari et Global Teachers (various Qualitative Emotional (moral
al., 2023 contexts) systematic conflict, discomfort);
review and  Personal (low
meta- confidence);
synthesis Motivational
(perceived social
pressure)
Siqwavu and South Secondary school Qualitative Personal (low
Ngobeni, 2025 Africa teachers study confidence);
Emotional
(discomfort);
Motivational
(perceived
community
expectations)
Van Reeuwijk et Global Policy and Review study  Motivational
al., 2023 implementation (absence of enabling
cases environment for
teacher action)
Venketsamy and South Primary school Qualitative Personal (limited
Kinear, 2018 Africa teachers study instructional skills);
Emotional (anxiety)

Based on the CASP quality appraisal, the majority of the included studies
demonstrated moderate to high methodological quality. Of the 30 reviewed
studies, 18 were assessed as high quality, 9 as moderate quality, and 3 as lower
quality. The appraisal results were used to inform the interpretation of findings
rather than to exclude studies from the synthesis.

4.3 Contextual and Educational Distribution

The reviewed studies span a wide range of sociocultural contexts, with a notable
concentration in the Global South, particularly South and Southeast Asia and sub-
Saharan Africa. Data show that cultural, religious and community norms shape
the inclusion of sexuality education in the classroom. These norms shape what can
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be discussed and who may address it, and often limit open discussion of sexuality-
related topics (Goldfarb & Lieberman, 2021; Haberland et al., 2015).

Most studies examined sexuality education in formal school-based science or
biology classrooms, while a smaller number focused on pre-service teacher
education. In each of these cases, sex education is primarily conceptualised as
biological - social, emotional, and moral aspects are ignored or sidelined. The
implication of this pattern is that instructional silence is shaped by the cultural
and institutional conditions surrounding science teaching, rather than primarily
by the individual choices of teachers (Kagola, 2024; Mukoro et al., 2025).

4.4 Methodological Characteristics of the Included Studies

The analyses of the studies reviewed indicates that qualitative approaches were
predominantly implemented through interviews, focus groups, classroom
observations and case studies. This is particularly evident in socioculturally
sensitive education contexts, where exploring teachers” emotions, beliefs,
professional identities and motivations requires careful attention to lived
experiences and contextual nuances.

A small number of investigations used quantitative or mixed-methods designs;
surveys were, generally, employed to investigate self-efficacy, perceived
preparedness and instructional intentions concerning CSE (Bourke et al., 2025;
Descheneaux & Otis, 2021). This methodological approach suggests that research
on affective and motivational barriers facing sexuality education is interpretive
and highly context dependent. However, quantitative approaches still play a
complementary role, particularly in describing broader trends among teachers.
Therefore, these dimensions are generally measured through qualitative and
mixed-methods approaches that emphasise teachers’ experiences and
professional judgement.

4.5 Research Question 1: Patterns of Emotional, Personal, and Motivational
Barriers Facing CSE Integration

Analysis of the reviewed studies identified three categories of barriers shaping
CSE integration in science education: emotional, personal, and motivational
factors. These barriers rarely appeared alone. Many studies reported several
barriers occurring simultaneously in the same educational settings. Table 4
summarises how frequently each type of barrier appeared across the literature.

Emotional barriers appeared in 18 of the 30 studies (60%; see Table 4). Teachers
described experiencing a range of affective responses when they addressed
sexuality-related topics in science classrooms. Feelings of embarrassment, anxiety,
moral unease and fear of controversy were reported repeatedly (Alekhya et al.,
2025; Bourke et al., 2025; Lafontan et al., 2024; Rossouw, 2024; Shibuya, Estrada,
et al., 2023; Shibuya, Sari et al., 2023). Concerns often emerged when teachers
anticipated reactions from parents, school leaders or local communities. Some
worried about public scrutiny. Others mentioned the possibility of moral
judgement or professional misunderstanding if they discussed sexuality in
science lessons (Black et al., 2024; Hendriks et al., 2024; Mukoro et al., 2025; Pound
et al., 2017). These concerns shaped classroom practice in noticeable ways.
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Discussions were sometimes shortened, sensitive questions were avoided, and
lessons were confined to biological explanations of reproduction (Goldfarb &
Lieberman, 2021; Venketsamy & Kinear, 2018). Similar patterns appeared in
studies conducted in Africa, Asia, Europe and North America. Emotional
discomfort, therefore, does not seem to be limited to a particular cultural or policy
context (Bourke et al., 2025; Costello et al., 2022; Kagola, 2024).

Personal barriers were reported by 14 studies (46.7%). Most of these barriers were
linked to teachers’ perceptions of their own instructional capability. Limited self-
efficacy, uncertainty about pedagogical strategies and doubts about how to guide
classroom discussions were frequently mentioned (Adekola, 2024; Costello et al.,
2022; Descheneaux & Otis, 2021; Macleod & Du Plessis, 2024). Pre-service and
experienced teachers described similar concerns. Many were confident explaining
biological processes yet hesitated when discussions moved towards ethical
questions, relationships or sociocultural aspects of sexuality. Responding to
students” questions also proved challenging for some teachers, particularly when
conversations became unpredictable or emotionally sensitive (Bourke et al., 2025;
Shibuya, Estrada, et al., 2023; Venketsamy & Kinear, 2018). Evidence from
quantitative and mixed-methods research points in the same direction. Lower
perceptions of instructional competence were associated with weaker intentions
or readiness to teach CSE (Bourke et al., 2025; Descheneaux & Otis, 2021).

