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ABSTRACT

Inclusive education rests on the belief that every learner deserves meaningful participation, equitable learning
opportunities, and a sense of belonging in the classroom. Yet making inclusion work in everyday practice is complex
and demanding for teachers who must respond to diverse learner needs while meeting the demands of the whole class.
This study explored the experiences of public elementary school teachers in implementing inclusive education in
mainstream classrooms in Samal District, Schools Division of Bataan, during School Year 2025-2026: how teachers
navigate the realities of inclusion, the challenges they encounter, the strategies they use, and the support they need to
sustain inclusive practice. A qualitative grounded theory design was employed. Data were gathered through semi-
structured, in-depth interviews with ten purposively selected teachers and analyzed through systematic coding (open,
axial, and selective), constant comparison, categorization, memo writing, and theoretical saturation. Bronfenbrenner’s
Ecological Systems Theory, Vygotsky’s Sociocultural Theory, and Florian and Black-Hawkins’ Inclusive Pedagogy
provided complementary lenses for interpreting the classroom, interpersonal, and institutional dimensions of teachers’
experiences. Teachers actively strive to make inclusion meaningful through differentiated instruction, learner
participation, peer support, individualized monitoring, and flexible classroom practices. However, large classes,
limited time and resources, inadequate training, insufficient specialist support, workload, and emotional demands
make inclusion difficult to sustain. Teachers respond through continuous adaptation, reflection, and collaboration, and
they identified needs for practical professional development, specialist assistance, stakeholder communication,
accessible materials, dedicated spaces, funding, and protected preparation time. The experiences generated the
Adaptive Collaborative Support Theory of Inclusive Education, which holds that sustainable inclusion requires not
only committed teachers but also collaborative and responsive school systems. The findings provided the basis for the
proposed INCLUDE-SAMAL Enhanced School Support Program.

Keywords: inclusive education, teachers’ experiences, grounded theory, adaptive collaborative support, school
support program
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INTRODUCTION

Background of the Study

Inclusive education means ensuring that all students, regardless of their differences, can learn together in regular
classrooms. Doing this well requires flexible teaching methods and strong school support (Yap, 2026). Many general
education teachers nevertheless continue to encounter systemic barriers, such as insufficient resources and a lack of
specialized training, which limit their ability to address the complexity of diverse learning needs (Oliveros et al.,
2025). The continuing challenges teachers face, from inadequate pedagogical preparation to the lack of assistive
technology, often result in higher stress levels and suboptimal classroom outcomes (Buenaobra & Belena, 2025). This
gap between inclusive mandates and classroom realities calls for a close examination of the specific professional and
structural challenges educators face (Wang, 2026).

Jabeen et al. (2025) describe inclusive education as a major change in global policy that places diversity at the center
of the agenda in order to provide equitable learning opportunities for all individuals, irrespective of ability or socio-
economic background. The paradigm has received considerable international attention and is a vital mechanism for
dismantling the systemic barriers that have traditionally marginalized learners in public school systems (Aisha et al.,
2025). Kaji and Dutta (2026) likewise confirm that teachers "consistently struggle with inadequate training, limited
knowledge of diverse learning needs, insufficient resources, overcrowded classrooms, and lack of support from
multidisciplinary teams." This mirrors a Philippine study at General Santos City SPED Integrated School, which
identified teacher training as a primary challenge in implementing inclusive education (Esto & Baynosa, 2025).

Inclusive education has become a major strand of present educational reform, focusing on the right of all learners to
access quality education regardless of ability, background, or circumstance. It rests on equity and social justice and
aims to remove the barriers that prevent learners with diverse needs from participating fully in the learning process.
International frameworks that emphasize inclusive approaches in building societies that embrace diversity and human
rights include the Salamanca Statement and the United Nations Sustainable Development Goals (SDGs). In particular,
SDG 4 on Quality Education, Target 4.5, calls for the elimination of disparities in education and equal access to all
levels of education and vocational training for vulnerable groups, including persons with disabilities. This target
directly supports the principles of inclusive education by promoting equitable learning opportunities and addressing
barriers that limit the participation of learners with diverse needs (Urata et al., 2023).

Despite this global shift, the practical application of inclusive policies often falters at the classroom level, where
educators navigate significant systemic barriers and resource limitations (Paredes et al., 2025). Understanding these
first-hand implementation hurdles is essential because the sustainability of inclusive practices relies heavily on
providing educators with targeted resources, training, and systemic backing (Oliveros et al., 2025). By investigating
teachers’ lived experiences, this research aims to identify the specific professional development needs and material
gaps that impede equitable instruction (Buenaobra & Belena, 2025). Teachers are the frontline implementers of
inclusive practices, and their lived experiences provide invaluable insight into the realities of classroom integration
(Donath et al., 2025). Such an inquiry also recognizes both the successes and the struggles teachers encounter,
including limited resources, insufficient training, and the complexity of balancing varied learning requirements (Kaji
& Dutta, 2026).

Findings from this inquiry can serve as a foundation for an enhanced school support program designed to alleviate
these systemic constraints and strengthen teacher efficacy (Yap, 2026). Such an intervention seeks to bridge the gap
between policy mandates and operational classroom realities, addressing issues such as the absence of specialized
curriculum frameworks and insufficient pedagogical resources (Barba & Baguio, 2025), and fostering an environment
in which teachers can use pedagogical strategies such as differentiated instruction and Universal Design for Learning.
The study also stresses the need for collaborative networks between educators and support services to counter systemic
resistance and reduce professional isolation (Bacolor, 2024). The aspiration is to move from reactive support models
toward proactive systems that address challenges such as classroom overcrowding and behavioral management (Dela
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Cruz, 2026). Sustainable inclusion requires a shift from individual effort to robust, school-wide systemic support

(Woodcock & Woolfson, 2018). Inclusive education also promotes shared responsibility and participatory strategies
for tackling educational inequalities within the community, supporting wider initiatives to guarantee inclusive and
equitable quality education and enhance lifelong learning opportunities for all learners (Mancas & Braguta, 2025).

Evidence-based intervention models that integrate sustained professional development with robust collaborative
support systems can equip teachers to navigate the complexities of diverse classrooms. By translating abstract policy
mandates into actionable, school-level practices, such models address the persistent implementation gap that
compromises educational equity for learners with diverse needs (Wang, 2026). The present study, Teachers’
Experiences in Implementing Inclusive Education: Basis for an Enhanced School Support Program, therefore
examines how public elementary school teachers experience inclusion, the challenges they face, the strategies they
use, and the support they require. These experiences inform the identification of patterns and the development of a
substantive theory explaining how teachers negotiate and sustain inclusive education in mainstream classrooms, and
they provide the basis for an improved school support program that increases teacher capacity and promotes inclusive,
equitable, and quality education for all learners.

Theoretical Framework

The study is anchored on Bronfenbrenner’s (1979) Ecological Systems Theory, Vygotsky’s (1978) Sociocultural
Theory, and Florian and Black-Hawkins’ (2011) Inclusive Pedagogy.

Ecological Systems Theory. Bronfenbrenner’s theory explains that an individual’s development and experiences are
influenced by the environments and relationships surrounding them. It proposes five interconnected systems: the
microsystem (immediate relationships and environments such as family, teachers, classmates, and school); the
mesosystem (interactions among these immediate environments, such as parent—teacher collaboration); the exosystem
(external factors that indirectly affect the individual, such as school policies, administrative decisions, and community
resources); the macrosystem (broader cultural, social, economic, and political beliefs and policies); and the
chronosystem (changes and significant events over time). Because these systems influence one another, an individual’s
experiences cannot be understood by looking at the person alone. In inclusive education, the theory suggests that
teachers’ experiences are shaped not only by their interactions with learners but also by relationships with parents and
colleagues, school leadership and policies, available resources, community support, and broader educational policies
and societal attitudes. Successful implementation therefore requires coordinated support across the systems
surrounding teachers and learners, and the theory offers a framework for determining teachers’ needs and designing a
support program that accounts for the many factors affecting implementation.

Sociocultural Theory. Vygotsky’s theory holds that learning and development are strongly influenced by social
interaction, culture, and the tools people use within their environment. Individuals do not learn in isolation; learning
occurs through interaction with teachers, peers, family, and other community members, and language, communication,
collaboration, and guidance serve as forms of mediation. A key concept is the Zone of Proximal Development (ZPD),
the difference between what a learner can accomplish with appropriate assistance and what they can do independently.
Applied to this study, the theory shows that inclusive education depends greatly on collaboration, interaction, and
support. Teachers learn and improve their inclusive practices through experiences with learners, fellow teachers,
school heads, parents, and other stakeholders, and guidance, professional development, mentoring, collaboration, and
shared resources can help them address diverse learner needs. Teachers’ experiences are thus shaped by their social
and professional environment, and understanding them can help identify the support needed.

Inclusive Pedagogy. Florian and Black-Hawkins’ (2011) approach explores how teachers can respond to learner
diversity within ordinary classroom practices. Inclusion should not focus on identifying differences as a reason to
separate learners; teachers should instead develop approaches that provide meaningful learning opportunities for
everyone while recognizing that learners have different needs, abilities, and ways of participating. Inclusive pedagogy
involves extending what is normally available to all learners rather than creating separate or additional approaches
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only for particular learners. Teachers make thoughtful adjustments to their teaching, classroom activities, and support

strategies so that all learners can participate, which requires the knowledge, flexibility, and professional judgment to
respond to differences while maintaining high expectations for every learner. Examining teachers’ experiences can
therefore reveal the challenges they face in adapting instruction, addressing diverse needs, and ensuring participation
for all, and can inform a program that provides appropriate training, resources, collaboration, and administrative
support.

Taken together, the three perspectives are complementary. Bronfenbrenner’s theory explains how teachers’
experiences are influenced by the systems around them, including learners, families, colleagues, school leadership,
policies, resources, and the wider community. Vygotsky’s theory highlights the importance of social interaction,
collaboration, guidance, and professional support in developing teachers’ knowledge and practices. Florian and Black-
Hawkins’ approach emphasizes teachers’ role in providing meaningful learning opportunities for all learners within
ordinary classroom practice. Collectively, they provide a comprehensive lens for examining implementation practices,
challenges, strategies, and support needs, and guide the interpretation of teachers’ experiences and the development
of a substantive theory and an enhanced school support program for Samal District.

Review of Related Literature and Studies
Implementation of inclusive education: concepts, policy, and the implementation gap

Rogahang et al. (2024) define the implementation of inclusive education as the practices and processes teachers and
schools undertake to ensure that learners with varying abilities and special educational needs are included, supported,
and active participants in mainstream classroom learning. It entails tailoring instruction, learning materials, assessment
methods, classroom management, and learning activities to individual needs, and providing equitable opportunities
for participation and achievement. Inclusive education rests on the principle that all learners should have an equal
opportunity to participate, learn, and succeed regardless of ability, background, or circumstance (OECD, 2023; Regmi,
2017). This extends to acknowledging diversity of culture, ethnicity, gender, socioeconomic background, and learning
styles in addition to disability (OECD, 2023; UNICEF, 2017), and it aims to break down barriers to participation.
Dignath et al. (2022) view inclusive education as a fundamental human right and note a move away from medical
labels toward a bio-psychosocial model that considers individual needs and environmental barriers. It is built on the
Social Model of Disability, which sees barriers in education as shortcomings of the system rather than of individuals
(Bibiana et al., 2020), and is complemented by social constructivism and Universal Design for Learning (UDL) as
pedagogical bases for equitable environments that embrace neurodiversity (Jardinez & Natividad, 2024). These
frameworks enable a move toward transformative inclusion, in which pedagogy, assessment, and school cultures are
deliberately restructured to create a sense of belonging for all learners (Ramya, 2020).

Although SDG 4 emphasizes inclusive and equitable quality education, its achievement remains uneven. In a study of
teacher trainees and teacher educators in Ghana, Nketsia et al. (2020) observed that teacher preparation was aligned
to the medical model of special educational needs, limiting the development of inclusive knowledge, values, and
pedagogical practices. Ahmed et al. (2025) found that teacher preparation programs in Pakistan were inadequate for
addressing learner diversity and disability, especially in translating differentiated instruction into inclusive practice.
These studies point to shortcomings in teacher preparation but offer little insight into how practicing teachers confront
these challenges in the mainstream classroom. In the Philippines, a major barrier is the shortage of qualified Special
Needs Education (SNED) teachers, which limits schools’ capacity to provide instructional support and individualized
interventions (Congressional Policy and Budget Research Department [CPBRD], 2023). Effective implementation
requires systemic reform and specialized teacher preparation to address the relationship between inclusive policy and
classroom reality (Dignath et al., 2022); the barriers are interrelated, and institutional constraints and pedagogical
rigidity frequently undermine equitable participation (Chaudhary, 2026). The literature also points to an
implementation gap in translating inclusive theory into practice, with inadequate training and inflexible resource
constraints as common obstacles to differentiated instruction (Gaewen, 2025), a lack of solid evidence-based guidance
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for mitigating the long-term effects of social bias and institutional deficits (Kumar, 2025), and a lack of longitudinal

research on the socio-emotional outcomes of students with special educational needs (Wang, 2026).

Empirical studies show that systemic and organizational barriers impede implementation. Siriban (2025), in a
descriptive-correlational study of 114 primary teachers from 20 elementary schools, identified the absence of teaching
materials, high student—teacher ratios, and insufficient parental cooperation as the primary barriers; a teacher’s
capacity to provide differentiated, responsive instruction is shaped by personal competencies and by the resources and
support available in school and home. Javier (2023) found that teachers and administrators perceived implementation
challenges as high, especially regarding teacher training, specialized facilities, and budget allocation, indicating the
need for institutional investment. Sijuola and Davidova (2022) reported that inadequate physical infrastructure, such
as inaccessible facilities and limited adaptive technology, was associated with reduced academic engagement among
learners with disabilities. Workload and organizational structure also matter: Schmidt and Venet (2022) found that
many general education teachers lacked opportunities to collaborate with special education personnel and identified
lack of time as a major operational barrier, while the European Agency for Special Needs and Inclusive Education
(2024) indicated that the separate organizational structures of general and special education may impede the sharing
of resources, expertise, and support. Teacher beliefs matter as well; implicit biases and low expectations toward
learners with intellectual disabilities can create subtle barriers to participation (Woodcock & Woolfson, 2023), so
successful inclusion depends on professional reflection as well as resources. Policy mandates falter when not backed
by sufficient funding and support at the school level (Buli-Holmberg et al., 2023), leaving schools expected to practice
inclusion without the resources, personnel, time, and organizational mechanisms to do so. Taken together, these
barriers (material resources, class size, workload, infrastructure, funding, collaboration, organizational structures,
preparation, and beliefs) interact and compound one another.

Successful implementation depends on collaboration among teachers, school leaders, families, and communities
(UNESCO, 2017; OECD, 2021), and inclusive systems should provide coordinated and sustainable support that
enables schools to respond to learner diversity (Nolan et al., 2021; UNESCO, 2020). Curriculum adaptation is one
area where policy must be translated into practice. An inclusive curriculum should offer flexible teaching, assessment,
and learning opportunities while maintaining meaningful educational goals, with equity, diversity, individualized
support, and UDL as key components (Kunwar & Adhikari, 2023). Yet teachers often struggle to adapt learning
objectives, strategies, and assessment without compromising academic standards, and to translate inclusive
expectations into classroom practice (Lindner & Schwab, 2025; Werner et al., 2025). Inclusive school culture, defined
as a collective commitment of teachers, school leaders, learners, and families to embrace diversity, promote
participation, and value individual differences (Artiles et al., 2020; Santos et al., 2020), can enhance teachers’ capacity
by promoting collaboration, collective responsibility, and mutual support; learners who experience belonging are more
likely to engage, develop confidence, and achieve positive academic and social outcomes (Artiles et al., 2020; Pijl et
al., 2021). Systemic deficiencies, including a lack of specialized materials and limited professional development,
constrain teachers’ ability to operationalize inclusive pedagogy (Belarda & Belena, 2025), and force educators to
manage difficult behaviors and parental resistance without adequate administrative support, lowering their self-
efficacy for high-quality differentiation (Wang, 2026). This gap between policy ideals and day-to-day instruction
highlights the need to revisit existing school-based support systems (Yap, 2026).