Motivational barriers appeared most frequently, as reported by 24 of the 30
studies (80%; Table 4). Teachers often described uncertainty surrounding
curriculum expectations, receiving little administrative support and concerns
about opposition by parents or community members (Adebayo et al., 2022;
Chavula et al., 2022; Holt et al., 2025; Van Reeuwijk et al., 2023). In some schools,
teachers perceived little institutional protection in relation to sexuality education.
Under such conditions, engagement with CSE tended to become cautious. Lessons
were shortened, discussions avoided or responsibility shifted to external actors
such as visiting health educators or specialised facilitators (Goldfarb &
Lieberman, 2021; Pillay & Mfid, 2024; Pound et al., 2017). Emotional unease, little
instructional confidence and institutional uncertainty frequently appeared
together within the same studies, which suggests that these barriers often operate
in combination rather than as separate influences.

Table 4: Frequency of Barrier Categories Identified in the Reviewed Literature

Barrier Category Number of Studies (n = 30) Percentage (%)
Emotional barriers 18 60.0%
Personal barriers 14 46.7 %
Motivational barriers 24 80.0%

Note. Percentages represent the proportion of reviewed studies reporting each barrier category. As studies
may contribute to multiple categories, totals should not be summed and may exceed 30; however, all values
remain within the total number of studies (n = 30).

4.6 Research Question 2: Influence of Barriers Facing Teachers’ Instructional
Engagement with Sexuality-Related Topics

Several studies describe a similar tendency of sex education being increasingly
focused on biology. Teachers commonly focused on anatomical structures or
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reproductive processes, while discussions about relationships, gender identity,
ethical questions or the broader social dimensions of sexuality received far less
attention. In several studies, this narrowing of content is presented as a practical
way to manage potential controversy. By limiting explanations to biology,
teachers can meet curriculum requirements while avoiding topics that may be
viewed as morally or socially sensitive (Goldfarb & Lieberman, 2021; Venketsamy
& Kinear, 2018).

Another pattern was seen in the management of classroom dialogue. Teachers are
often uncertain when their students ask questions about sexuality, for instance,
about the scientific accuracy of teacher responses and about how they, as teachers,
should respond to such questions in a manner that is pedagogically and socially
appropriate. Therefore, classroom discussion is prone to be more directed.
Teachers were unapologetic about limiting the response to a few facts; in other
cases, they were more teacher-centred. Broader questions that could branch off
into more extensive discussions were redirected or were not taken up (Bourke et
al.,, 2025; Shibuya, Estrada et al., 2023). In this way, the topic was still
acknowledged but the possibility of a discussion that teachers were unprepared
to handle was minimised.

In other situations, teachers choose to delay or ignore the topic. A review of
several studies found that teachers shortened lessons, skipped certain themes or
postponed discussions when they anticipated resistance from parents, the
community or school leaders (Black et al., 2024; Hendriks et al., 2024; Mukoro et
al., 2025). Responsibility for addressing sexuality education was occasionally
transferred to external professionals such as health practitioners or visiting
specialists. This arrangement appeared especially common when teachers
perceived limited institutional backing for handling the topic within their own
classrooms (Pillay & Mfid, 2024; Pound et al., 2017).

According to the literature review, teachers consistently expressed concerns about
professional risk. Decisions about whether and how to address sexuality-related
topics were rarely driven by a single consideration. Emotional discomfort,
uncertainty about teaching readiness, and limited reliance on institutional
support often coexisted and intertwined. Considering these overlapping
pressures, teachers made decisions about whether to include sexuality-related
topics and also adjusted how the content was introduced and discussed in the
classroom. These patterns suggest that teachers’ engagement with sexuality-
related topics is not simply determined by willingness, but is shaped by how they
navigate overlapping emotional, instructional and institutional pressures in
practice.

4.7 Research Question 3: Interaction of Barriers Sustaining Instructional
Silence in Science Education Contexts

Synthesis of the literature review suggests that emotional, personal or
motivational barriers were commonly mentioned collectively rather than
individually. Several studies documented the presence of multiple barriers in a
single context, such as emotional unease, lack of confidence or readiness to teach
and feeling unsupported by the institution (Koch & Beyers, 2023; Pound et al.,
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2017; Shibuya, Sari et al., 2023). These trends indicate that constraints on CSE
implementation often arise as a nexus of related factors that influence how
teachers interact with sexuality-related topics.

Similar patterns of co-occurrence were reported for diverse sociocultural and
policy environments. Studies conducted in different regions described
overlapping affective, personal and institutional conditions influencing teachers’
engagement with CSE in science classrooms (Kagola, 2024; Mukoro et al., 2025;
Sigwavu & Ngobeni, 2025). In these contexts, emotional discomfort, perceived
lack of pedagogical confidence and concerns about institutional or community
reactions were often described together within the same instructional settings.

Table 5 summarises the way different categories of barriers were identified
together in the literature. These descriptive patterns indicate that instructional
silence around sexuality-related topics is often associated with the simultaneous
presence of emotional, personal and motivational constraints. These co-
occurrence patterns describe how barriers appear together in the literature but do
not explain their causal relationships. Interpretation of these relationships is
developed further in the Discussion section.

Table 5: Interaction Patterns Between Emotional, Personal and Motivational Barriers

Facing CSE Integration
Primary Barrier Associated Barrier Reported;nteractlon in the
iterature
Emotional discomfort Low self-efficacy = Emotional tension reduces
(e.g., anxiety, confidence to manage sexuality-
embarrassment) related discussions and encourages
avoidance
Emotional discomfort Motivational Heightened emotional strain
withdrawal increases sensitivity to perceived
professional risk and reduces
willingness to engage with CSE
Low self-efficacy Motivational Limited instructional confidence
constraints weakens motivation to teach CSE,
especially if institutional support is
limited
Motivational constraints Emotional Weak institutional endorsement
(e.g., policy ambiguity, avoidance amplifies teachers” anxiety when
community resistance) they address sexuality-related topics
Motivational constraints Personal Ambiguous curriculum guidance
uncertainty reinforces uncertainty about
pedagogical boundaries
Emotional and personal Sustained Emotional discomfort and low
barriers combined instructional silence confidence stabilise silence as a

professional response
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5. Discussion

5.1 Patterns of Emotional, Personal and Motivational Barriers Facing CSE
Integration

Research on the integration of CSE in science classrooms consistently points to
three sources of difficulty, namely motivational conditions, emotional responses
and teachers’ perceptions of instructional capability. Motivational barriers appear
most frequently in the reviewed studies, followed by emotional discomfort and
then personal capacity challenges. This suggests that teachers” engagement with
sexuality-related topics is shaped not only by individual beliefs or knowledge but
also by institutional expectations and sociocultural pressures surrounding science
teaching.

Motivational barriers are more likely to be evident when curriculum guidelines
are vague or institutional support is weak. Situations like these often result in
teachers bracing themselves for opposition from parents or community members
atlarge, and lead to questions about how closely they can engage with the subject
matter. Even when teachers recognise the importance of sexuality education, their
responses tend to be cautious in situations where professional expectations are
not clearly defined. Research on curriculum implementation also indicates that
teachers’ instructional decisions are closely linked to their sense of organisational
support and professional security (Hannah et al., 2022).

Emotional distress is commonly reported when sexuality-related topics are
brought up in science classrooms. Feelings such as shame, anxiety or concern
about controversy tend to emerge, especially when these topics intersect with
prevailing cultural norms or moral expectations. This trend is consistent with the
wider literature around teacher emotions, which indicates that social-political
topics, in particular, can exacerbate feelings of professional visibility and
vulnerability in the classroom (Buri¢ & Frenzel, 2023).

Perceived teaching competence, furthermore, shapes how teachers engage in
discussions about sexuality. When teachers feel unsure about responding to
students’ questions or facilitating dialogue around the ethical and social
dimensions of sexuality, teachers often limit the depth of classroom interactions.
This can be understood as a form of professional caution, in which reduced
engagement serves as a way to maintain control over potentially sensitive
discussions. Similar findings are reported by Narayanan et al. (2021), who report
that perceived competence plays a central role when teachers encounter topics
characterised by uncertainty and emotional sensitivity.

Some studies report the opposite situation, namely that teachers continue to
address sexuality-related topics despite experiencing emotional or institutional
constraints. Prior professional development, supportive school leadership or
strong commitments to student wellbeing appear to enable more open classroom
discussion (Bourke et al., 2025; Koch & Beyers, 2023). These cases demonstrate
that barriers do not inevitably produce avoidance and that teacher agency can
moderate contextual pressures. Several studies report that limited instructional
time, dense curricula and competing academic priorities sometimes discourage
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extended engagement with sexuality-related topics (Teig et al., 2019). Under these
conditions, instructional silence may reflect pragmatic classroom management
decisions rather than solely emotional or motivational resistance. Overall, the
reviewed studies indicate that barriers to CSE integration rarely stem from a
single factor. Instead, emotional responses, perceived capability and contextual
conditions interact to shape teachers’ instructional decisions, as reflected in the
pathway model proposed in this review (Figure 2).

5.2 How Barriers Shape Teachers’ Instructional Engagement with Sexuality-
Related Topics

The literature reviewed suggests that barriers rarely lead teachers to excise
sexuality-related topics from science instruction. Instead, the content remains
present but is handled cautiously, and instructional adjustments are made to
reduce perceived professional or social risk.

A recurring pattern involves narrowing the instructional scope, and sexuality-
related topics are often confined to explanations of biology. This approach can be
seen as a strategic response to perceived professional and social risk; focusing on
biology content offers curricular legitimacy and reduces the likelihood of value-
based disagreement (Flynn et al., 2011; Goldfarb & Lieberman, 2021). This
tendency is also reflected in the way classroom interactions are managed. When
sexuality-related questions arise, teachers may limit discussion, restrict the
exchange of opinions or redirect conversation to less sensitive, more factual
content. In doing so, classroom dialogue is carefully controlled to avoid
controversy and manage the unpredictability of socially sensitive discussions.

How teachers respond is closely tied to how prepared they feel. When confidence
about handling sensitive questions is limited, discussion tends to remain at a
surface level, particularly in relation to the social and ethical dimensions of
sexuality (Bailie & Gebre, 2023; Tsang et al., 2012). This finding is in line with
social cognitive theory, which posits that perceived ability is an important
determinant of behaviour, especially in uncertain situations (Schunk &
DiBenedetto, 2021). At the same time, these responses are not formed in isolation;
they are shaped by sociocultural contexts that set boundaries on what can be

discussed and how far discussion can develop (Choobe & Yangailo, 2024; Zulu et
al., 2019).

Impending instructional decisions, therefore, are not solely influenced by
pedagogy, because teachers negotiate competing education, emotional, cultural,
and institutional priorities. Similar patterns appear in other socio-scientific
contexts that require classroom dialogue to be carefully managed to handle
potentially controversial issues (Hung, 2020; Sadler et al., 2016). Such conditions
influence not only whether sexuality-related topics are discussed at all, but also
how they are addressed. As a result, discussion is often limited in ways that
constrain more open and exploratory inquiry.

5.3 Interaction of Barriers and the Emergence of Instructional Silence

The reviewed studies show that barriers to CSE integration rarely operate in
isolation. Emotional discomfort, perceived instructional capability and
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motivational conditions frequently appeared together within the same teaching
situations (Koch & Beyers, 2023; Pound et al., 2017; Shibuya, Sari et al., 2023).
Rather than functioning as separate constraints, these factors form an
interconnected system that shapes how teachers interpret and respond to
sexuality-related topics in the classroom.