In the Philippine context, Obcial et al. (2025) reported the absence of formal training and sufficient preparation among
many teachers. Yet little attention has been paid to teachers’ adaptation, improvisation, informal learning, and
sustained professional agency under such constraints; previous research has tended to treat inadequate preparation as
a deficit requiring more training rather than exploring lived experiences, coping methods, and sources of support. A
significant gap therefore remains in knowledge of how public elementary school teachers experience and negotiate
the implementation of inclusive education, the strategies they develop, and the forms of school support they consider
necessary (Duncan et al., 2021).
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Teachers’ experiences and preparedness

Steen and Wilson (2020) describe teachers as the critical frontline of inclusive education, whose experiences reveal a
complex landscape of challenges, resilience, and professional growth. Although teachers often express positive
attitudes toward inclusion, implementation reveals significant gaps between policy intentions and practice. A
phenomenological study of Philippine elementary teachers found that participants experienced "equity amidst
inclusivity" while confronting "challenged but competent teachers" who worked to enhance learners’ social skills
despite mainstreaming barriers (Bacus, 2024). Teachers in Nepal reported low self-awareness regarding the education
of students with disabilities and immature perceptions of inclusion, alongside a desire for more administrative support
and professional development (Shrestha et al., 2023). Singaporean teachers had generally positive attitudes toward
inclusion, but their practical experiences were more negative than positive, most notably the stress resulting from
difficult behaviors and the instructional challenge of meeting diverse needs (Yeo et al., 2014). Philippine teachers
reported meaningful professional development and movement toward learner-centered approaches but stressed the
need for stronger institutional support, resources, training, and recognition (Galutera, 2025).

Teacher preparation, knowledge, and ongoing professional support are key to successful implementation.
Chigwenembe (2026) reported that inadequate pre-service training and limited professional development may leave
teachers unprepared to adapt instruction, implement UDL, and develop meaningful Individualized Education
Programs (IEPs). Crispel and Kasperski (2021) found that ongoing professional development increases teachers’
confidence and capability to cater to diversity, particularly through differentiated instruction; without it, teachers
experiment with methods and accommodations and remain unsure whether they are doing the right thing. Professional
development should therefore be an ongoing process rather than a one-off requirement. In their systematic review,
Cabello et al. (2025) observed that Philippine teachers hold positive dispositions toward inclusion but that these are
insufficient without clear policy directions, continuous professional development, adequate resources, and stakeholder
collaboration; persistent challenges included poor teaching and learning materials, overburdened teachers, late
identification of students with special needs, and a lack of consensus on the concept of inclusive education. Rubillar
(2025) found that general education teachers face environmental barriers, both external and internal, implying
challenges at the classroom level (instruction, resources), the school level (structures), and the institutional level
(support). At the classroom level, Salguet (2025) studied nine MAPEH teachers in Bagabag National High School,
Nueva Vizcaya, and found that choosing appropriate strategies and reinforcements, identifying customized
educational needs, and accommodating learners with disabilities was a rewarding experience, yet teachers felt
unprepared owing to a lack of formal training, limited materials, inadequate facilities, and insufficient stakeholder
support. Collectively, these studies show that teacher disposition toward inclusion is promoted or impeded by
professional preparation, resources, institutional support, and stakeholder collaboration, and that inclusion is a shared
responsibility across teacher, school, and system levels.

Readiness is a recurring theme. Manguilimotan et al. (2023) highlighted the importance of preparedness, UNESCO
(2009) stressed inclusive curricula, effective teaching strategies, professional development, and sufficient resources,
and Gheyssens et al. (2022) emphasized that training, support services, and institutional mechanisms are essential in
translating policy into classroom practice. Moon (2023) reported that teachers were somewhat ready in classroom
instruction, curriculum implementation, assessment, and learner monitoring, with readiness associated with
participation in training and seminars. DepEd highlighted the growing diversity of learners and the need to equip
teachers with the knowledge, skills, and attitudes to address it (DepEd, 2018, as cited in Dioso et al., 2022). Evangelico
(2025) found that teachers in Catholic schools had high knowledge and readiness but reported high levels of challenge
related to limited resources, training, and support, and that elementary teachers may need more support given younger
learners’ developmental needs. Gonzaga et al. (2024) found that general education teachers felt ready yet encountered
challenges: gaps in specialized training, limited resources, poor infrastructure, and insufficient institutional support.
Zegeye (2022) found that Ethiopian primary teachers did not feel adequately prepared because pre-service preparation
did not sufficiently develop inclusive competencies; teaching experience contributed to confidence, but continuous
professional development was still needed. Dayso et al. (2025) similarly reported that lack of training and inequalities
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in policy execution remain major issues, so success depends not only on placing learners in regular classes but on

teachers’ ability to respond to their needs.

Knowledge does not automatically translate into confident practice. Malaysian mainstream teachers understood
inclusive policies for learning disabilities, but many were hesitant to welcome diverse classrooms (Seman et al., 2021).
Zrig (2025) found that teachers gradually develop strategies for mixed-ability classes through experience, yet adapting
instruction remains challenging and requires ongoing support. White and Fletcher (2026) identified personal teaching
approaches, school limitations, school culture, and professional experience as interacting factors, and Isyatirradhiyah
et al. (2025) recognized the importance of ongoing professional development, stakeholder collaboration, and adaptive,
innovative strategies. Atanasova and Papen (2026) found that UK university teachers valued student diversity and
developed inclusive approaches but encountered institutional challenges. Materechera (2020) found that South African
teachers supported inclusion but faced limited time, large classes, and inadequate training, so commitment must be
supported by resources, working conditions, and institutional support. Nimante and Kokare (2022), studying 1,590
Latvian teachers, found that teachers perceived themselves as competent yet had difficulty with curriculum
differentiation and early identification of needs. In a review of 36 studies, Lindner et al. (2023) found neutral or mixed
attitudes among primary teachers, varying by type of disability. Griful-Freixenet et al. (2021) pointed to school
support, resources, clear policies, and continuous development as requirements for success; Gheyssens et al. (2022)
to differentiated instruction and institutional support; and Demchenko et al. (2021) to preparedness and competence.
Francia and Siy (2024) showed that inclusion depends on the cumulative effect of teacher readiness, collaborative
support, resources, and favorable school conditions, while Webster (2022) argued that placement alone does not ensure
equitable participation and that structural barriers can lead to separation and marginalization.

Self-efficacy and emotional well-being are closely tied to readiness. A large meta-analysis found that teacher self-
efficacy was associated with willingness to include learners with special educational needs and with reduced anxiety
(Yada et al., 2022); strong pre-service training can protect against burnout in under-resourced schools (Werner &
Shulman, 2023). Practical, hands-on preparation builds confidence better than theory alone (Specht & Metsala, 2023);
initial teacher education should offer practical competencies in behavior management and lesson adaptation (Mintz et
al., 2022); and teachers with higher self-efficacy adapt their methods to specific learners rather than using whole-class
approaches (Savolainen et al., 2022). Practical experience, mentorship, and interpersonal support contribute to self-
efficacy (Fairbrother et al., 2025), and teacher education should integrate theory and practice, UDL, mentorship, and
ongoing development (Kimhi & Bar Nir, 2025). Professional development must go beyond one-off workshops: peer
observation, mentoring, and collaborative reflection lead to more sustainable change (European Agency for Special
Needs and Inclusive Education, 2025); Professional Learning Communities (PLCs) allow general and special
education teachers to reflect and plan together (Sharma & Nuttall, 2022); hands-on training is valuable for complex
behaviors (King & Dockrell, 2022); professional development should consider the intersection of disability with other
aspects of diversity (Waitoller & Super, 2023); and effective development is sustained, tied to teachers’
responsibilities, and connected to classroom realities (Darling-Hammond et al., 2023). Emotional factors also matter:
effective teacher emotional regulation was associated with better teacher—student interaction, classroom climate, and
participation of learners with autism (Hernandez Gonzalez et al., 2024), so support should address emotional and
interpersonal demands as well as instructional competence.

Philippine studies describe teachers’ experiences in similar terms. Beltran et al. (2025) characterize teachers’
experiences as the lived professional experiences of planning, delivering, adapting, and assessing instruction,
collaborating with parents and other personnel, and promoting equitable participation. Macabenta et al. (2023) found
that teachers engaged in professional development, enacted inclusive policies, and used pedagogical innovations, but
reported a lack of special education training, limited resources, and insufficient support services. Mabeza and Villacruz
(2025) stressed that teachers must continually adapt methods, resources, classroom control, and evaluation to learner
differences. Lanorio and Albino (2026) found that teachers succeeded through differentiated instruction, engagement
strategies, and supportive practices but were limited by training, large classes, resources, lack of SPED personnel, and
unclear policies; Omoso and Villarente (2024) found that teachers practiced inclusion despite limited training and
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institutional support, often creating their own strategies. Navarro (2022) noted that many public schools lack

classroom facilities, ICT access, and other supports, so inclusion cannot be sustained by teachers’ efforts alone. The
Department of Education (2023) pointed to teacher aides, early assessment tools, manageable class sizes, and localized
learning materials as important supports for public elementary schools, and Chow et al. (2023) to appropriate
materials, access to specialists, classroom aides, and sufficient time.

Strategies for inclusive teaching and whole-school support

Effective inclusion requires teachers to depart from a one-size-fits-all approach and offer flexible opportunities that
respond to differences in readiness, interests, and needs. Novak (2022) highlighted UDL as an approach that embeds
multiple means of engagement, representation, and expression in regular lesson planning rather than treating
accommodations as additional interventions, and Tomlinson (2023) stressed assessing readiness through informal
classroom checks and adjusting content, activities, and tasks. Structured peer tutoring produced substantial
improvements in task completion and social interaction among learners of different ability levels (Bond & Castagnera,
2022); modified rubrics and formative visual assessment increased participation of learners with special needs (Maher
et al., 2023); multisensory strategies improved reading comprehension among students with attention problems
(Garcia & Lim, 2023); and step-by-step cognitive strategies with clear visual aids can build focus and confidence
(Mitchell & Sutherland, 2023). Wang (2026) reported positive results from structured scaffolding, assistive
technology, and flexible grouping, including improved academic performance and self-esteem. Inclusive instruction
is thus enhanced by differentiated instruction, scaffolding, assistive technology, flexible grouping, peer support, and
accessible assessment.

Classroom practice cannot be sustained by individual effort alone. Sustainable inclusion involves school leaders
creating a collaborative culture and sharing leadership (Fullan & Quinn, 2023), and leaders play a role in fostering
equity and providing resources and professional support (Leithwood & Sun, 2022). Treating parents of learners with
special needs as real educational partners can enhance learner involvement and well-being (Epstein et al., 2024);
partnerships with community organizations, health providers, nonprofits, and therapists expand support (Gross et al.,
2023); and an inclusive school climate depends on open communication, trust, and shared responsibility among
leaders, teachers, parents, and support personnel (Haines et al., 2022). At the classroom level, teachers need practical
strategies such as UDL, differentiated instruction, peer tutoring, flexible assessment, multisensory instruction,
scaffolding, visual supports, and assistive technology; at the school level, these must be supported by good leadership,
professional collaboration, family involvement, community partnerships, adequate resources, and a culture of trust.

Related studies on outcomes, policy, and teacher efficacy

Inclusion benefits the whole school community. Sumner et al. (2020) note that inclusive settings allow learners with
special needs to develop relationships with peers while other learners develop understanding, empathy, and respect
for differences, helping to reduce stereotypes and increase acceptance and belonging, in line with SDG 4 (Urata et al.,
2023). Inclusive classrooms do not necessarily harm academic achievement and may support engagement,
participation, and cognitive development (Delogu et al., 2023), and inclusive practices support social skills and
acceptance (Brady et al., 2024). Achieving these outcomes takes more than placing diverse learners in one room: a
long-term professional development program for school teams in Estonia identified leadership, collaboration,
stakeholder commitment, sufficient resources, a whole-school approach, and external expert support as conditions for
success (Kivirand et al., 2022).

Policy implementation matters. Inconsistent and poorly implemented policies create significant barriers to inclusion
(Brady et al., 2024), and the lack of defined strategies to address discrimination and support students facing academic
challenges can impede inclusive goals (Trent et al., 2021). SH and Supriyono (2024) identified teacher training, policy
implementation, resource availability, and socioeconomic conditions as influences on effectiveness: well-prepared
teachers, supportive policies, and inclusive curricula are linked to good learner outcomes, while resource gaps, limited
preparation, and inconsistent implementation remain obstacles. Subarna et al. (2022) reported that personalized
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planning, collaborative support, and differentiated teaching enable learners with disabilities to succeed in regular
classrooms. Pechous (2026) showed that inclusion is more successful with co-teaching, targeted professional
development, and UDL; learners with disabilities made greater reading gains in classrooms led by teachers trained in
inclusive practices, and teachers gained confidence and commitment through collaborative, ongoing development.
Bas (2022) reported that teachers’ confidence is significantly affected by student-related factors (notably parental
involvement) and school-related factors (notably class size). Woolfson (2025) emphasized a coherent framework,
effective resource sharing, and teacher-centered practices, and argued that inclusion should be evaluated through
learners’ overall well-being and psychological development as well as academic and social outcomes.

Finally, the literature indicates that placing learners with special educational needs in mainstream classrooms does not
by itself constitute meaningful inclusion. Inclusive education requires an interconnected approach comprising
inclusive policies and systems, flexible curriculum and instruction, teacher capacity, and a supportive school culture.
Policies set expectations, but teachers translate them into practice and may need explicit guidance, practical
approaches, collaboration, and organizational support (Lindner & Schwab, 2025; Werner et al., 2025). Understanding
teachers’ real experiences, challenges, and strategies is therefore important for identifying the support they need, and
such insights can be used to strengthen school support systems and to design interventions that are more feasible,
responsive, and sustainable.

Conceptual Framework

The paradigm of the study (Figure 1) follows the Input—Process—Output (IPO) model and is anchored on the grounded
theory approach, which aims to develop a substantive theory from the experiences of public elementary school teachers
implementing inclusive education in mainstream classrooms.

Figure 1. Paradigm of the study

Input Process Output
Teachers' Experiences in Grounded Theory
Implementing Methodology
Inclusive Education in 1. DATA COLLECTION
Mainstream Classrooms e Interviews e SUBSTANTIVE
THEORY
e Implementation || 2. DATA ANALYSIS [ |
Practices e Coding and Constant e ENHANCED
e Challenges Comparison SCHOOL PROGRAM
Bicountesed e (Category Develppment
. e Theme Generation
Strategies Employed e Identification of Core
Support Needs Category

The Input is teachers’ experiences in implementing inclusive education, explored through four dimensions:
implementation practices (how teachers carry out inclusive education in regular classrooms), challenges encountered
(the difficulties and barriers teachers face in accommodating learners with special needs), strategies employed (the
pedagogical and behavioral approaches used to address challenges and support inclusive learning), and support needs
(the administrative, material, professional, and other assistance teachers require). The Process applies grounded theory
methodology: data are gathered through interviews and systematically analyzed through coding and constant
comparison, category development, and theme generation, allowing significant concepts and patterns to emerge;
through continuous analysis and refinement, a core category is identified that integrates the major findings. The
Output is a substantive theory and an Enhanced School Support Program for Inclusive Education in Samal District,
informed by the theory and findings and designed to address teachers’ needs by strengthening administrative support,
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expanding professional development, improving access to instructional materials and resources, and promoting

stakeholder collaboration.
Research Problem and Questions

Despite growing evidence on inclusive education, little is known about how public elementary school teachers in the
study context experience and negotiate its implementation. The general problem was: How do public elementary
school teachers describe their experiences in the implementation of inclusive education in mainstream classrooms in
Samal District during School Year 2025-2026? Specifically, the study sought to answer the following questions:

* RQI. How do public elementary school teachers implement inclusive education for learners with special
needs in mainstream classrooms?

*  RQ2. What challenges do teachers encounter in implementing inclusive education?
*  RQ3. What strategies do teachers employ to address these challenges?
*  RQ4. What support do teachers need to implement inclusive education more effectively?

* RQS5. What substantive theory can be generated from teachers’ experiences implementing inclusive
education?

* RQ6. Based on the substantive theory and the findings, what enhanced school support program may be
proposed for inclusive education in Samal District?

Significance of the Study

The findings are significant to the following groups. Learners with special and diverse educational needs may benefit
because a school support program grounded in teachers’ experiences can lead to more responsive instruction, better
accommodations, and a stronger sense of belonging; by understanding how teachers navigate barriers and apply
inclusive strategies, schools may create environments where all learners, particularly those at risk of exclusion,
experience improved academic progress, social participation, and emotional well-being. Teachers gain a voice for
their actual experiences in public schools in the Schools Division of Bataan, and the documentation of challenges and
effective practices may guide targeted professional development, coaching, and peer-support mechanisms that respond
to real training needs, workload concerns, and classroom management issues. School heads, district supervisors,
and division officials obtain evidence on how inclusive education policies and programs are translated into practice,
which may strengthen school support programs, particularly Learning Action Cells (LAC) and In-Service Training
(INSET), and promote more consistent practices across schools. Parents may be encouraged toward stronger home—
school collaboration, guided parent engagement, and advocacy for appropriate services and resources. Communities
may better understand their role in supporting inclusion beyond the school walls; by highlighting community attitudes,
resource mobilization, and partnerships, the study could guide efforts to reduce stigma, promote acceptance, and foster
an inclusive culture, contributing to wider goals for equitable and inclusive education through collaboration among
schools, families, and community stakeholders. Future researchers gain an addition to local literature on teachers’
experiences in inclusive education and a conceptual and empirical basis for developing or refining school-based
support models that can be replicated or adapted in divisions with similar contexts.

Definition of Terms

* Teachers’ experiences refer to the personal and professional experiences, observations, perceptions, and
reflections of public elementary school teachers in implementing inclusive education in their regular
classrooms, including how they work with diverse learners, modify instruction, meet challenges, collaborate
with others, and respond to the needs of learners with special educational needs.
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* Implementing inclusive education refers to what teachers and schools do to ensure that learners with special
educational needs have real opportunities to participate, learn, and interact in mainstream classrooms,
including changes to teaching delivery, learning materials, class management, assessment, and other aspects
of pedagogy.

* Inclusive education is an approach that promotes the participation and learning of all learners, regardless of
ability, disability, background, or individual differences, in a supportive and responsive environment. This
study focuses on the inclusion of learners with special educational needs in regular public elementary
classrooms.

* Learners with Special Educational Needs (LSENs) are learners who need additional, modified, or
specialized educational support due to disabilities, developmental differences, learning difficulties, or other
conditions that may affect participation and learning in the regular classroom.

* School support program is a systematic package of interventions, resources, services, and support
mechanisms provided by the school to enable teachers to meet learners’ requirements and implement
inclusive education effectively, which may include professional development, instructional resources,
technical assistance, collaboration, mentoring, and administrative support.

*  Enhanced school support program refers to the proposed school-based support mechanisms resulting from
the study, intended to respond directly to the experiences, challenges, strategies, and support needs expressed
by teachers.

© 2026 Advancing SDG Impact. All rights reserved.

2370



ovlly AN INTERNATIONAL,
oY PEER-REVIEWED,
I A % OPEN ACCESS JOURNAL

- 0

AW
B R | e o .
M www.jasdg.com

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

METHODS

Research Design

The study used a qualitative grounded theory design, with semi-structured, in-depth interviews as the primary data-
gathering technique. Interviews gave teachers the opportunity to describe openly their experiences, challenges,
strategies, and support needs in implementing inclusive education. Grounded theory was chosen because it can
generate an in-depth understanding of teachers’ actual experiences and a strong empirical basis for developing an
Enhanced School Support Program responsive to identified needs, challenges, and practices (Ayaya & Makoelle,
2020). Data were analyzed through constant comparative analysis, systematic coding, categorization, memo writing,
and theoretical saturation to identify recurring patterns and relationships among teachers’ experiences. Focus group
discussions, classroom observations, and document analysis were considered as supplementary sources when
appropriate, to support triangulation; the findings reported in this paper are drawn from the interview data (see Figure

1).
Participants and Sampling

Participants were public elementary school teachers of Samal District, Schools Division of Bataan, who had personally
experienced implementing inclusive education in regular or mainstream classrooms. They were selected purposively
using three inclusion criteria: (1) currently teaching in a public elementary school in the district; (2) experienced in
teaching learners with special or diverse educational needs in an inclusive classroom; and (3) having adequate
experience to provide meaningful information on the challenges, strategies, and support received in implementing
inclusive education. Ten teachers (P1-P10) participated. Participation was voluntary, and informed consent,
confidentiality, and other ethical requirements were observed throughout. The participants were the primary data
sources for understanding teachers’ experiences and formulating the Enhanced School Support Program.

Research Instrument

The main instrument was a researcher-made semi-structured interview guide, developed from the research questions
and the literature on inclusive education and organized by the study’s objectives (Appendix A). It consisted of open-
ended questions on teachers’ experiences in managing learners with different educational needs, challenges
encountered, strategies and practices used, support received from school administrators and colleagues, resource and
professional development needs, and recommendations for strengthening school support. Each research question
(RQ1-RQ4) was addressed by four questions, presented in English with Filipino translations. During the interviews,
follow-up and probing questions elicited elaboration of important experiences and emerging ideas. Interviews, which
were expected to last approximately 30 to 60 minutes, were audio-recorded with informed consent and supplemented
with field notes.

Instrument Construction and Validation

To establish content validity, the initial interview guide was submitted to experts in qualitative research, inclusive
education, and educational management: Dr. Ronaldo A. Punla (qualitative research), Godlyn Pearl A. Matacot
(Special Education Teacher I), and Dr. Noah V. De Lara (head teacher and leader in educational management). The
experts assessed the questions for relevance, clarity, appropriateness, and alignment with the study objectives, and
their comments and recommendations were incorporated. The guide was also piloted with teachers who had
characteristics similar to the intended participants but were not included in the final study, to determine clarity,
appropriateness, and reliability, and the questions were refined accordingly.

Data Gathering Procedure

Data gathering began after approvals and permissions were obtained from the Samal District Office and the concerned
school heads. Qualified participants were identified through purposive sampling and gave informed consent. Data
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were collected through semi-structured in-depth interviews using the validated guide; interviews were recorded with

permission and supplemented with field notes, then transcribed, coded, and analyzed using constant comparative
analysis. Further interviews were conducted until theoretical saturation was achieved. All data were treated as
confidential and used for study purposes only.

Data Analysis

With participants’ consent, interviews were audio-recorded, transcribed verbatim, and checked against the recordings
for accuracy. Transcripts were organized, coded, and analyzed to identify significant statements, recurring ideas, and
patterns related to teachers’ experiences. Because the study aimed to generate a substantive theory, grounded theory
coding procedures were applied: open coding to identify meaningful concepts in participants’ statements; axial coding
to examine relationships among concepts and group related codes into categories; and selective coding to integrate the
major categories around a central phenomenon. Constant comparison was used throughout (data with data, codes with
codes, categories with categories), and memo writing documented analytic insights and decisions. Data collection and
analysis proceeded iteratively until sufficient conceptual depth was reached and no substantially new categories or
relationships emerged. The resulting themes and substantive theory were supported by participants’ statements and
served as the basis for the proposed program. The coding matrices are summarized in the results tables.

Trustworthiness

Rigor was established through credibility, transferability, dependability, and confirmability (Adler, 2022; Guha et al.,
2021). Credibility was ensured through in-depth interviews, probing questions, and member checking, in which
participants reviewed their transcripts and emerging interpretations to verify that their experiences were accurately
represented. Transferability was addressed by describing the context, participants, and findings in sufficient detail for
readers to judge applicability to similar settings. Dependability was established through an audit trail documenting
data collection, transcription, coding, analysis, and the development of themes and theory, with detailed
documentation of procedures, decisions, and data management. Confirmability was strengthened through reflexive
journaling, documentation of analytic decisions, and the use of participants’ statements to support findings (Adler,
2022; Ahmed, 2024).

Ethical Considerations

The study followed ethical principles to safeguard participants’ rights, privacy, and welfare. Informed consent was
obtained before participation, after participants were given a clear description of the purpose, procedures, and possible
consequences of the study. Participation was entirely voluntary, and participants could withdraw at any stage without
penalty. Confidentiality was ensured through pseudonyms and secure data storage; data were reported so that no
individual teacher or school could be identified. Institutional research protocols were followed, and the necessary
approvals and permissions were obtained from the concerned authorities.

Scope and Delimitation

The study focused on public elementary school teachers in Samal District, Schools Division of Bataan, who handled
learners with special needs in regular or mainstream classrooms during School Year 2025-2026. It examined how
teachers implement inclusive education, the challenges they encounter, the strategies they employ, and the support
they perceive as necessary (professional development, instructional resources, classroom management, collaboration,
administrative assistance, and access to specialized services). Other districts of the division were not included, which
provides a focused, context-specific understanding of conditions, practices, and support structures in the district. The
resulting theory and proposed program apply primarily to contexts with similar conditions and may not be directly
generalizable to all public elementary schools or other districts.
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RESULTS

The findings are organized by research question (RQ1-RQ4), followed by the substantive theory (RQS5) and the
proposed school support program (RQ6). Verbatim statements are attributed to participants (P1-P10); statements
originally in Filipino are retained with English translations in brackets. The summary matrices (Tables 1-4) capture
the dual experience of fulfillment and burden inherent in inclusive teaching.

Implementation of Inclusive Education (RQ1)

Teachers implemented inclusive education through active learner participation, differentiated instruction, peer
support, and individualized monitoring. Their narratives show that inclusion involves more than placing learners with
special needs in mainstream classrooms; it requires adjusting lessons, activities, instructions, assessments, and
classroom interactions, and helping learners feel accepted, respected, and involved in the regular life of the class.
Although implementation was challenging, teachers found meaning and fulfillment when learners made progress,
participated, and gradually developed confidence and independence. Five themes emerged (Table 1).

Theme 1: Inclusive education as challenging but meaningful

Participants described teaching learners with special needs in mainstream classrooms as challenging, demanding, and
emotionally exhausting, citing classroom behavior, communication barriers, differences in learning pace, limited
attention, and the need to support these learners while teaching the rest of the class.

"My overall experience... is difficult and challenging. It involves lots of patience, strategies, and appealing activities."
(P3)

"Nakakapagod siya, challenging, nakaka-stress pero fulfilling [It is tiring, challenging, stressful, but fulfilling]." (P6)

"At first, medyo challenging [a bit challenging] because 1 have to understand the learner’s condition, behavior,
learning needs, and limitations." (P5)

These accounts show that inclusion requires teachers to perform multiple roles at once: instructor, behavior facilitator,
emotional supporter, and classroom manager. Yet teachers also described the work as rewarding. P2 felt "happy and
fulfilled" when learners improved and participated, and P5 expressed satisfaction when learners gradually followed
lessons.

"As I see them improve and participate in a class, I feel happy and fulfilled as a teacher." (P2)

"Kapag nakikita kong may progress sila... it is already very rewarding for me as a teacher [When I see that they are
making progress... it is already very rewarding for me as a teacher]." (P5)

P5 emphasized that inclusion is not simply placing a learner with special needs in a regular classroom but helping the
learner participate and feel that they belong. The theme thus reflects a dual experience of burden and fulfillment: small
improvements in participation, confidence, and learning provide emotional rewards that reinforce commitment to
inclusive practice.

Theme 2: Participation in regular classroom activities

Teachers implemented inclusion by involving learners with special needs in the ordinary life of the classroom,
including group activities, games, pair work, classroom responsibilities, recitation, and regular lessons. P5 stated that
learners were not immediately isolated or separated, and P9 explained that the learner was included in all regular
activities and seated where he could see and hear the teacher clearly. Inclusion was thus understood as active
participation rather than mere physical placement.

"I let them join group activities, classroom games, and other learning tasks." (P2)
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"I give them opportunities to work with their classmates through pair work, group activities, games, and classroom
responsibilities." (P5)

"I include my learner in all regular activities." (P9)

Teachers also deliberately protected learners from embarrassment, exclusion, and negative treatment. P4 stated that
the learner should not be embarrassed in front of classmates, and P7 stressed, "Hindi mo siya pwedeng ii-etsapuwera"
[You cannot exclude or brush them aside]. Teachers were sensitive not only to academic access but also to social
belonging and dignity, viewing the classroom as a community in which learners with special needs should be accepted
and given meaningful roles.

Theme 3: Differentiated and flexible instruction

Differentiated instruction emerged as a central response to learner diversity. Teachers reported simplifying
instructions, repeating explanations, modifying materials, adjusting activities, providing additional time, and assigning
tasks according to individual abilities. P4 noted that some learners needed simpler instructions, repetition, or more
time; P6 explained that teachers provided easier activities more closely matched to learner needs; and PS5 described
giving a different but related task when the regular activity was too difficult.

"Others need simpler instructions, repetition, or more time to finish the activity." (P4)

"Nagbibigay kami ng activities na kung saan mas madadalian sila at mas tugma doon sa needs nila [We provide
activities through which they will find it easier and that are more aligned with their needs]." (P6)

"If the regular task is too difficult, I simplify the instructions or give them a different but related task." (P5)

"Dapat gumawa ka ng ibang paraan o ibang activity na makukuha mo attention nila [You should find another way or
create a different activity that will catch their attention]." (P8)

"We need to adjust the way we teach depending on the needs and abilities of the child." (P4)

Modified activities allowed learners to participate in the same lesson at an appropriate level of difficulty.
Differentiation also involved flexibility in pacing and teacher attention: teachers did not limit progress to correct
answers or grade performance but adjusted support according to the learner’s response.

Theme 4: Peer-supported participation and acceptance

Peer support helped learners with special needs participate. Teachers paired learners with classmates, assigned buddy
helpers, included them in group work, and encouraged other pupils to assist respectfully. P6 explained that support
should not come only from the teacher; P9 used buddy helpers; and P5 assigned peer buddies when appropriate. These
practices reduced the teacher’s sole responsibility for assistance and created opportunities for social interaction and
cooperation.

"I also encourage their classmates to help and work with them." (P2)

"Hindi lang ako yung nakakatulong sa kanila pati yung classmate nila [I am not the only one helping them; their
classmates help too]." (P6)

"I pair him with their classmates as buddy helpers." (P9)
"T assign peer buddies whenever appropriate.” (P5)

Peer support also contributed to confidence and acceptance. P4 encouraged classmates to be supportive and respectful,
and P7 oriented the class about the learner’s situation using appropriate and respectful language.
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"I also encourage their classmates to be supportive and respectful." (P4)

"Kailangan ma-encourage sila, para ma-ano yung self confidence nila [They need to be encouraged so that their self-
confidence can be built up]." (P7)

Peer involvement served both instructional and social purposes: classmates helped learners complete tasks and helped
them feel accepted. For peer support to remain effective, however, it should be guided by the teacher and implemented
in ways that avoid labeling, dependency, or embarrassment.

Theme 5: Individualized assessment and progress monitoring

Teachers monitored progress through worksheets, written work, performance tasks, examinations, recitation,
observation, anecdotal records, and individual conversations. P3 kept records of worksheets, performance tasks,
written works, and examinations; P6 used daily observation and anecdotal records; and P10 assessed the learner
individually and allowed ample time to complete the assessment. Teachers thus used both formal and informal
information to understand learner development.