Similar patterns appear in the way these factors interact and influence teaching
decisions. Emotional discomfort often emerges first, particularly when sexuality-
related topics intersect with sociocultural expectations or moral norms. Feelings
of embarrassment or anxiety can create hesitation at the point where classroom
discussion begins. In this context, the perception of teachers’ instructional
competence becomes more ambiguous. When educators do not have guidance on
how to address sensitive questions or facilitate open discussion, they may feel the
emotional weight of the uncertainty even more strongly and their ability to
engage their students on the depth of the matter may be limited (Buri¢ & Frenzel,
2023).

This change in what is seen as possible occurs not only at the individual level but
also influences the way teachers make sense of their professional context. When
curriculum guidance is unclear or institutional support is limited, uncertainty is
often interpreted as professional risk, and leads to teachers restricting their
engagement despite recognising the value of sexuality education (Choobe &
Yangailo, 2024; Zulu et al., 2019). Instead of withdrawing completely, teachers
adjust their practice by shortening, redirecting or limiting discussion to less
contested content. Over time, these repeated adjustments may stabilise into
instructional silence.

Thus, instructional silence is more accurately seen as a result of competing
pressures, instead of a matter of decision-making. It is the result of emotional
discomfort, perceived limitations in instructional capability and contextual
uncertainty. Comparable interactional patterns have been reported elsewhere in
socio-scientific contexts where teachers manage classroom discussion when they
address contentious or sensitive matters (Hung, 2020; Sadler et al., 2016).

The pathway model presented in Figure 2 is grounded in recurring patterns
identified across the reviewed studies, particularly the consistent co-occurrence
of emotional discomfort, perceived capability and contextual constraints reported
in diverse settings. These interaction patterns correspond closely to the co-
occurrence trends summarised in Table 5, which indicates that emotional,
personal and motivational barriers were frequently reported together and linked
to patterns of instructional adjustment and silence.
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EMOTIONAL PERSONAL MOTIVATIONA SILENCE IN
BARRIERS BARRIERS BARRIERS SCIENCE

(Institutional
and Policy)
CONTEXT

Figure 2: Conceptual Pathway Model of instructional Silence in Science Classrooms

Importantly, the strength of these interactions is shaped by context. In education
settings where curriculum guidance is clear, teacher preparation is sufficient and
institutional support is visible, these constraints tend to weaken. By contrast, in
contexts where sexuality education remains socially contested or policy direction
is unclear, emotional discomfort and motivational uncertainty more readily
translate into cautious engagement or silence (Mukoro et al., 2025; Siqwavu &
Ngobeni, 2025). This suggests that the model may operate differently in different
contexts, and its effects are moderated by the level of institutional and
sociocultural support available to teachers.

Analysing barriers as a system of interacting elements also sheds light on why so
much instructional silence still exists in science classrooms. Teachers” decisions
are shaped not by a single factor, but by a combination of emotional responses,
perceived capability and institutional conditions. Thus, responding to these
challenges needs a concerted effort beyond preparing individual teachers, and
should include clearer curriculum guidance, time- and context-appropriate
approaches to building confidence in managing sensitive discussions and
stronger institutional support at schools. These findings suggest that the model
may be less applicable in contexts with strong institutional support, clear
curriculum guidance and high teacher preparedness, where barrier interactions
are less pronounced.

5.4 Implications and Recommendations for Practice, Policy, and Future
Research

Based on the results of this review, the following recommendations for the
promotion of CSE in science education may be useful. The findings indicate that
improving the realisation of CSE cannot be founded solely on teachers’
knowledge of content, because hesitation is shaped by emotional, professional
and institutional factors. The support, then, needs to go beyond just pedagogical
knowledge and skills to include being prepared to discuss sensitive topics and to
deal with the realities of the classroom. This means that teacher education should
focus less on teaching content and more on working to develop confidence about
dialogue and offering ways to deal with encounter diverse views and experiences
of managing uncertainty. Stronger guidance is also required at the curriculum and
policy levels to address the ambiguity raised by a number of studies.
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Curriculum frameworks could also include real-life examples that illustrate how
sexuality-related topics can be covered through science education (e.g., providing
discussion questions, connections to health literacy and sensitive pedagogical
approaches contextually adapted). Ambiguous instructions or guidelines often
cause teachers to refrain from or prevent more open discussions. Hence, stronger
policy direction, supported by coherent training and assessment systems, would
boost schools” leadership and institutional conditions, thereby further mediating
the translation of these efforts into practice. Supportive leadership, professional
collaboration, and positive interactions with parents and community all may
mitigate risk perception and enhance teacher confidence. Successful
implementation is also contingent on sufficient resources, such as teacher training,
curriculum support, institutional commitment and availability of suitable
materials. Without them, full implementation is unlikely.

Prospective studies could investigate how teachers” emotional reactions evolve
with different teaching methods, and how school- and education system-level
institutional conditions influence instructional decision-making over the course
of a teacher’s career. Longitudinal and cross-context research may also provide
additional insight into the process through which supportive contexts emerge
and are maintained.

6. Conclusion

Efforts to introduce CSE within science education are still facing barriers.
Through synthesis of the reviewed studies, a series of recurring themes related to
the way teachers engage with sexuality-related topics emerged. The literature
consistently documents motivational barriers related to instructional decisions,
emotional unease and beliefs about instructional competence, which indicates
that instructional decisions may be influenced by the teacher’s personal and
situational factors. Rather than completely avoiding the topic, teachers often
modify their instructional engagement by restricting discussions to biological
aspects of reproduction and limiting broader socio-scientific dialogue. When
emotional responses, perceived instructional readiness and contextual pressures
converge, instructional silence may emerge as a stabilised professional response.