"I have the record for worksheets, performance tasks, written works and examinations." (P3)

"Na-observe ko sila daily... nagagawa ako ng anecdotal record [I observe them daily... I make anecdotal records]."
(P6)

"I assess them individually... and give them ample time to complete the assessment." (P10)

A significant finding was the emphasis on individual progress rather than comparison with classmates. P4 considered
it better to compare a learner’s current performance with previous performance, and PS5 considered increased
participation a significant improvement even if the learner still performed below classmates. Teachers also monitored
behavioral, social, and emotional development; P9 recorded academic milestones and social-emotional progress.

"It is better to compare their current performance to their previous performance." (P4)

"Kung dati ay ayaw niyang sumali sa activity pero ngayon nakikilahok na, that is already a significant improvement
[If before they did not want to join activities but now they participate, that is already a significant improvement]." (P5)

"I note both their academic milestones and their social-emotional progress." (P9)

This multidimensional approach recognizes that progress may appear as increased participation, reduced assistance,
improved interaction, or greater independence, not only in academic scores. Overall, the matrix for RQ1 shows five
interconnected practices: creating a meaningful and accepting classroom environment, involving learners in regular
activities, adapting instruction, using peer support, and monitoring individual progress. Teachers also evaluated
progress through parent communication and viewed participation, improvement, and belonging as sources of
professional fulfillment.

Table 1. Summary matrix for RQ1: Implementation of inclusive education

Major themes Codes Supporting statements Interpretation
1. Inclusive | Challenging teaching | P2: "As I see them improve and | Inclusive education is
education as | experience; patience; | participate in a class, I feel happy and | demanding because
challenging but | flexibility; emotional | fulfilled as a teacher." teachers must address
meaningful fulfillment; ) o ) diverse academic,
o P5: "Inclusive education is not simply . .
recognition of learner ) ) ) behavioral, and emotional
placing a learner with special needs . C
2 needs; learner participation
inside a regular classroom."
and progress make the
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regular lessons; non-
isolation; protection
from embarrassment

with their classmates through pair
work, group activities, games, and
classroom responsibilities."

P7: "Kung ano ginagawa namin,
sinasama ko siya."

P9: "I include my learner in all regular
activities."

progress; learner | P6: "Nakakapagod siya, challenging, | work  meaningful and
belonging nakaka-stress pero fulfilling." professionally rewarding.
P9: "Inclusion is about making small
and meaningful changes so every
child feels welcome and understood."
2. Participation | Group activities; | P2: "I let them join group activities, | Inclusion is implemented
in regular | classroom games; pair | classroom games, and other learning | by letting learners with
classroom work; classroom | tasks." special needs share the
activities responsibilities; ) . same classroom
participation in P5: "I give them opportunities to work experiences as  peers.

Teachers avoid isolating or

embarrassing them and

provide meaningful roles.

shared responsibility;
confidence-building

appropriate.”

P6: "Hindi lang ako yung
nakakatulong sa kanila pati yung
classmate nila."

P4: "I also encourage their classmates
to be supportive and respectful.”

3. Differentiated | Simplified P4: "Others need simpler instructions, | Teachers adjust content,
and flexible | instructions; repetition, or more time to finish the | process, materials, pacing,
instruction repetition; modified | activity." and level of assistance to
activities;  adjusted ) ) make instruction accessible
materials; extra time; PS:'”Ifthe regula‘r task 1s' too d1fﬁ01'1lt, to learners with different
individualized I s1mp11fy the instructions or give needs.
guidance;  activities them a different but related task."
matched to ability P6: "Nagbibigay kami ng activities na
kung saan mas madadalian sila at mas
tugma doon sa needs nila."
P10: "Adapting materials, and giving
focused attention."
4. Peer- | Peer buddies; | P2: "I also encourage their classmates | Classmates serve as
supported classmate assistance; | to help and work with them." sources of  assistance,
participation and | respectful classmates; ) i encouragement, and social
acceptance group  participation; P5: "I assign peer buddies whenever acceptance. Peer support

strengthens  participation
and  helps create a
classroom  culture  of

cooperation and respect.

5. Individualized
assessment and

Classroom-based
assessment;
observation;

anecdotal records;

P3: "I have the record for worksheets,
performance tasks, written works and
examinations."

Teachers monitor
academic, behavioral,
social, and emotional

growth using formal and
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progress individual progress; | P6: "Na-observe ko sila daily... | informal evidence.
monitoring small gains; one-on- | nagagawa ako ng anecdotal record." Progress is judged

one assessment; primarily through

P4: "It is better to compare their
current performance to their previous
performance."

parent communication individual ~ development
rather than comparison

with classmates.
P10: "I assess them individually...
and give them ample time to complete
the assessment."

Challenges in Implementing Inclusive Education (RQ?2)

Teachers encountered interconnected instructional, behavioral, structural, and emotional challenges. The most
prominent were managing diverse learning needs, handling challenging behavior, teaching large classes, providing
individualized attention, and completing lessons within limited time. Teachers also reported insufficient specialized
training, inadequate instructional materials, limited funding, lack of professional services, heavy paperwork, and
insufficient parental or specialist support. These systemic challenges affected not only classroom implementation but
also teachers’ well-being, resulting in stress, fatigue, frustration, and feelings of inadequacy (Table 2).

Theme 1: Managing diverse learning and behavioral needs

Teachers had substantial difficulty managing learners with different abilities, learning speeds, attention spans,
communication patterns, and behavioral needs. P2 explained that learners had different levels of ability and needs,
while P5 described difficulties with expression, following instructions, and emotional control.

"Learners have different levels of ability and different needs." (P2)

"Some learners with special needs may have difficulty expressing themselves, following instructions, or controlling
their emotions." (P5)

Participants reported tantrums, shouting, crying, lack of focus, and behavior that interrupted classroom activities,
requiring individualized responses while instruction for the whole class continued. P7 explained that disruptive
behavior could be imitated by younger classmates, compounding management issues, and P9 reported difficulty
managing tantrums while addressing pacing because the learner completed tests more slowly than peers.

"Nagkakaroon ng... kaguluhan [There is... disorder]." (P7)
"I also struggle with the tantrums while managing pacing." (P9)

The challenges of inclusion are therefore not limited to curriculum adaptation; they also involve emotional regulation,
safety, peer behavior, classroom routines, and the capacity to respond to individual needs without neglecting the rest
of the class.

Theme 2: Large class size and limited time

Large class size was among the most consistently identified challenges. Participants explained that many learners
made it difficult to provide individual attention, monitor progress, give one-on-one assistance, and complete
individualized activities. P6 said that with many learners the teacher cannot adequately focus on one child, and P9
reported difficulty providing the appropriate individual attention in a class of 29 pupils. These accounts reveal a
structural conflict between mainstream instruction and the individualized support learners with special needs require.

"The number of learners in the classroom can also make it difficult to provide individual assistance." (P2)
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"Kapag marami sila sa isang klase, hindi mo talaga matutukan yung isang bata [When there are many of them in a

class, you really cannot focus on one child]." (P6)
"With a full class of 29 pupils, giving this learner the right amount of individual attention is very difficult." (P9)

Limited time intensified the effect of class size. Teachers had to complete lessons, attend to other learners, manage
behavior, prepare materials, and complete administrative responsibilities. P4 explained that teachers must support an
individual learner while ensuring that the whole class continues learning, and P7 added that disruptions sometimes
prevented the lesson from being completed.

"Mahirap magbigay ng individualized attention sa bawat learner [It is hard to give individualized attention to every
learner]." (P4)

"Sa halip matapos niyo yung lesson, hindi mo talaga matatapos [Instead of finishing the lesson, you really cannot
finish it]." (P7)

Theme 3: Insufficient training and professional preparedness

Participants reported insufficient specialized training in inclusive education. They were uncertain how to handle
specific disabilities, respond to meltdowns, select appropriate activities, design interventions, and determine suitable
assessment procedures. P8 stated that teachers had some assessment-related exposure but lacked training on handling
learners with special needs, and P7 explained that teachers did not know where to begin when preparing an intervention
or determining the level of assessment.

"Wala kaming training... kung how to handle the LSEN, wala kami ngayon... minsan talaga dumarating sa point na
hindi mo alam kung paano mo sila i-handle [We have no training... on how to handle LSEN, we have none now...
sometimes you reach a point where you do not know how to handle them]." (P8)

"Hindi mo alam kung saan ka ba magsisimula [You do not know where to start]." (P7)

This lack of preparedness affected confidence and decision-making. P3 described feeling unable to provide the best
support during a prolonged meltdown because the teacher did not know what to do, and P9 explained that being new
to inclusive education and lacking proper training made mainstream teaching very challenging.

"I am also new with the concept of inclusive education and don’t have proper training." (P9)

General teaching experience alone did not appear to equip teachers to respond to diverse disabilities; teachers need
sustained, practical, case-based professional development rather than occasional orientation sessions.

Theme 4: Limited resources, funding, and support services

Teachers described a lack of instructional materials, insufficient budget, limited assessment, lack of therapy,
inadequate specialist support, and weak parental support (Table 2). P6 cited the lack of materials and the absence of a
budget allocated for such learners; P7 said that teachers lacked appropriate tools and that learners needed professional
advice and check-ups. The absence of materials, funding, professional services, and specialist support limits teachers’
capacity to provide comprehensive, individualized assistance.

Theme 5: Teacher stress and competing responsibilities

Inclusive education increased teachers’ workload and emotional demands. Participants cited heavy paperwork,
emotional exhaustion, frustration, feelings of inadequacy, and competing classroom demands. P6 said there is a great
deal of paperwork in schools today; P4 described the work as sometimes tiring and overwhelming; P5 said the
challenges can be physically and emotionally tiring; and P6 expressed, "Nakaka-stress. .. parang feeling ko wala akong
worth na teacher [It is stressful... it feels like I have no worth as a teacher]." When teachers cannot provide adequate
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support, they may experience frustration, stress, and reduced professional self-confidence. Overall, the challenges are

both instructional and systemic.

Table 2. Summary matrix for RQ2: Challenges in implementing inclusive education

Major themes

Codes

Supporting statements

Interpretation

1. Managing
diverse learning
and behavioral

Different ability
levels; varied learning

pace; short attention

P1: "Hirap talaga silang makasunod...
hindi sila nakafocus."

P2: "Learners have different levels of

Teachers find it difficult to
manage diverse academic,
behavioral, emotional, and

lesson, hindi mo talaga matatapos."

P9: "With a full class of 29 pupils,
giving this learner the right amount of
individual attention is very difficult."

needs span; communication bili d diff e communication needs
difficulties; tantrums; ability and different needs. within one classroom;
emotional regulation; | ps. "Some learners with special needs | these  differences  may
classroom disruption | ;may  have difficulty expressing | interrupt instruction and
themselves, following instructions, or | affect the learning
controlling their emotions." environment.
P9: "I also struggle with the tantrums
while managing pacing."
2. Large class | Large learner-teacher | P4: "Mahirap  magbigay ng | Large classes make
size and limited | ratio; limited one-on- | individualized attention sa bawat | individualized instruction

time one support; | learner." difficult while maintaining
competing learner P6: K. ilasa ” whole-class teaching;
needs; reduced | ~ 7 apag maramista sa 1sang K1ase, | jinjted  time  reduces

o hindi mo talaga matututukan yung s

monitoring; . bata." opportunities for
unfinished  lessons; 1sang bata. monitoring, intervention,
limited instructional | p7. "Sa halip matapos niyo yung | and learner assistance.
attention

3. Insufficient

Lack of specialized

P3: "The challenges... [include] the

Teachers feel inadequately

training and | training; uncertainty | proper strategies, techniques on how | prepared to handle
professional about strategies; | to handle them." different disabilities,
preparedness difficulty  handling i manage challenging
meltdowns;  limited P6f '.‘Kulilng na kulang din sa mga behavior, modify
disability-specific trainings. instruction, and design
knowledge; trial-and- | pg. "Wala kaming training... kung | @Ppropriate interventions.
error practice how to handle the LSEN, wala kami
ngayon."
P7: "Hindi mo alam kung saan ka ba
magsisimula."
4. Limited | Lack of instructional | P6: "Kakulangan natin sa mga | The absence of materials,
resources, materials; insufficient | materials." funding, professional
budget; limited services, and specialist
assessment; lack of support limits teachers’
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funding, and | therapy; inadequate | P6: "Wala tayong budget na nakalaan | capacity to provide
support services | specialist support; | para sa mga ganung learners." comprehensive,

weak parental support ) individualized assistance.
P7: "Wala naman kasi tayong talagang

gamit na pwede."

P7: "Kailangan yung professional
advice, kailangan nila ng check-up."

5. Teacher stress | Heavy workload; | P6: "Tapos yung paperworks. Ang | Inclusive education
and competing | paperwork; emotional | daming paperworks kasi ngayon sa | increases workload and
responsibilities exhaustion; school." emotional demands. When
frustration; feelings of ) teachers cannot provide
. . P4: "Personally, sometimes
inadequacy; adequate support, they may

nakakapagod siya at overwhelming."

competing classroom experience frustration,
demands P5: "These challenges can sometimes | Stress, — and  reduced
be physically and emotionally tiring." professional self-

confidence.

P6: "Nakaka-stress... parang feeling
ko wala akong worth na teacher."

Strategies Used by Teachers (RQ3)

Teachers responded to the challenges with flexible, reflective, learner-centered strategies. They first observed the
learner and identified the possible cause of a difficulty before modifying their response; used simplified instructions,
task chunking, additional time, visual aids, demonstrations, games, movement, hands-on activities, positive
reinforcement, clear routines, and emotional-regulation strategies; and consulted colleagues, parents, school heads,
and SNED teachers when challenges exceeded individual capacity (Table 3).

Theme 1: Needs-based and reflective response

Participants commonly observed and analyzed the learner’s situation before responding. Rather than interpreting
noncompliance as laziness or inability, teachers tried to identify whether the difficulty resulted from unclear
instructions, task complexity, lack of concentration, emotional distress, or interaction with classmates. P4 determined
first where the learner was experiencing difficulty, and P10 evaluated whether the task was too difficult or the
instructions unclear.

"I don’t immediately think that the learner is not listening or not capable." (P4)
"I evaluate whether the task I assigned is too difficult or unclear." (P10)

This is reflective, needs-based teaching: teachers observe responses, identify what may be causing the difficulty,
implement an adjustment, and evaluate whether it works. P2 changed strategies based on the learner’s response, and
PS5 reflected on what could be done differently after a challenging situation.

"I first try to understand the learner’s needs and identify the possible cause of the difficulty... I also observe what
strategies work best and make changes based on the learner’s response." (P2)

"I first try to understand the situation and identify what may have caused the behavior." (P5)
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Teachers thus engaged in informal action research within the classroom. The process remained largely individual and
experience-based, however, which underscores the importance of structured coaching and professional learning
communities.

Theme 2: Differentiated instruction and individualized scaffolding

Differentiated instruction was the most prominent strategy. Teachers simplified directions, divided tasks into smaller
steps, gave additional time and extra explanation, and adjusted activities by ability. P4 used one-step-at-a-time
instructions; P5 combined step-by-step guidance with visual cues and demonstrations; and P9 prepared three levels of
assessment for advanced, average, and support-needing learners.

"I simplify the instructions. I break the task into smaller steps." (P4)
"I break the activity into smaller and more manageable steps." (P5)
"I prepare three levels of assessments for my class." (P9)

These practices function as scaffolding because they reduce task complexity while maintaining access to the learning
objective. Teachers did not necessarily remove learners from the classroom; they modified how learners accessed and
demonstrated learning, reflecting a shift from uniform instruction toward flexible, equitable participation. By retaining
all learners in the shared classroom while adapting instructional entry points, they operationalized inclusive pedagogy
rather than lowering expectations or resorting to pull-out remediation.

Theme 3: Multimodal, play-based, and experiential learning

Teachers shifted intentionally from teacher-centered instruction toward interactive, multisensory strategies, using
visual aids, demonstrations, songs, movement, role-play, games, videos, and hands-on activities. P3 moved from
writing exercises to play-based exercises and used body movement to develop writing skills; P6 explained that games
and hands-on activities produced greater participation than lecture, writing, or copying from the board; and P8 used
videos and movement.

"I use differentiated activities, visual materials, demonstrations, group activities, and individual assistance." (P2)
"I let them sing, dance, role play... from a simple writing exercises to play based exercises." (P3)
"More on games na tsaka hands-on activities... learning by doing." (P6)

"Gumamit ka ng visual... videos din gagayahin nila... Dapat happy-happy... masaya sila, dapat makukuha attention
nila [Use visuals... they will imitate videos too... It should be happy... they are happy, you should get their attention]."
(P8)

Teachers recognized the limits of relying solely on verbal explanation, written tasks, or board work. Multimodal
teaching allowed engagement through visual, physical, auditory, and experiential channels, which was particularly
useful for learners with short attention spans, communication barriers, or difficulty with written tasks, and it benefited
the whole class by making lessons more active. Inclusive strategies were thus viewed not only as accommodations for
one learner but as practices that could improve participation for everyone.

Theme 4: Positive behavior support and emotional regulation

Teachers used proactive classroom management: praise, small rewards, encouragement, clear expectations, structured
routines, calm communication, and planned breaks. Specific practices included immediate praise and rewards (P1),
"catching them doing the right thing immediately" (P10), and acknowledging incremental improvement (P4), which
boosted learners’ willingness to participate when they felt valued. These strategies reflect a strengths-based approach.

"Kapag very good siya, may reward siya sa akin [When he is very good, he gets a reward from me]." (P1)
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"I focus on encouraging positive behavior by catching them doing the right thing immediately." (P10)
"I also recognize their small improvements." (P4)

Teachers also regulated their own responses and allowed learners time to calm down. P6 described remaining calm;
P9 paused, observed, and approached the learner once the tantrum had subsided; and P1 did not force the learner to
work when not in the mood, providing individual work later when the learner was ready.

"Hangga’t maaari... kalma lang, kalma [As much as possible... just calm, calm]." (P6)
"Once they are calm, that is my time to slowly approach them." (P9)

"Kapag wala siya sa mood, di ko na siya pinipilit... Kapag nasa mood na siya... doon ko naman mag-sosolo time para
magawa niya yung mga na-miss niya [ When he is not in the mood, I no longer force him... When he is in the mood...
that is when I have solo time with him so he can do what he missed]." (P1)

Educators viewed emotional readiness as a prerequisite for academic engagement. Although mild punitive measures
occasionally appeared, the dominant narrative favored positive reinforcement, relational patience, constructive
redirection, and psychological support over punitive consequences.

Theme 5: Collaboration and adaptive problem-solving

Teachers responded to challenges by consulting colleagues, parents, school heads, and SNED teachers. P2 asked
colleagues for suggestions, and P3 and P6 consulted SNED teachers and co-teachers. P4 and P5 emphasized that
inclusive education should not be the responsibility of the classroom teacher alone. Parents were consulted because
they could provide information about routines, interests, triggers, and strategies that worked at home.

"I communicate with my colleagues and ask for suggestions." (P2)

"I usually ask guidance... to our SNED teacher." (P3)

"Lalapit ako sa mga co-teachers [I will approach my co-teachers]." (P6)
"I also coordinate with people who can provide support." (P4)

"We share experiences and strategies that worked for us." (P5)

Collaboration helped teachers make decisions and adapt their responses, and it reduced the isolation of classroom
teachers who lacked specialized training. P4 considered collaboration more effective, and P9 maintained open
communication with parents and colleagues.

"It is more effective when there is collaboration." (P4)
"I keep an open, friendly line of communication with the parents and with colleagues." (P9)

Table 3. Summary matrix for RQ3: Strategies used by teachers

Major themes Codes Supporting statements Interpretation
1. Needs-based | Observation before | P2: "I first try to understand the | Teachers first observe the
and reflective | intervention; learner’s needs and identify the | learner and identify the
response identifying  causes; | possible cause of the difficulty." cause of the difficulty;
assessing readiness; ) ) ) interventions are based on
evaluating task P4 d.on't lmlmed¥ately think that the learner needs rather than
difficulty; reflecting learner is not listening or not capable."
on strategies;
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modifying teacher | P9: "I pause, take a deep breath, and | immediate assumptions or
response observe first." negative judgments.
P10: "I evaluate whether the task I
assigned is too difficult or unclear."
2. Differentiated | Simplified P3: "I give extra time, attention, | Teachers make learning
instruction and | instructions; task | careful instruction and long patience." | tasks more manageable by
individualized chunking; additional ) adjusting instructions,
. . . .| P4: "I break the task into smaller .. .
scaffolding time; extra guidance; . activity  levels, pacing,
individualized steps. assistance, and assessment
activities; tiered | pg: "Ibe-break mo siya into small | conditions.
assessments steps."
P9: "I prepare three levels of
assessments for my class."
3.  Multimodal, | Visual aids; | P3: "I let them sing, dance, role play." | Varied sensory and
play-based, and | demonstrations; ] o ) experiential ~ approaches
Lo . . | P3: "From a simple writing exercises . . .
experiential games;  movement; i sustain attention, improve
. . . to play based exercises." .
learning songs; dance; role- comprehension, and
play; hands-on | pg: "More on games na tsaka hands- | encourage  participation
activities; video | op activities." among  learners  with
resources different preferences and
P8: "Gumamit ka ng visual... videos | ghilities.
din gagayahin nila."
4, Positive | Praise; rewards; | P1: "Kapag very good siya, may | Teachers promote
behavior support | recognition of effort; | reward siya sa akin." appropriate behavior
and emotional | clear routines; calm ) ) through  encouragement,
. T P4: "I also recognize their small . .
regulation communication; i praise, rewards, routines,
. . . | improvements."
breaks; patience; calm responses, and
emotional self- | p6: "Hangga’t maaari... kalma lang, | Opportunities for learners
regulation kalma." to regulate their emotions.
P9: "Once they are calm, that is my
time to slowly approach them."
P10: "I focus on encouraging positive
behavior by catching them doing the
right thing immediately."
5. Collaboration | Peer consultation; | P2: "I communicate with my | Teachers seek assistance
and adaptive | parent colleagues and ask for suggestions." from others and
problem-solving | communication; P3: ] v ask euid continuously revise
SNED coordination; N'ED usuahy ils guidance... to our strategies;  collaboration
school-head support; S teacher. helps them manage
strategy sharing; | ps. "We share experiences and | Situations  that exceed
continuous strategies that worked for us." individual knowledge or
adjustment experience.
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P9: "I keep an open, friendly line of
communication with the parents and
with colleagues."

Support Needed for Effective Inclusive Education (RQ4)

Participants understood the importance of inclusive education but accepted that successful implementation requires
appropriate knowledge, resources, collaboration, and institutional support. Their experiences indicate that teachers
cannot meet diverse learner needs by themselves; continuous, coordinated support from the school, specialists, parents,
and other stakeholders is needed (Table 4).

Theme 1: Continuous practical training and professional development

Participants consistently requested more training on different disabilities, classroom and behavior management,
differentiated instruction, assessment, and instructional-material development. P2 identified the need for training on
types of special needs and appropriate assessment; P5 emphasized that training should not be purely theoretical but
include actual classroom strategies; and P4 valued demonstrations because teachers can see how inclusive practices
work in real situations.

"I would benefit from more training on different types of special needs, classroom management, differentiated
instruction, and appropriate assessment strategies." (P2)

"It would be helpful if the training includes actual classroom strategies, behavior management, differentiated
instruction, assessment, and creating appropriate learning materials." (P5)

"I still need more training about different types of special needs... the hands-on training or actual demonstration will
be a big help." (P4)

Teachers preferred sustained, practical, case-based professional development addressing actual classroom situations
such as tantrums, communication difficulties, attention problems, and varying academic abilities, including modeling,
demonstrations, guided practice, coaching, case discussions, and follow-up support.

Theme 2: Specialist assistance and additional classroom personnel

Teachers expressed a strong need for SNED teachers, specialists, therapists, shadow teachers, and additional
classroom personnel. P9 highlighted the importance of a shadow teacher for learners with higher needs; P5 and P9
emphasized additional personnel because one teacher can hardly provide individualized attention to learners with
diverse needs; and P6 mentioned the need for pre-assessment and accessible therapy services.

"They also need the shadow teacher... additional manpower to handle the number of pupils with diverse personalities
and attitudes." (P9)

"If specialists are available, their guidance... would also be very helpful." (P5)

"Sana magkaroon ng... pre-assessment tsaka free therapy sessions [I hope there will be... pre-assessment and free
therapy sessions]." (P6)

This theme reflects the limits of expecting one mainstream teacher to handle all academic, behavioral, communication,
and developmental needs. Specialist support can help teachers interpret learner profiles, design interventions, manage
behavior, and monitor progress, and additional personnel could reduce disruption and allow more learners to receive
focused assistance. Teachers need support from SNED teachers, learning support aides, shadow teachers, therapists,
psychologists, and other specialists.
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Theme 3: Collaborative communication and stakeholder partnership

Communication was one of the most important forms of support. Participants stressed regular consultation and open
communication among teachers, school heads, specialists, and parents, and the sharing of information about behavior,
progress, strengths, routines, and specific needs. P1 identified communication as the main support needed, and P2 and
P7 highlighted regular consultation and sharing of ideas and knowledge. P4 explained that when parents and teachers
use consistent approaches at home and school, teachers can better respond to a learner’s needs; P5 and P10 highlighted
continued collaboration, openness, and parent involvement.

"Number one, yung communication [Number one, the communication]." (P1)

"The most helpful support would be regular consultation and guidance." (P2)

"Palitan ng idea, palitan ng mga kaalaman [Exchange ideas, exchange knowledge]." (P7)
"It’s easier for us to help the learner if the teachers and parents have the same direction." (P4)
"Continuous collaboration and open communication would be very helpful." (P5)

"Parents can support us by communicating their child’s specific needs." (P10)

Parent partnership was especially valuable when families accepted the learner’s condition and communicated openly.
Effective inclusion involves continuous, two-way, purposeful communication among teachers, school heads,
specialists, and parents, with regular consultation, feedback, and coordinated home—school strategies.

Theme 4: Accessible instructional materials and technology

Teachers requested visual aids, picture cards, simplified worksheets, reading materials, manipulatives, activity Kkits,
letter boards, educational videos, interactive resources, and differentiated activity sheets. Materials need to be
adaptable to learners’ abilities, communication needs, attention span, sensory needs, reading level, and pace. P4 also
acknowledged the benefits of technology in providing educational videos and interactive activities.

"Appropriate and accessible instructional materials, visual aids, learning modules, and other resources." (P2)
"Visual aids, picture cards, manipulatives, simplified reading materials, and differentiated activity sheets." (P5)
"Visual aids, reading materials, mga activity kits." (P6)

"Mga instructional materials, yung mga letter boards [Instructional materials, the letter boards]." (P8)

"Visual aids, simplified worksheets, and activities that can be adjusted." (P4)

Ready-to-use materials would also reduce the preparation burden of adapting every activity independently. Materials
should be accessible, flexible, and developmentally appropriate, and should support participation in the regular lesson
rather than make the learner feel separated from classmates.

Theme 5: Dedicated facilities, funding, and protected preparation time

Teachers identified quiet spaces, learner corners, resource rooms, sensory areas, adequate funding, and preparation
time as necessary. P6 requested a quiet space for extra help; P10 envisioned a resource room equipped with
instructional materials, playpens, and manipulatives; and P7 suggested a learner corner where children could calm
down and use appropriate materials without disrupting the class. P2 emphasized sufficient time to prepare
individualized activities, and P3 requested funds for producing instructional materials.

"Quiet space para sa extra help [A quiet space for extra help]." (P6)
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"A dedicated facility or resource room specifically designed to accommodate learners with special needs." (P10)

"Kahit man lang at least meron silang corner [At the very least, let them have a corner]." (P7)

"Additional facilities and spaces for intervention would also be helpful." (P2)

"Fund for the instructional materials to produce." (P3)

Such facilities would serve individualized instruction, emotional regulation, sensory breaks, focused assessment, and
temporary intervention, but facilities alone would not suffice without funding and time. Because inclusion requires

teachers to adapt materials, activities, assessments, and strategies for individual learners, protected planning time is
essential; without it, teachers struggle to sustain individualized interventions alongside regular teaching. The findings
point to institutional investment and a comprehensive support system rather than the assumption that teachers should
individually accommodate classrooms and materials. Overall, effective inclusion needs continuing support at the

professional, human, material, and institutional levels.

Table 4. Summary matrix for RQ4: Support needed for effective inclusive education

P9: "They also need the shadow
teacher."

Major themes Codes Supporting statements Interpretation
1.  Continuous | Disability-specific P2: "I would benefit from more | Teachers need sustained,
practical training | training; behavior | training on different types of special | practical professional
and professional | management; needs, classroom  management, | development directly
development differentiated differentiated instruction, and | applicable to classroom
instruction; appropriate assessment strategies." situations involving
assessment P4: "The hand o | diverse  learning  and
adaptation; hands-on ’ ¢ 'an s-9n tra1n1'ng oractual | o vioral needs.
S . demonstration will be a big help."
training; learning-
material development | ps. "Hindi lang sana theoretical."
P10: "I need training on how to
properly handle behavioral issues and
manage tantrums."
2. Specialist | SNED teacher | P4: "Regular consultation and | One teacher cannot provide
assistance  and | support; specialist | guidance from specialists are big." all the individualized
additional consultation; shadow o ) | academic, behavioral,
] . .| P5: "If specialists are available, their
classroom teachers; therapists; ; developmental, and
o . | guidance... would also be very .
personnel additional manpower; therapeutic support some
. helpful." . :
case-specific learners need; professional,
technical guidance P6: "Sana magkaroon ng... pre- | classroom-based assistance
assessment  tsaka  free  therapy | IS required.
sessions."

3. Collaborative
communication
and stakeholder
partnership

Regular consultation;
peer sharing; parent
cooperation; school-
head support; home-

P1: "Number
communication."

one, yung

Inclusive education
requires coordinated action
among teachers, parents,
school heads, classmates,
specialists, and  other
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school  consistency;
shared responsibility

P4: "It’s easier for us to help the
learner if the teachers and parents
have the same direction."

P5: "Continuous collaboration and
open communication would be very
helpful."

P6: "Teamwork ng parents, ng
teacher, ng classmate."

stakeholders; consistent
communication connects
support across home and
school.

receive additional support."
P6: "Quiet space para sa extra help."

P7: "Kahit man lang at least meron
silang corner."

P10: "A dedicated facility or resource
room specifically designed to
accommodate learners with special
needs."

4. Accessible | Visual aids; picture | P2: "Appropriate and accessible | Teachers need accessible,
instructional cards; simplified | instructional materials, visual aids, | adaptable materials that
materials and | worksheets; learning  modules, and  other | support different academic,
technology manipulatives; resources." sensory, communication,
activity kits; ) . L and behavioral needs while
P4:  "Visual aids, simplified . .
technology; ready-to- . letting learners remain
. | worksheets, and activities that can be | . .
use resources; diusted.” involved in regular
differentiated adjusted. classroom activities.
materials P5: "Visual aids, picture cards,
manipulatives, simplified reading
materials, and differentiated activity
sheets."
P6: "Visual aids, reading materials,
mga activity kits."
5. Dedicated | Quiet spaces; learner | P2: "Additional facilities and spaces | Teachers need physical
facilities, corners; resource | for intervention would also be | spaces and institutional
funding, and | rooms; sensory areas; | helpful." resources for
protected intervention  spaces; i individualized instruction,
S . . P5: "A dedicated space where learners . .
preparation time | budget; preparation ) ] emotional regulation,
. who need a quieter environment can . .
time focused intervention, and

learner  rest; adequate
funding and preparation
time make these supports

functional.