This study proposes a pathway model as a conceptual contribution to explain how
emotional, personal and contextual factors interact over time to shape classroom
practice. Viewing barriers as an interconnected system helps explain why
interventions that focus on a single dimension, such as content knowledge alone,
often have limited impact. From a methodological perspective, this study
contributes by applying a qualitative evidence synthesis to integrate findings
across diverse contexts, thereby allowing patterns of interaction to be identified
beyond individual studies.

A constraint of the current review is that the social, cultural and educational
settings of the included studies were not homogeneous, therefore, barriers facing
the integration of CSE in the reviewed studies may manifest in practice. Moreover,
the analysis was confined to peer-reviewed articles published in English, which
could result in publication and language bias.
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Future work to enhance the integration of CSE should focus on both the
preparation of future teachers and improving the readiness of current teachers to
conduct CSE discussions, and institutions and policymakers providing clearer. To
enhance integration of CSE, a multi-level approach within teacher education,
including curriculum design and organisational policy, is needed, instead of
single-level approaches.

Conflict of Interest
The authors declare that there was no conflict of interest regarding the publication
of this article.

7. Acknowledgements

The authors acknowledge the academic and administrative support provided by
the Postgraduate Program in Science Education, University of Jember, throughout
this study. Appreciation is also extended to colleagues and reviewers who offered
constructive insights during the manuscript development process.

8. References

Adebayo, E., Essiet, A. O., Plesons, M., & Watson, K. K. (2022). Commitment, concessions
and compromise. Experiences of building support for and addressing resistance
to sexuality education from. Open Health, 3, 155-167.
https://doi.org/10.1515/ openhe-2022-0027

Adekola, A. P. (2024). X-raying educator-related factors hindering sexuality education
implementation in rural South African schools: Learners’ perspectives. Frontiers
in Education, 9(July), 1-7. https:/ /doi.org/10.3389/feduc.2024.1288183

Alekhya, G., Chinnadurai, A., Dora, S, Patro, S. K., & Sahu, D. P. (2025). “Sexuality
education is a double edge-sword ...”: A qualitative study on perceptions of
schoolteachers on sexual and reproductive health of adolescent girls in Eastern
India. Reproductive Health, 22, Article 145. https://doi.org/10.1186/5s12978-025-
02098-8

Alemi, M., Khanlarzadeh, N., & Tajeddin, Z. (2025). Early career language teachers’
motivation in the making: An ecological perspective on their motivational
resources. System, 132(August), 1-9.
https://doi.org/10.1016/j.system.2025.103685

Anderle, P. de S. R,, Rocha, D. G., de Oliveira, F. M., Carvalho, S., Freitas, C., Santos, V. H.
de L., de Oliveira, B. G., & Murta, S. G. (2025). Social validity of comprehensive
sexuality education effects in the suburbs of the federal district, Brazil: A case
study. Ciéncia & Saiide Coletiva, 30(11), 1-12. https://doi.org/10.1590/1413-
812320253011.11522025EN

Bailie, A. L., & Gebre, E. H. (2023). Barriers to reflective learning: Perspectives of university
students and instructors reflective learning in post-secondary education: A brief
overview. Proceedings of the International Conference of the Learning Sciences, 962~
965. https:/ /doi.org/10.22318/icls2023.374764.

Black, S.,, Watt, S., Koenig, B., & Salway, T. (2024). “You have to be a bit of a rogue
teacher” — A qualitative study of sex educators in Metro Vancouver. The Canadian
Journal of Human Sexuality, 33(1), 109-120. https://doi.org/10.3138/ cjhs-2023-
0047

Bourke, A., Cullen, C., Maunsell, C., & Bourke, A. (2025). Preparing to teach relationships
and sexuality education: Student teachers’perceived knowledge and attitudes. Sex
Education, 25(3), 341-358. https:/ /doi.org/10.1080/14681811.2024.2337860

Braun, V., & Clarke, V. (2008). Using thematic analysis in psychology. Qualitative Research

http:/ /ijlter.org/index.php/ijlter



1061

in Psychology, 3(2), 3-5. https:/ /doi.org/10.1191/1478088706qp0630a

Burié, I, & Frenzel, A. C. (2023). Teacher emotions are linked with teaching quality: Cross-
sectional and longitudinal evidence from two field studies. Learning and
Instruction, 88(December), 1-9.
https://doi.org/10.1016/j.learninstruc.2023.101822

Chavula, M. P., Zuluy, J. M., & Hurtig, A. K. (2022). Factors influencing the integration of
comprehensive sexuality education into educational systems in low- and middle-
income countries: A systematic review. Reproductive Health, 19(1), 1-25.
https:/ /doi.org/10.1186/512978-022-01504-9

Choobe, M., & Yangailo, T. (2024). Factors affecting the teaching of comprehensive
sexuality education among secondary school teachers in Zambia. Population and
Economics 8(3), 46-69. https:/ /doi.org/10.3897 / popecon.8.€112256

Cooper, C., Booth, A., Varley-Campbell, J., Britten, N., & Garside, R. (2018). Defining the
process to literature searching in systematic reviews: A literature review of
guidance and supporting studies. BMC Medical Research Methodology, 18(85), 1-14.
https:/ /doi.org/10.1186/s12874-018-0545-3

Costello, A., Maunsell, C., Cullen, C., & Bourke, A. (2022). A systematic review of the
provision of sexuality education to student teachers in initial teacher education.
Frontiers in Education, 7, Article 787966.
https://doi.org/10.3389/feduc.2022.787966

Critical Appraisal Skills Programme. (2018). CASP qualitative studies checklist. Critical
Appraisal Skills Programme (CASP) part of Oxford Centre for Triple Value
Healthcare Ltd. https://casp-uk.net/casp-tools-checklists/qualitative-studies-
checklist/