Substantive Theory: The Adaptive Collaborative Support Theory of Inclusive Education (RQS)

The Adaptive Collaborative Support Theory of Inclusive Education (ACSI Theory) proposes that inclusive education
becomes more sustainable and meaningful when teachers continuously adapt their instructional practices to learners’
diverse needs while receiving collaborative, professional, and institutional support. The theory emerged from the
interconnected experiences of teachers: differentiated instruction, learner participation, peer support, individualized
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monitoring, reflective problem-solving, collaboration, and the need for continuous school support. Teachers described

inclusion not as placing learners with special educational needs in regular classrooms but as actively adjusting
instruction, activities, materials, pacing, assessment, and classroom interaction to enable meaningful participation.
The theory comprises four interrelated processes.

* Needs-based observation and reflection. Teachers observe learners’ behavior, participation, responses, and
difficulties before deciding how to respond, and adjust instruction, activities, and interventions accordingly.
They do not apply one fixed strategy to all learners but continually assess classroom situations and adapt;
observation and reflection are the starting point of adaptive inclusive teaching.

* Adaptive teaching and individualized support. Teachers simplified instructions, divided tasks into smaller
steps, used visual materials and demonstrations, provided additional time, modified activities, and adjusted
assessment, maintaining the learning goal while modifying the pathway through which learners access and
demonstrate learning.

* Collaborative support. Teachers sought assistance from colleagues, school heads, parents, SNED teachers,
and other professionals. Collaboration helped address classroom challenges and reduced the feeling that
inclusion is the sole responsibility of the individual classroom teacher.

» Institutional support and continuous professional development. Teachers identified practical training,
specialist assistance, instructional materials, technology, facilities, funding, preparation time, and sustained
communication as important supports, indicating that individual commitment and creativity are necessary
but insufficient for sustained inclusion.

The central proposition of the ACSI Theory is that effective inclusive education develops through a continuous cycle
of noticing learner needs, adapting teaching and support, collaborating with significant stakeholders, accessing
institutional resources, monitoring learner progress, and reflecting on practice. The process is not linear, because
teachers return continually to observation and reflection as learners’ needs and classroom conditions change. Inclusive
education is thus a dynamic, adaptive, and collaborative process rather than a one-time classroom intervention. The
proposition is grounded in the findings: teachers described five interconnected inclusive practices (accepting
classrooms, participation in regular activities, adapted instruction, peer support, and individual progress monitoring);
their instructional and behavioral challenges were intensified by large classes, limited time, insufficient training,
inadequate resources, limited professional services, and competing responsibilities; their responses included
observation, differentiation, multimodal teaching, positive behavior support, and collaboration; and they identified
continuous professional development, specialist assistance, stakeholder collaboration, accessible materials, facilities,
funding, and protected preparation time as essential institutional support.

Proposed Enhanced School Support Program (RQ6)

Drawing on the theory and findings, the INCLUDE-SAMAL program (Inclusive and Collaborative Learner
Development and Enhanced School Support Program for Samal District) is proposed. Its general objective is to
strengthen the implementation of inclusive education in Samal District by providing teachers with continuous
professional development, collaborative support, accessible instructional resources, individualized learner monitoring,
and appropriate school-based support systems. The program has ten key result areas (KRAs) (Table 5). Indicative
budgets are summarized in Table 6 and total £105,000.
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Key result | Objective Activities Persons involved | Time frame Budget Source of funds Success indicators
area
KRA 1: | Strengthen Conduct practical | PSDS, school | Quarterly P15,000 | MOOE, INSET funds, | At least 90% of
Teacher teachers’ training on inclusive | heads, district SEF  from  LSB, | participating teachers
Capacity and | knowledge and | education, differentiated | inclusive possible partner | demonstrate increased
Professional skills in | instruction, classroom | education support knowledge and
Development | responding to | and behavior | coordinator, confidence in inclusive
diverse learner | management, SNED/SPED teaching strategies;
needs. individualized teachers, master teachers develop
assessment, and | teachers, resource sample differentiated
strategies for learners | persons activities/materials.
with special educational
needs; include
demonstrations, case
discussions, peer
sharing, and guided
practice.
KRA 2: | Establish a | Establish an Inclusive | School heads, | Monthly/Quarterly | 8,000 MOOE, LAC funds, | Regular IEST meetings
Collaborative | regular Education Support Team | teachers, master SEF from LSB and | conducted;  teachers
Teacher mechanism for | (IEST); conduct case | teachers, PSB document
Support teachers to | conferences, peer | SNED/SPED consultations and
discuss learner | consultation, Learning | teachers, inclusive agreed interventions;
needs, Action Cell sessions, and | education teachers report
challenges, collaborative planning; | coordinator, increased access to
interventions, share effective | guidance professional support.
and progress. classroom strategies and | personnel
intervention practices.
KRA 3: | Enable teachers | Develop and implement | Classroom Whole school year | P12,000 | MOOE, Learning | Teachers  implement
Adaptive and | to adapt | differentiated lesson | teachers, master Resources funds, SEF | differentiated activities
Differentiated | instruction activities; teachers, from LSB and PSB in regular classes;
Instruction according  to | simplify/chunk SNED/SPED learners  demonstrate
learners’ instructions; provide | teachers increased participation
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abilities, needs, | visual aids, and completion of
pace, and | demonstrations, appropriate  learning
participation. manipulatives, tasks.
additional time, flexible
activities, and varied
assessment methods;
conduct peer observation
and feedback.
KRA 4: | Provide Develop a | Teachers, master | Quarterly P20,000 | MOOE, SEF from | Each participating
Accessible teachers  with | District/School Inclusive | teachers, school | development; LSB and PSB, | school develops or
Learning accessible and | Learning Resource Bank | heads, LR | whole-school-year donations/partnerships | acquires an accessible
Materials and | adaptable containing picture cards, | coordinator, ICT | use resource  collection;
Technology instructional simplified worksheets, | coordinator, teachers regularly use
resources  for | visual schedules, reading | SNED/SPED adapted materials;
learners ~ with | materials, manipulatives, | teachers learners have increased
diverse needs. activity sheets, access to classroom
differentiated activities.
assessments, videos, and
other adaptable
resources.
KRA 5: | Promote Establish classroom | Classroom Whole school year | P8,000 MOOE, SEF from | Reduced classroom
Positive learner routines; use positive | teachers, learners, LSB and PSB participation barriers;
Behavior and | participation, reinforcement; provide | parents,  school increased learner
Learner belonging, appropriate breaks and | head,  guidance participation in group
Participation | positive quiet time; implement | personnel, and regular activities;
behavior, and | peer buddy/group | SNED/SPED teachers document
emotional support; use games, | teachers positive behavioral and
regulation  in | movement, hands-on social progress.
regular activities, and other
classrooms. multimodal  strategies;
recognize learner
progress.

© 2026 Advancing SDG Impact.

2390

All rights reserved.



(& ¥ b

oy,
v 15/

Advancing Knowledge. Inspiring Ir

Volume 1 Issue 4 Pages 2359-2411

JASDG

JOURNAL FOR THE ADVANCEMENT OF
SUSTAINABLE DEVELOPMENT GOALS

n. Achieving the SDGs.

AN INTERNATIONAL,
PEER-REVIEWED,

OPEN ACCESS JOURNAL

www.jasdg.com

ISSN: 3155-7546 (Online)

DOI: 10.5281/zenodo.23885639

conduct case discussions

KRA 6: | Strengthen Develop learner profiles; | Classroom Baseline; monthly | 5,000 MOOE, SEF from | Individual learner
Individualized | systematic establish individual | teachers, master | monitoring; LSB and PSB records are maintained
Learner monitoring of | progress-monitoring teachers, quarterly review and updated; progress
Monitoring learners’ records; use observation, | SNED/SPED is compared with the
and academic, anecdotal records, | teachers, school learner’s previous
Assessment behavioral, performance tasks, | head, parents performance;
social, and | written outputs, intervention
participation recitation, and adjustments are
progress. individualized documented.
assessment; conduct
periodic learner progress
reviews.
KRA 7: | Strengthen Conduct regular parent | Teachers, Quarterly and as | 5,000 MOOE, SEF from | Regular parent
Family and | communication | consultations; establish | parents/guardians, | needed LSB and PSB consultations
Stakeholder and home-school school heads, documented; parents
Collaboration | coordinated communication; gather | SNED/SPED participate in learner
support information about | teachers, guidance support planning;
between learner routines, | personnel home-school strategies
school, parents, | interests, strengths, and are coordinated.
and other | triggers; develop
stakeholders. consistent home—school
strategies; conduct
stakeholder =~ meetings
when needed.
KRA 8: | Improve access | Establish referral and | School heads, | Whole school year | 10,000 | MOOE, Division | Referral and
Specialist and | to professional | consultation teachers, funds, LGU/SEF, | consultation  system
Additional assistance  for | mechanisms with | SNED/SPED partnerships established; teachers
Support learners SNED/SPED teachers, | teachers, guidance receive appropriate
Services requiring guidance personnel, | personnel, district professional guidance;
specialized health professionals, | office,  parents, learners needing
support. therapists, and other | available specialized support are
available specialists; | specialists referred through proper

channels.
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and referrals  when
necessary.
KRA 9: | Provide safe | Establish a Learner | School head, | Ist-2nd  quarter; | P15,000 | MOOE, PTA, SEF, | Each participating
Inclusive and appropriate | Support  Corner/Quiet | teachers, = PTA, | maintenance donations/partnerships | school establishes an
Learning spaces that | Space or small resource | school throughout the appropriate support
Environment | support learner | area using available | DRRM/property | year area based on available
and Support | regulation, school space; provide | coordinator, space; learners can
Spaces participation, basic visual supports, | learners access the space when
and manipulatives, reading appropriate and under
individualized | materials, and teacher supervision.
intervention. calming/regulation
resources.
KRA 10: | Ensure the | Conduct baseline and | District inclusive | Quarterly and | 7,000 MOOE, Quarterly monitoring
Program support end-of-year assessment; | education year-end District/Division reports completed;
Monitoring program review teacher feedback, | coordinator, funds implementation  gaps
and remains learner progress records, | school heads, identified and
Continuous responsive  to | intervention results, and | teachers, IEST addressed;  program
Improvement | teachers” and | implementation issues; recommendations
learners’ needs. | conduct quarterly documented for the
program review; revise succeeding school
strategies based on year.
findings.

General objective: To strengthen the implementation of inclusive education in Samal District by providing teachers with continuous professional development, collaborative

support, accessible instructional resources, individualized learner monitoring, and appropriate school-based support systems. MOOE = Maintenance and Other Operating
Expenses; SEF = Special Education Fund; LSB/PSB = Local/Provincial School Board; PSDS = Public Schools District Supervisor; IEST = Inclusive Education Support

Team.
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Program component Indicative budget
Teacher Capacity and Professional Development 15,000
Collaborative Teacher Support P8,000
Adaptive and Differentiated Instruction £12,000
Accessible Learning Materials and Technology $£20,000
Positive Behavior and Learner Participation P8,000
Individualized Learner Monitoring and Assessment P5,000
Family and Stakeholder Collaboration P5,000
Specialist and Additional Support Services £10,000
Inclusive Learning Environment and Support Spaces P£15,000
Program Monitoring and Continuous Improvement 7,000
TOTAL £105,000

Note. The financial requirements are indicative planning estimates, not fixed prescribed amounts. Actual expenses
should be adjusted to the approved Annual Implementation Plan, available MOOE/SEF or other allowable funding

sources, procurement rules, and actual school needs.

© 2026 Advancing SDG Impact.

2393

All rights reserved.



o'y AN INTERNATIONAL,
A ' % J D PEER-REVIEWED,
)\ .«‘ % OPEN ACCESS JOURNAL

g
B | msan ey .
www.jasdg.com
Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639
DISCUSSION

This study explored how public elementary school teachers in Samal District experience the implementation of
inclusive education. The findings reveal a significant tension at the heart of inclusion: teachers face substantial
systemic challenges while simultaneously adapting their roles, practices, and strategies to meet diverse learner needs.
This section interprets the results against the literature and the study’s theoretical lenses.

Implementation: inclusion as participation, belonging, and professional fulfillment

The results reflect an emerging international consensus that inclusion requires not only placing students in general
settings but also ensuring their active involvement and sense of belonging (Nilholm, 2021; Schwab & Alnahdi, 2020).
The dual experience of burden and fulfillment (Theme 1) aligns with Theme 3 (Impactful and Fulfilling Experiences)
of Galgao et al. (2025), in which transformative teaching moments restore an educator’s sense of professional identity,
and with Paseka and Schwab’s (2023) conceptualization of inclusive teaching as a dual psychological dynamic
balancing emotional burden with intrinsic reward. While adapting instruction and accommodating diverse needs
impose considerable demands, the operational sacrifices noted by Galgao et al. (2025) are offset when student progress
translates daily instructional challenges into professional satisfaction. The twofold nature of the experience also
supports Alamo and Llorent (2024), who posited that inclusive teaching deepens empathy, patience, and commitment.
Consistent with Vygotsky’s sociocultural perspective, teachers grew personally and professionally through constant
interaction with diverse learners, and the effort of building an environment in which students truly belong (P5) became
the enabler of that growth.

Teachers’ emphasis on participation in regular classroom activities reflects Liu et al. (2021), who found active
classroom participation key to making inclusion work, and Putra (2023), who observed that meaningful engagement
makes students feel valued and accepted. Their adjustments to content, process, materials, pacing, and assistance
correspond to the differentiation strategies identified by Gheyssens et al. (2023) and to Pinaranda and Sario (2024),
who highlighted that flexible grouping, tiered activities, and multimodal teaching enhance academic performance and
participation. Peer assistance corresponds to the literature on peer-assisted learning (Carter & Biggs, 2021) and to
Galgao et al. (2025), whose participants emphasized that collaborative learning fosters peer support, inclusion, and
mutual respect, strengthening participation, confidence, and empathy among learners, while teamwork among teachers
promotes shared responsibility. The emphasis on self-referenced progress echoes Bourke and Mentis (2023), who
advocate measuring progress against a learner’s own previous performance, and Lani and Santos (2024), who highlight
how observation and portfolio records capture meaningful gains that standardized tests miss. Documentation and
anecdotal records align with recommendations for multidimensional assessment (Desormeaux & Mitchell, 2022), and
the focus on academic, behavioral, social, and emotional growth is consistent with Villarente and Moral (2026) on
teachers’ professional competence in responsive instruction. Inclusion practitioners often report increased job
satisfaction because of greater opportunities for student engagement.

Challenges: structural conditions beyond individual teacher effort

The challenges teachers reported align with recent literature. Javier (2023) found that educators face significant
hurdles due to heavy workloads and insufficient instructional and financial support during program implementation,
and Hadiana et al. (2024) observed that balancing diverse student needs alongside inadequate training escalates teacher
stress and burnout and hinders sustainable practice. The demands of managing behavioral needs reflect findings that
maintaining psychological safety, predictable routines, and complex peer dynamics places heavy demands on
teachers’ social-emotional competence and instructional balance (Tampubolon et al., 2024). Large classes are
consistent with Bacus (2024), who found that high student-to-teacher ratios constrain individualized attention and
accommodations; with Vakili et al. (2024), who noted that managing disruptive behavior in overcrowded classrooms
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imposes heavy workloads and severe time constraints; and with Likuru and Mwila (2022), who showed that
overcrowding and insufficient planning time make differentiated instruction and individualized support difficult to
sustain. Differentiated instruction requires educators to evaluate learning profiles, readiness, and specific needs and
then adapt content, process, and products; when class density is high, teachers must devote much of their active time
to behavioral control, basic group management, and broad content delivery, which limits one-on-one interaction,
flexible small-group arrangements, and ongoing formative feedback.

The absence of targeted, practical staff development remains one of the primary obstacles to quality inclusive
instruction worldwide (Bani Odeh & Lach, 2024). Quiaot and Suplaag (2026) found a positive relationship between
teacher readiness and self-efficacy, so teachers lacking formal preparation have reduced confidence in inclusive
classrooms, and Hakel and Magin (2024) found that prior experience does not predict readiness or long-term
implementation; ongoing professional learning, rather than years on the job, drives inclusive practice. This supports
the present finding that general teaching experience alone does not equip teachers to respond to diverse disabilities.
Taken together, resource limits, workload, and emotional strain show that the challenges of inclusion are instructional
and systemic, consistent with the ecological view that teachers’ experiences are shaped by exosystem and
macrosystem conditions such as policy, funding, and resources.

Strategies: reflective, adaptive, and collaborative practice

Teachers’ practice of identifying the cause of a difficulty before responding aligns with frameworks emphasizing
reflective practice as a means of addressing individual needs and underlying distress rather than enforcing compliance.
Cole et al. (2022) show that reflection helps educators move beyond reflexive disciplinary measures and adjust
instruction based on deeper learner needs, and Machost and Stains (2023) note that reflective inquiry allows teachers
to reframe noncompliance as a signal for pedagogical adjustment, fostering more supportive teacher—student
relationships. The cycle of observation, adjustment, and evaluation matches Mintjes et al. (2024), who describe how
systematic action research uses classroom observation and feedback loops to refine strategies. Because the process
remained largely individual, structured coaching and PLCs are warranted; Liu (2022) shows that embedding reflective
practice in PLCs significantly enhances teachers’ creative self-efficacy and pedagogical innovation compared with
isolated practice.

Differentiation and scaffolding are supported by Ferrer and Naanep (2025), who found that tiered assignments,
adjusted task complexity, and structured steps enhance engagement and growth across capability levels, and by Pozas
et al. (2021), who show that differentiated scaffolding (tiered difficulty, flexible grouping, varied presentation)
enhances engagement and academic self-concept without isolating learners. Multimodal and play-based teaching is
consistent with Li et al. (2023), whose work on playful learning shows that hands-on, sensory-rich experiences boost
engagement and motivation, and with UDL frameworks that treat learner variability as predictable rather than
exceptional (Almeqdad et al., 2023); proactively designing lessons with kinesthetic, auditory, and visual elements
removes barriers before frustration occurs (Trifonova, 2025). Multimodality therefore acts as a universal tool,
providing accessibility scaffolds for learners with specialized needs while enhancing interest, retention, and peer
collaboration across the class.

Positive behavior support is validated by evidence that behavior-specific praise delivered immediately after desired
actions improves engagement and on-task focus and reduces disruptions compared with punitive discipline (Frontiers
in Education, 2025), and that proactive routines, clear expectations, and strengths-affirming feedback cultivate a low-
anxiety environment that builds self-efficacy and intrinsic motivation (European Journal of Education Studies, 2025).
Teachers’ emphasis on emotional readiness is consistent with Guo et al. (2025), who linked teacher emotional support
to engagement through academic self-efficacy and resilience, and Bhatt et al. (2025), whose systematic review found
that positive reinforcement boosts emotional and cognitive engagement and reduces off-task behavior more effectively
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than punitive discipline. Cultivating emotional readiness is therefore a key mechanism for a psychologically safe
classroom climate. The finding that teachers regulate their own responses also resonates with Hernandez Gonzalez et
al. (2024) on teacher emotional regulation and learner participation. Teachers’ consultation with parents is supported
by Ebron (2026), who showed that sharing home routines, behavioral insights, and child preferences is critical to the
design and execution of IEPs and that consulting parents as equal partners yields greater consistency, better behavior
management, and improved outcomes. Overall, the multi-pronged approach reflects evidence that successful inclusion
combines diagnostic instruction with collaborative ecosystems: identifying barriers before intervention and
scaffolding tasks multimodally lowers cognitive load while preserving rigor (Korpershoek et al., 2025), and shifting
from isolated teaching to networks of parents, administrators, and special educators makes inclusion a system-wide
commitment (MDPI Education Sciences, 2024), applying adaptations and behavioral interventions consistently across
home and school.

Support needs: toward coordinated, multi-level institutional support

The call for practical training is supported by Woulfin and Jones (2021), who found limited opportunities for ongoing,
collaborative professional development even among special education teachers, and by Ahmed et al. (2021), who
identified professional development as a key area for disability-inclusive education in low- and middle-income Asia-
Pacific countries. Kumekpata et al. (2024) stressed continuous, practical, hands-on programs that help teachers
identify special educational needs, empower teachers, and collaborate with stakeholders, which closely reflects P4’s
request for real demonstrations. Philippine studies provide contextual support: Honteveros et al. (2025) linked training,
institutional support, and readiness in Cebu City, and Alojado (2024) reported that differentiated learning and
personalized assessment practices call for ongoing professional development. Professional development should
therefore be ongoing, practical, contextualized, and classroom-focused, covering behavior management,
communication and attention problems, differences in academic ability, assessment adaptations, and material
development.

The request for specialists and additional personnel aligns with Chow et al. (2023), who point to the value of teaching
assistants, resources, collaboration, and institutional support; Ufermann et al. (2025), who noted that support staff
need clear roles, communication, trust, and collaboration with teachers; Buenrostro-Jocson (2023), who found that
Philippine shadow teachers provide individualized support, help manage behavior, and collaborate with teachers and
parents; and Jeremy et al. (2024), whose scoping review highlighted teacher—therapist collaboration in inclusive
primary schools. Philippine policy supports this: Republic Act No. 11650 (the Inclusive Education Act) provides for
para-teachers, multidisciplinary teams, and specialized support for learners with disabilities, and its implementing
rules recognize special needs teachers, psychologists, therapists, and learning support aides in assessing learners,
developing IEPs, and monitoring progress. A multidisciplinary approach can enhance teachers’ capacity and offer
learners more tailored support.

The priority given to communication is supported by Celik and Tomris (2024), who found that home—school
collaboration is a dynamic, sustained process that contributes to children’s learning and development; Suwarni et al.
(2024), who found that communication, mutual understanding, and active participation between teachers and parents
create a supportive environment and may improve academic and social development; and Abueva and Gallardo
(2024), whose study of public elementary teachers in Davao City identified positive parent—teacher communication
as an important aspect of inclusion, with regular communication and ongoing professional development as ways of
addressing collaboration challenges. The request for accessible materials is consistent with UDL and with Bray et al.
(2024), who showed that digital technologies provide flexible, accessible learning, and Ferndndez-Batanero et al.
(2022), who pointed to the advantages of assistive technologies. In the Philippines, Mesias (2026) found unequal
access to adaptive materials and assistive technologies, and Alojado (2024) emphasized differentiated instruction,
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personalized assessment, and instructional technology; RA 11650’s implementing rules encourage accessible formats
such as Braille, large print, electronic, and multimedia resources. The requests for resource rooms and spaces are
reinforced by the 2024 implementing rules, which provide for Inclusive Learning Resource Centers (ILRCs) and
accessible facilities, including satellite ILRCs in schools with operation and maintenance included in the School
Improvement Plan (SIP), and the requests for funding are supported by the Program Support Budget under RA 11650
for specialists, related services, assistive devices, equipment, and learning materials, with continuing implementation
funded through annual appropriations. The need for protected preparation time underscores that inclusion increases
planning responsibilities, and without time and organizational support, teachers struggle to sustain individualized
interventions alongside regular teaching.

The ACSI Theory in relation to the literature

The ACSI Theory is consistent with recent research. Gheyssens et al. (2021) found that teachers’ ability to notice and
reason about inclusive teaching was associated with greater use of differentiated instruction, supporting the first
process (needs-based observation and reflection). Gibbs and McKay (2021), in a systematic review of differentiated
teaching, found that differentiation provides better opportunities to learn while stressing the importance of professional
learning, mentoring, coaching, and school leadership, supporting the second and fourth processes. Sannen et al. (2021)
found that teachers in more connected collaborative networks were more positive toward inclusion and reported
greater use of differentiated instruction, and Pozas and Letzel-Alt (2023) found that more intensive collaboration,
particularly synchronization and co-construction, was significantly associated with differentiated practice,
strengthening the collaborative component. Recent work on inclusive pedagogy likewise emphasizes flexibility,
professional development, and collaboration among teachers and professionals as conditions for responding to diverse
needs. The theory also integrates the study’s three lenses: ecological (support spans the systems around teachers),
sociocultural (adaptive practice develops through guidance and collaboration), and inclusive pedagogy (adaptation
extends what is available to all learners).

Synthesis

In addressing RQ1, teachers demonstrate that genuine inclusion transcends physical co-presence; it is an active,
dignifying, socio-emotional endeavor operationalized through intentional differentiation (Pinaranda & Sario, 2024),
structured peer-assisted learning (Carter & Biggs, 2021; Galgao et al., 2025), and self-referenced, multidimensional
progress monitoring (Bourke & Mentis, 2023; Lani & Santos, 2024). Although modifying lessons and safeguarding
dignity impose immense daily demands, witnessing incremental milestones generates an intrinsic reward that restores
educators’ professional identity (Galgao et al., 2025; Liu et al., 2021; Putra, 2023; Villarente & Moral, 2026). The
evidence for RQ2, however, shows this human agency being pushed to its threshold by structural bottlenecks:
managing acute behavioral dysregulation (Tampubolon et al., 2024), class density and high student-to-teacher ratios
that shatter instructional pacing (Bacus, 2024; Likuru & Mwila, 2022; Vakili et al., 2024), and a systemic deficit in
disability-specific training that diminishes self-efficacy and fuels burnout (Bani Odeh & Lach, 2024; Hadiana et al.,
2024; Hakel & Magin, 2024; Javier, 2023; Quiaot & Suplaag, 2026). While teachers show remarkable resilience in
turning daily stress into learner growth, relying on individual sacrifice is inherently unsustainable. Inclusion cannot
survive on empathy alone; it demands systemic reform, manageable class sizes, and targeted, sustained professional
development to turn sacrificial commitment into an empowered, equitable, and lasting reality.

Implications

For practice, the findings suggest that school and district support should be organized around the adaptive cycle
described by the ACSI Theory: protected time and structures (LAC sessions, an Inclusive Education Support Team,
case conferences) for reflection and collaboration; practical, demonstration-based training tied to actual classroom
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cases; a shared bank of accessible materials; referral pathways to specialists; and learner-support spaces. For policy,
the findings show where mandated provisions such as RA 11650 (ILRCs, para-teachers, multidisciplinary teams,
program support budgets) need to reach the classroom level in a district like Samal. For theory, the study extends
accounts of teacher deficit by foregrounding teachers’ adaptation, improvisation, and informal learning, which the
literature has tended to overlook.

Limitations and Directions for Future Research

The study involved ten teachers from one district during one school year, and the theory and program are applicable
primarily to contexts with similar conditions rather than generalizable to all public elementary schools. The findings
rest on teacher self-report, and the proposed program has not yet been implemented or evaluated; its budget figures
are indicative planning estimates. Future researchers are encouraged to conduct comparable studies in other
educational settings, to include learners, parents, school heads, and specialists as participants, and to assess the efficacy
and sustainability of inclusive education initiatives and of the INCLUDE-SAMAL program itself.

CONCLUSION AND RECOMMENDATIONS
Summary of Findings

* Implementation. Teachers implement inclusive education through active participation, differentiated
instruction, peer support, and individualized monitoring, understanding inclusion as participation and
belonging rather than placement. They involve learners in group activities, games, pair work, responsibilities,
and recitation; simplify instructions, repeat explanations, modify activities, allow additional time, and match
tasks to ability; use peer buddies to build acceptance; and track progress through worksheets, performance
tasks, observation, anecdotal records, and individual assessment, valuing small gains in participation,
interaction, confidence, and independence.

¢ Challenges. The most prominent challenges were diverse learning and behavioral needs, large classes,
limited time, insufficient specialized training, inadequate resources and support services, and competing
responsibilities, which led to tiredness, stress, frustration, emotional exhaustion, and feelings of inadequacy.
They are connected to school-level and system-level conditions.

*  Strategies. Teachers observed learners before deciding on an intervention; used differentiated instruction
and scaffolding; applied multimodal, play-based, and experiential approaches; practiced positive behavior
support and self-regulation; and collaborated with colleagues, parents, school heads, and SNED teachers,
increasingly viewing inclusion as a shared responsibility.

e  Support needs. Teachers need continuous, practical professional development; specialist assistance and
additional personnel; stronger communication and stakeholder collaboration with home—school consistency;
accessible and adaptable materials and technology; and dedicated spaces, funding, and protected preparation
time.

Conclusion

Inclusive education is characterized by meaningful learner participation, differentiated instruction, and continuous
effort to meet the diverse requirements of learners with special educational needs. Teachers show commitment,
creativity, and flexibility but face large classes, limited time, insufficient training, inadequate resources, and
competing responsibilities. Teamwork among teachers, school heads, parents, SNED teachers, and other professionals
is essential for learner support, and progress should be assessed holistically, considering participation, social

interaction, confidence, behavior, and independence in addition to academic achievement. Inclusive education is both
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a classroom practice and an institutional responsibility requiring continuous professional development, accessible
resources, specialist help, and effective collaboration. This process is explained by the Adaptive Collaborative Support
Theory of Inclusive Education, which involves continuous identification of learner needs, instructional adaptation,
collaboration, utilization of resources, progress monitoring, and reflection. Successful inclusion is a collective
responsibility and an ongoing institutional commitment to ensure that all learners are valued, included, and given
meaningful opportunities to learn, participate, and develop to their full potential.

Recommendations

* Enhance inclusive education through ongoing professional development, efficient school-based support
systems, sufficient resources, cooperative partnerships, and adaptable teaching methods.

*  The Schools Division Office, school administrators, teachers, parents, and the larger school community are
urged to collaborate to meet the diverse needs of learners with special educational needs.

*  Consider and, where feasible, implement the INCLUDE-SAMAL program to strengthen inclusive practice
and address the issues identified, and assess its efficacy and sustainability regularly.

*  Future researchers are encouraged to carry out comparable studies in different educational settings and assess
the efficacy of inclusive education initiatives and support systems, to help create more adaptable, lasting, and
inclusive learning environments where each student is respected, encouraged, and given equal chances to
learn and achieve.

ACKNOWLEDGMENTS

The researchers thank their adviser, Dr. Neil D. David, for his guidance in qualitative research; Dr. Carolina S. Violate,
Schools Division Superintendent, for permission to conduct the study; Ma’am Elma P. Dizon, Public Schools District
Supervisor of Samal, for her coordination and support; Dr. Ronaldo A. Punla, data analyst, for assistance in analyzing
and interpreting the data; the school heads of the participating schools in Samal District; and, above all, the teacher-
participants who generously shared their time and experiences.

© 2026 Advancing SDG Impact. All rights reserved.
2399



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

REFERENCES

Abueva, S., & Gallardo, R. D. (2024). Parental guidance: Exploring elementary teacher’s experiences with parent-
teacher collaboration in an inclusive classroom. International Journal of Innovative Science and Research Technology,
2688-2693. https://doi.org/10.38124/ijisrt/INISRT240CT1196

Adler, R. H. (2022). Trustworthiness in qualitative research. Journal of Human Lactation, 38(4), 598—602.

Ahmed, et al. (2021). Teacher professional development for disability inclusion in low- and middle-income Asia-
Pacific countries. Campbell Systematic Reviews. https://doi.org/10.1002/c12.12

Ahmed, S. K. (2024). The pillars of trustworthiness in qualitative research. Journal of Medicine, Surgery, and Public
Health, 2, 100051.