De Haas, B.,, & Hutter, I. (2019). Teachers’ conflicting cultural schemas of teaching
comprehensive school-based sexuality education in Kampala, Uganda. Culture,
Health & Sexuality, 12(2), 233-247.
https:/ /doi.org/10.1080/13691058.2018.1463455

De Ruiter, J. A., Poorthuis, A. M. G., & Koomen, H. M. Y. (2021). Teachers’emotional labor
in response to daily events with individual students: The role of teacher—student
relationship quality. Teaching and Teacher Education, 107, Article 103467.
https://doi.org/10.1016/].tate.2021.103467

Descheneaux, J., & Otis, J. (2021). Delivering school-based sexuality education: Examining
determinants of teachers’intention to teach, co-teach or invite a sexual health
educator contribution to the literature. Preprint (Research Square), 1-15.
https://doi.org/10.21203 /rs.3.r5-614504/v1

Diaz, C. T. (2024). Researching youth voices on comprehensive sexuality education: A
literature review of qualitative studies. Encyclopaideia — Journal of Phenomenology
and Education, 28(70), 19-33. https:/ /doi.org/10.6092/issn.1825-8670/18974

Flynn, S., Brown, J., Johnson, A., & Rodger, S. (2011). Barriers to education for the
marginalized adult learner. Alberta Journal of Educational Research, 57(1), 43-58.
https:/ /doi.org/10.55016/ ojs/ ajer.v57i1.55454

Frias-Goytia, G. L., Lojo-Seoane, C., Mallo, S. C., Nieto-Vieites, A., Juncos-Rabadan, O., &
Pereiro, A. X. (2024). A systematic review of quality of life (QoL) studies using the
CASP scale in older adults. Quality of Life Research, 33(11), 2915-2927.
https://doi.org/10.1007 /s11136-024-03750-9

Gelehkolaee, K. S., Maasoumi, R., Azin, S. A. Nedjat, S, & Parto, M. (2021).
Stakeholders’perspectives of comprehensive sexuality education in Iranian male
adolescences. Reproductive Health, 18, Article 26. https:/ /doi.org/10.1186/s12978-
021-01084-0

Goldfarb, E. S, & Lieberman, L. D. (2021). Three decades of research: The case for
comprehensive sex education. Journal of Adolescent Health, 68(1), 13-27.
https://doi.org/10.1016/j.jadohealth.2020.07.036

http:/ /ijlter.org/index.php/ijlter



1062

Greene, A., Stanojevié, 1. S., Sherwood-Laughlin, C., Sangmo, D., Baugh, M., Greathouse,
L., Chow, A., Myers, N., & Galyan, J. (2025). Teachers'perceptions of barriers to
implementing school-based sexual health education for students with intellectual
and developmental disabilities. American Journal of Sexuality Education, 20(4),
536-558. https://doi.org/10.1080/15546128.2024.2429432

Haberland, M. P. H., & Rogow, D. (2015). Sexuality education: Emerging trends in
evidence and practice. Journal of Adolescent Health, 56(1), S15-521.
https://doi.org/10.1016/j.jadohealth.2014.08.013

Hannah, D., Sinnema, C., & Robinson, V. (2022). Understanding curricula as theories of
action. The Curriculum Journal, 33(3), 1-13. https:/ /doi.org/10.1002/ curj.138

Hendriks, ]., Francis, N., Saltis, H., Marson, K., Walsh, J., Lawton, N., & Burns, S. (2024).
Parental opposition to comprehensive sexuality education in Australia:
Associations with religiosity and school sector. Frontiers in Psychology,
15(November). https://doi.org/10.3389/ fpsyg.2024.1391197

Holt, L., Janek, S, & Yamey, G. (2025). Barriers and facilitators to implementing
comprehensive sex education in Texas public schools: A qualitative study. PLoS
ONE, 20(1), 1-13. https:/ /doi.org/10.1371/journal.pone.0316329

Hornyéak, A. (2025). On the edge of the profession: Examining factors influencing
teachers’motivation and retention in the profession in disadvantaged school
environments. I[nternational Journal of Sociology of Education, 14(3), 215-232.
https://doi.org/10.17583 /rise.18179

Hung, Y.-H. (2020). Exploration of teachers” personal practical knowledge for teaching
controversial public issues in elementary school classrooms. The Journal of Social
Studies Research, 44(3), 1-12. https:/ /doi.org/10.1016/j.jssr.2020.04.001

Ito, K., Madeni, F. E.,, & Shimpuku, Y. (2022). Secondary school students’” and peer
educators’ perceptions of adolescent education in rural Tanzania: A qualitative
study. Reproductive Health, 19, Article 109. https://doi.org/10.1186/5s12978-022-
01418-6

Kagola, O. (2024). Foundation phase male teachers’experiences of teaching comprehensive
sexuality education in the Eastern Cape province of South Africa. Perspectives in
Education, 42(2), 252-266. https:/ / doi.org/10.38140/ pie.v42i2.7987

Keogh, S. C., Leong, E., Motta, A., Sidze, E., Monzén, A. S, & Amo-Adjei, J. (2021).
Classroom implementation of national sexuality education curricula in four low-
and middle- income countries. Sex  Education, 21(4), 432-449.
https:/ /doi.org/10.1080/14681811.2020.1821180

Kim, E. J., Park, B, Kim, S. K., Park, M. J,, Lee, J. Y., Jo, A. R,, Kim, M. J. & Shin, H. N.
(2023). A meta-analysis of the effects of comprehensive sexuality education
programs on children and adolescents. Healthcare, 11(8), Article 2511.
https:/ /doi.org/10.3390/healthcare11182511

Koch, R., & Beyers, C. (2023). Teaching comprehensive sexuality education using a praxis
co-created with adolescents. African Journal of Primary Health Care & Family
Medicine, 15(1), Article 3855. https:/ /doi.org/10.4102/ phcfm. v15i1.3855

Koch, R., Wehmeyer, W. (2021). A systematic review of comprehensive sexuality
education for South African adolescents. The Journal for Transdisciplinary Research
in Southern Africa, 17(1), Article al087. https://doi.org/10.4102/ td. v17i1.1087

Kyriacou, C. (2015). Teacher stress and burnout: Methodological perspectives. In J. D.
Wright (Ed.), International encyclopedia of the social & behavioral sciences (2nd ed., pp.
72-74). Elsevier. https:/ /doi.org/10.1016/B978-0-08-097086-8.92087-7

Lafontan, S. R., Jones, F., & Lama, N. (2024). Exploring comprehensive sexuality education
experiences and barriers among students, teachers and principals in Nepal: A
qualitative study. Reproductive Health, 21, Article 131.
https://doi.org/10.1186/512978-024-01876-0

Li, R, Liu, H., Chen, Y., & Yao, M. (2022). Teacher engagement and self-efficacy: The

http:/ /ijlter.org/index.php/ijlter



1063

mediating role of continuing professional development and moderating role of
teaching experience. Current Psychology, 42(1), 328-337.
https:/ /doi.org/10.1007 /s12144-019-00575-5

Liu, J., Gao, J., & Hassan, M. (2025). Teacher-student relationships as a pathway to
sustainable learning: Psychological insights on motivation and self-efficacy. Acta
Psychologica, 254(February), Article 104788.
https://doi.org/10.1016/j.actpsy.2025.104788

Liu, W, Li, J., & Li, Y. (2024). Sexuality education at kindergarten and primary and
secondary school setting across China. Chinese Journal of School Health, 45(1), 46—
50. https:/ /doi.org/10.16835/j.cnki.1000-9817.2024004

Lutaj, L., Mukli, H. G., Gokaj, R., & Muho, A. (2024). Professional anxiety in pedagogical
communication: Mitigating effects of teaching methodology. Journal of Educational
and Social Research, 14(5), 473. https:/ /doi.org/10.36941 /jesr-2024-0152

Macleod, C. L., & Du Plessis, U. (2024). Teaching comprehensive sexuality education in a
traumatized society: Recognizing teachers as sexual, reproductive, and mental
health  frontline  workers.  Frontiers  in  Education,  9(February).
https:/ /doi.org/10.3389/feduc.2024.1276299

Mukoro, J., Setty, E., & Bullock, K. (2025). Cultural conflicts in sexuality education and
stakeholders’ responses to them: A systematic review. Teachers and Teaching, 31(6),
1009-1023. https:/ /doi.org/10.1080/13540602.2025.2452197

Narayanan, M., Ordynans, J. G., Wang, A., McCluskey, M. S,, Elivert, N., Shields, A. L., &
Ferrell, A. C. (2021). Putting the self in self- efficacy: Personal factors in the
development of early teacher self-efficacy. Education and Urban Society, 55(2),
175-200. https:/ /doi.org/10.1177/00131245211062528

Nehm, R. H. (2025). When less is more in living systems: subtractive cognitive biases and
life science learning. Journal of Biological Education, 59(2), 235-238.
https:/ /doi.org/10.1080/00219266.2024.2320106

Noyes, J., Booth, A., Flemming, K., Garside, R., Harden, A., Lewin, S., Pantoja, T., Hannes,
K., Cargo, M., & Thomas, J. (2018). Cochrane Qualitative and Implementation
Methods Group guidance series — Paper 3: Methods for assessing
methodological limitations, data extraction and synthesis, and confidence in
synthesized qualitative findings. Journal of Clinical Epidemiology, 97, 49-58.
https://doi.org/10.1016/].jclinepi.2017.06.020

Page, M. J., Mckenzie, ]J. E., Bossuyt, P. M., Boutron, 1., Hoffmann, C., Mulrow, C. D,,
Shamseer, L., Tetzlaff, J. M., Akl, E. A, Brennan, S. E., Chou, R., Glanville, J.,
Grimshaw, J. M., Hrébjartsson, A., Lalu, M. M., Li, T., Loder, E. W., Mayo-Wilson,
E., Mcdonald, S., ... Moher, D. (2021). The PRISMA 2020 Statement: An updated
guideline for reporting systematic reviews. BM], 372(71), Article n71.
https://doi.org/10.1136/bmj.n71

Pillay, Z., & Mfid, F. H. (2024). Life orientation teachers” perspectives on intersectoral
collaboration management of sexuality education. African Journal of Primary Health
Care & Family Medicine, 16(1), el-e7. https:/ /doi.org/10.4102/ phcfm.v16i1.4703

Pound, P., Denford, S., Shucksmith, J., Tanton, C., Johnson, A. M., Owen, J., Hutten, R.,
Mohan, L., Bonell, C., Abraham, C., & Campbell, R. (2017). What is best practice
in sex and relationship education? A synthesis of evidence, including
stakeholders'views. BMJ Open, 7(5), Article e014791.
https://doi.org/10.1136 /bmjopen-2016-014791

Pratiwi, H., Sujarwo, Syamsudin, A., & Riwanda, A. (2025). How prospective early
childhood teachers make sense of sexuality education? Insights from Islamic
University courses. Sex Education, 1-19.
https:/ /doi.org/10.1080/14681811.2025.2572696

Ramos, M., Guerrero, P., & Kangrieken, K. (2025). Mapping the landscape of teachers’
basic psychological needs: A systematic review of supporting and thwarting

http:/ /ijlter.org/index.php/ijlter


https://doi.org/10.16835/j.cnki.1000-9817.2024004

1064

factors and associated outcomes. Educational Research Review, 49(November),
Article 100739. https:/ /doi.org/10.1016/j.edurev.2025.100739

Rathbone, J., Albarqouni, L., Bakhit, M., Beller, E., Byambasuren, O., Hoffmann, T., Scott,
A. M., & Glasziou, P. (2017). Expediting citation screening using PICo-Based Title-
Only Screening for identifying studies in scoping searches and rapid reviews.
Systematic Reviews, 6, Article 233. https:/ /doi.org/10.1186/s13643-017-0629-x

Rossouw, J. (2024). Balancing faith and duty: Challenges in teaching inclusive sexuality
education. African Journal of Career Development, 6(2), Article al31.
https://doi.org/10.4102/ajcd.v6i2.131 Copyright:

Sadler, T. D., Romine, W. L., & Topcu, M. S. (2016). Learning science content through
socio-scientific issues-based instruction: A multi-level assessment study.
International Journal of Science Education, 38(10), 1622-1635.
https:/ /doi.org/10.1080/09500693.2016.1204481

Sandelowski, M., Voils, C. I, Leeman, J., & Crandell, J. L. (2012). Mapping the mixed
methods—Mixed research synthesis terrain. Journal of Mixed Methods Research,
6(4), 317-331. https:/ /doi.org/10.1177 /1558689811427913

Schunk, D. H., & DiBenedetto, M. K. (2021). Self-efficacy and human motivation. In A. J.
Elliot (Ed.), Advances in motivation science (Vol. 8, pp. 153-179). Elsevier.
https://doi.org/10.1016/bs.adms.2020.10.001

Sealy, P. G. (2019). Pre-service teachers’ beliefs of competence with teaching socially
sensitive issues. Psychology Research, 9(2), 66-80. https:/ /doi.org/10.17265/2159-
5542/2019.02.003

Shibuya, F., Estrada, C. A,, Sari, D. P., Takeuchi, R., Sasaki, H., Warnaini, C., Kawamitsu,
S., Kadriyan, H., & Kobayashi, J. (2023). Teachers’conflicts in implementing
comprehensive sexuality education: A qualitative systematic review and
meta-synthesis. Tropical ~ Medicine  and  Health, 51, Article 18.
https://doi.org/10.1186/541182-023-00508-w

Shibuya, F., Sari, D. P., Warnaini, C., Rivarti, A. W., Takeuchi, R., Jones-Konneh, T. E. C,,
de los Reyes, C., Kadriyan, H., & Kobayashi, J. (2023). The process of overcoming
conflicts among teachers in the implementation of comprehensive sexuality
education at ordinary public senior high schools in Mataram City, Indonesia: A
qualitative study. Tropical Medicine and Health, 51(7).
https://doi.org/10.1186/541182-023-00495-y

Sigwavu, N., & Ngobeni, N. C. (2025). Educators’perception of teaching sexual education
in schools at the O.R. Tambo Coastal District, Eastern Cape. Educational Process:
International Journal, 16. https:/ /doi.org/10.22521/edupij.2025.16.237

Teig, N., Scherer, R., & Nilsen, T. (2019). I know I can, but do I have the time? The role of
teachers’self-efficacy and perceived time constraints in implementing cognitive-
activation strategies in science. Frontiers in Psychology, 10(August).
https:/ /doi.org/10.3389/fpsyg.2019.01697

Thomas, J., & Harden, A. (2008). Methods for the thematic synthesis of qualitative research
in systematic reviews. BMC Medical Research Methodology, 8, Article (45).
https://doi.org/10.1186/1471-2288-8-45

Tsang, S. K. M., Hui, E. K. P., & Law, B. C. M. (2012). Self-efficacy as a positive youth
development construct: A conceptual review. The Scientific World Journal, 2012(1).
https://doi.org/10.1100/2012/452327

Twyford, K. (2025). Beyond getting it right: Understanding vulnerability in professional
learning. Professional Development in Education, 1-21.
https:/ /doi.org/10.1080/19415257.2025.2538206

UNESCO. (2018). International technical guidance on sexuality education: A evidence-informed
approach (2nd ed.). https:/ /doi.org/10.54675/ UQRM6395

UNESCO. (2023). The journey towards comprehensive sexuality education Global status report.
https://doi.org/10.54675/NFEK1277

http:/ /ijlter.org/index.php/ijlter


https://doi.org/10.1186/s41182-023-00495-y

1065

Van Reeuwijk, M., Rahmah, A., Mmari, K., (2023). Creating an enabling environment for
a comprehensive sexuality education intervention in Indonesia: Findings from an
implementation research study. Journal of Adolescent Health, 73(1), S15-S20.
https://doi.org/10.1016/j.jadohealth.2022.07.016

Venketsamy, T., & Kinear, J. (2018). Strengthening comprehensive sexuality education in
the curriculum for the early grades. South African Journal of Childhood Education,
10(1), Article a820. https://doi.org/10.4102/ sajce. v10i1.820 Copyright:

Vilugrén, G. F., Vallejos, E. S., Mella, E. R, Hernandez, C. A., & Troncoso, F. M. (2023).
Regulacién emocional y cultura en contextos escolares [Emotional regulation and
culture in school contexts]. European Journal of Education and Psychology, 16(2), 1-
26. https:/ /doi.org/10.32457 / ejep.v16i2.2201

Visié, M. (2022). Connecting puzzle pieces: Systematic literature review method in the
social sciences. Sociologija, 64(4), 533-562. https:/ /doi.org/10.2298 /SOC2204543V

Zuluy, J. M., Blystad, A., Haaland, M. E. S., Michelo, C., Haukanes, H., & Moland, K. M.
(2019). Why teach sexuality education in school? Teacher discretion in
implementing comprehensive sexuality education in rural Zambia. International
Journal for Equity in Health, 18, Article 116. https://doi.org/10.1186/s12939-019-
1023-1

http:/ /ijlter.org/index.php/ijlter