Ahmed, S. T., Shaikh, N., & Yaqoob, N. (2025). The role of teacher training in achieving inclusive and equitable
quality education (SDG 4). Journal of Political Stability Archive, 3(2), 122—144. https://doi.org/10.63468/jpsa.3.2.07

Aisha, Asiimwe & University Researchcentre, Kampala International. (2025). Strategies for inclusive education in
public systems. Research Output Journal of  Arts and Management, 4, 31-35.
https://doi.org/10.59298/ROJAM/2025/413135

Alamo, M., & Llorent, V. J. (2024). Identity formation of pre-service teachers: Relations with training and attitudes
toward cultural diversity. International Journal of Educational Psychology, 13(3), 184-198.
https://doi.org/10.57168/ije.2024.13.3.30774

Almeqdad, Q., Al-Makhzoomi, A. K., & Al-Zyoudi, M. (2023). The effectiveness of Universal Design for Learning:
A systematic review of the literature and meta- analysis. Cogent Education, 10(1), Article 2218501.
https://doi.org/10.1080/2331186X.2023.2218501

Alojado. (2024). Teachers’ best practices in meeting diverse learners’ needs, including differentiated learning and
inclusive assessment. https://research.cmc.edu.ph/index.php/journals/article/view/183

Artiles, A. J., & Kozleski, E. B. (2016). Inclusion’s promises and trajectories: Critical notes about future research on
a venerable idea. Education Policy Analysis Annuals, 24(3), 1-29. http://dx.doi.org/10.14507/epaa.24.1919

Ayaya, G., & Makoelle, M. (2020). Participatory action research: A tool for enhancing inclusive teaching practices
among teachers in South African full-service schools. https://doi.org/10.1177/2158244020963576

Bacus, A. M. P. (2024). Listening to elementary teachers’ voices in an inclusive classroom: A retrospect of their
experiences. International Journal of Innovative Science and Research Technology.
https://doi.org/10.38124/ijisrt/IJISRT24AUG545

Bani Odeh, K., & Lach, L. M. (2024). Barriers to, and facilitators of, education for children with disabilities
worldwide: A descriptive review. Frontiers in Public Health, 11, Article 1294849.
https://doi.org/10.3389/fpubh.2023.1294849

Barba, Heloise, & Baguio, Josephine. (2025). The inclusive instruction learning stand: Predominant realities in public
elementary schools. EPRA International Journal of Multidisciplinary Research (IJMR), 874-879.
https://doi.org/10.36713/epra23417

Bas, G. (2022). Factors influencing teacher efficacy in inclusive education. Australasian Journal of Special and

Inclusive Education, 46(1), 19-32. https://doi.org/10.1017/j51.2021.22
© 2026 Advancing SDG Impact. All rights reserved.
2400



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Belarda, Fiametta, & Belena, Dr. (2025). Exploring the perspectives and challenges of elementary teachers in an
inclusive  program. International  Journal of Social Science and Human  Research, 08.
https://doi.org/10.47191/ijsshr/v8-19-95

Beltran, Agripa, Bustarga, Cruz, Marmol, & Morallo. (2025). Practices and challenges in implementing inclusive
education in Philippine elementary schools. Journal of Education Research, 6(1), 8-22.

Bhatt, D., Arya, P., Mehra, H., & Rai, B. (2025). Positive reinforcement in education: A review of its influence on
academic engagement and behavioral retention. Testing, Psychometrics, Methodology in Applied Psychology, 32(S8),
3318-3327.

Bibiana, R. I., Madrine, K., Eric, W., & Simon, T. (2020). Structural modification challenges facing the
implementation of inclusive education policy in public secondary schools in Tharaka-Nithi County. International
Journal of Educational Administration and Policy Studies, 12(2), 147—158. https://doi.org/10.5897/IJEAPS2020.0649

Bond, R., & Castagnera, E. (2022). Peer-mediated support strategies in inclusive classrooms: Social and academic
outcomes. Focus on Exceptional Children, 54(3), 1-18. https://doi.org/10.17161/fec.v54i3.15820

Bourke, R., & Mentis, M. (2023). Assessment for inclusion: Rethinking student progress in diverse learning
environments. Assessment in Education: Principles, Policy & Practice, 30(2), 154-171.

Brady, L., Wang, C., Griffiths, C., Yang, J., Markus, H. R., & Fryberg, S. A. (2024). A leadership-level culture cycle
intervention changes teachers’ culturally inclusive beliefs and practices. Proceedings of the National Academy of
Sciences, 121(25). https://doi.org/10.1073/pnas.2322872121

Bray, A., Devitt, A., Banks, J., Sanchez Fuentes, S., Sandoval, M., Riviou, K., Byrne, D., Flood, M., Reale, J., &
Terrenzio, S. (2024). What next for Universal Design for Learning? A systematic literature review of technology in
UDL implementations at second level. British Journal of Educational Technology, 55, 113-138.
https://doi.org/10.1111/bjet. 13328

Bronfenbrenner, U. (1979). The ecology of human development: Experiments by nature and design. Harvard
University Press.

Buenaobra, Maria, & Belena, Dr. (2025). Selected kindergarten teachers’ perspectives and challenges in inclusive
education: Basis for effective inclusive educational management program. International Journal of Social Science and
Human Research, 08. https://doi.org/10.47191/ijsshr/v8-i5-55

Buli-Holmberg, J., Jeyaprathaban, S., & Schuelka, M. J. (2023). Policy vs. practice: Systemic gaps in the
implementation of inclusive education. International Journal of Educational Reform, 32(3), 288-307.
https://doi.org/10.1177/10567879221114523

Cabello, C., Tagyamon, J., Andan, R., Aranas, M., Asma, M., Bucog, V., Espiritu, S., Juarez, M., Limpag, G., Odever,
M., Serdan, R., Sumampong, M., & Villanueva, M. (2025). Inclusive education implementation in the Philippines: A
systematic review. Psychology and Education: A  Multidisciplinary Journal, 44(2), 215-224.
http://doi.org/10.70838/pem;j.440204

Carter, E. W., & Biggs, E. E. (2021). Peer support strategies for students with complex needs in inclusive classrooms.
Beyond Behavior, 30(1), 18-27.

© 2026 Advancing SDG Impact. All rights reserved.
2401



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Celik, S., & Tomris, G. (2024). A chain of interlocking rings: Preschool teachers’ experiences regarding home-school
collaboration with a focus on children with special needs and their parents in inclusive education. Children and Youth
Services Review. https://doi.org/10.1016/j.childyouth.2024.107700

Chaudhary, M. (2026). Barriers to inclusive education: A comprehensive review of institutional, pedagogical, and
socio-cultural challenges. International Journal of Research and Innovation in Applied Science, 11(2), 485-497.
https://doi.org/10.51584/1JRIAS.2026.1102

Chigwenembe, R. (2026). Teachers' experiences in implementation of inclusive education for learners with special
needs: A scoping review. Cogent Education, 13(1), 2683212. https://doi.org/10.1080/2331186X.2026.2683212

Chow, W. S. E., de Bruin, K., & Sharma, U. (2023). A scoping review of perceived support needs of teachers for
implementing inclusive education. International Journal of Inclusive Education, 28(13), 3321-3340.
https://doi.org/10.1080/13603116.2023.2244956

Cole, C., Hinchcliff, E., & Carling, R. (2022). Reflection as teachers: Our critical developments. Frontiers in
Education, 7, Article 1037280. https://doi.org/10.3389/feduc.2022.1037280

Crispel, O., & Kasperski, R. (2021). The impact of special education training on general education teachers' self-
efficacy and attitudes toward inclusion. International Journal of Inclusive Education, 25(8), 923-940.

Darling-Hammond, L., Oakes, J., & Wojcikiewicz, S. K. (2023). Effective teacher professional development in an era
of educational equity. Review of Research in Education, 47(1), 201-234.
https://doi.org/10.3102/0091732X231162231

Dayso, A. L., Dulionan, M. O., Labot, V. S., Lassin, R. D., Mangsi, L. W., & Nucaza, J. M. (2025). Challenges and
practices of education teachers on inclusive education. Cognizance Journal of Multidisciplinary Studies, 5(1), 147—
156.

Dela Cruz, R. S. (2026). Implementing inclusive education: Exploring teachers’ perspectives on strategies, perceived
effectiveness, and support systems for students with disabilities. Pantao (The International Journal of the Humanities
and Social Sciences), 5(1), 9697-9707. http://doi.org/10.69651/PIJHSS0501861

Delogu, F., Nelson, M., Timmons, S. C., Weinstein, M., Bhattacharya, B., Jaussen, P., Al-Hamando, M., Al-Azary,
H., Anyaiwe, O. E. D., Appleby, L., Bukaita, W., Cartwright, C., Chung, C., Cleere, S., Cole, M. L., Collins, S. N.,
Faulkner, T. L., Glembocki, M. M., Harris, C., ... Moore, H.-P. H. (2023). A systemic transformation of an arts and
sciences curriculum to nurture inclusive excellence of all students through course-based research experiences.
Frontiers in Education, 8. https://doi.org/10.3389/feduc.2023.1142572

Demchenko, 1., Maksymchuk, B., Bilan, V., Maksymchuk, 1., & Kalynovska, I. (2021). Training future physical
education teachers for professional activities under the conditions of inclusive education. BRAIN. Broad Research in
Artificial Intelligence and Neuroscience, 12(3), 191-213.

Department of Education (DepEd). (2018). Basic Education Information System (BEIS) Data, SY 2017-2018.
https://www.deped.gov.ph/basic-education-information- system-beis/

Department of Education Philippines. (2023). Basic Education Development Plan (BEDP 2030) Implementation &
Inclusive Education Reviews. DepEd.

Desormeaux, L., & Mitchell, D. (2022). What really works in special and inclusive education: Using evidence-based
teaching strategies (3rd ed.). Routledge.

© 2026 Advancing SDG Impact. All rights reserved.
2402



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Dignath, C., Rimm-Kaufman, S. E., Ewijk, R. van, & Kunter, M. (2022). Teachers’ beliefs about inclusive education
and insights on what contributes to those beliefs: A meta-analytical study. Educational Psychology Review, 34(4),
2609-2660. https://doi.org/10.1007/s10648-022-09695-2

Dioso, M. M., Iglesia, A. B., Ramiro, F. M., & Iglesia, N. S. (2022). Readiness for inclusive special education: A
survey among inservice teachers in Zamboanga City, Philippines. International Journal of Early Childhood, 14(03),
2022.

Donath, J. L., Liikke, T., Tran, U. S., et al. (2025). The transfer of teacher training to inclusive classroom practice: A
meta-analytic SEM approach. Educational Psychology Review, 37, 105. https://doi.org/10.1007/s10648-025-10081-
9

Duncan, J., Punch, R., & Croce, N. (2021). Supporting primary and secondary teachers to deliver inclusive education.
Australian Journal of Teacher Education, 46(4). https://doi.org/10.14221/ajte.2021v46n4.6

Ebron, G. R. (2026). The teacher-parent collaboration on the success of individualized education plans for students
with special needs: Teachers’ perspective. JPAIR Multidisciplinary Research, 64(1), 153—174.

Epstein, J. L., Sanders, M. G., Sheldon, S. B., Simon, B. S., Salinas, K. C., Jansorn, N. R., Van Voorhis, F. L., Martin,
C. S.,, Thomas, B. G., Greenfeld, M. D., Hutchins, D. J., & Williams, K. J. (2024). School, family, and community
partnerships: Your handbook for action (5th ed.). Corwin Press.

Esto, Charisse, & Baynosa, Briccio. (2025). Challenges faced by the general education teachers in implementing
inclusive  education. Psychology and Education: A  Multidisciplinary  Journal, 51, 223-235.
https://doi.org/10.70838/pem;j.510206

European Agency for Special Needs and Inclusive Education. (2024). Teacher Professional Learning for Inclusion:
Final Summary Report. EASNIE.

European Journal of Education Studies, 13(8), 1-15. Evangelico, R. J. (2025). Assessing teachers’ knowledge,
readiness, and challenges in implementing inclusive education in Catholic schools. Psychology and Evaluation: A
Multidisciplinary Journal, 43(5), 586—602.

European Journal of Education Studies. (2025). Experiential and game-based learning for teaching freedom of
expression in primary education: An action research study.

Fairbrother, M., Specht, J., Delorey, J., Whitley, J., Ismailos, L., & Villella, M. (2025). Integrating practice and theory
in teacher education: Enhancing pre-service self- efficacy for inclusive education. Education Sciences, 15(4), 497.
https://doi.org/10.3390/educscil 5040497

Fernandez-Batanero, J. M., Montenegro-Rueda, M., Fernandez-Cerero, J., et al. (2022). Assistive technology for the
inclusion of students with disabilities: A systematic review. Educational Technology Research and Development, 70,
1911-1930. https://doi.org/10.1007/s11423-022-10127-7

Ferrer, J. M., & Naanep, N. (2025). Enhancing learning: Differentiated instruction in elementary schools. Journal of
Interdisciplinary Perspectives, 3(6), 247-258. https://doi.org/10.69569/jip.2025.222

Florian, L., & Black-Hawkins, K. (2011). Exploring inclusive pedagogy. British Educational Research Journal, 37(5),
813-828.

© 2026 Advancing SDG Impact. All rights reserved.
2403



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Francia, B., & Siy, B. (2024). Lived experiences of special needs education teachers in the inclusion of children with
special needs in mainstream class. International Journal of Research Publication, 156(1), 86-93.
https://doi.org/10.47119/1JRP1001561920247130

Frontiers in Education, 10, 1510314. https://doi.org/10.3389/feduc.2025.1510314 King, C., & Dockrell, J. (2022).
Evaluating the impact of targeted professional development on inclusive classroom practices. Professional
Development in Education, 48(4), 612—628. https://doi.org/10.1080/19415257.2020.1787208

Frontiers in Education. (2025). Supporting educators to implement behavior-specific praise. Frontiers in Education,
10, Article 1443322.

Fullan, M., & Quinn, J. (2023). Coherence: The right drivers in action for schools, districts, and systems (2nd ed.).
Corwin Press.

Gaewen, B. W. (2025). A literature review on teachers’ strategies in managing diverse mainstream classroom settings.
Cognizance Journal of Multidisciplinary Studies, 5(6), 197-208. https://doi.org/10.47760/cognizance.2025

Galgao, C., Galgo, J., Hibaya, A. J., Sotil, S. F., & Doliente, J. (2025). Lived experiences of 21st century teachers in
inclusive education. Journal of Interdisciplinary Perspectives, 3(10), 598—604. https://doi.org/10.69569/jip.2025.658

Galutera, L. J. (2025). Inclusive education: Challenges and opportunities of public elementary school teachers. Divine
Word International Journal of Management and Humanities (DWIIMH), 4(3).
https://doi.org/10.62025/dwijmh.v4i3.175

Garcia, R., & Lim, T. (2023). The impact of inclusive education strategies on student engagement and achievement:
An empirical evaluation. Journal of Inclusive Education Research, 15(2), 101-115.

Gheyssens, E., Consuegra, E., Engels, N., & Struyven, K. (2021). Creating inclusive classrooms in primary and
secondary schools: From noticing to differentiated practices. Teaching and Teacher Education, 100, 103210.

Gheyssens, E., Coubergs, C., De Doelder, M., & Struyven, K. (2023). Differentiated instruction in secondary
education: A study on teachers’ implementation. Teaching and Teacher Education, 125, Article 104052.
https://doi.org/10.1016/j.tate.2023.104052

Gheyssens, E., Coubergs, C., Griful-Freixenet, J., Engels, N., & Struyven, K. (2022). Differentiated instruction: The
diversity of teachers’ philosophy and praxis to adapt teaching to students’ interests, readiness and learning profiles.
International Journal of Inclusive Education, 26(14), 1383—1400.

Gibbs, K., & McKay, L. (2021). Differentiated teaching practices of Australian mainstream classroom teachers: A
systematic review and thematic analysis. International Journal of Educational Research, 109, 101799.

Gonzaga, N. G., Plan, L. D., & Aguipo, M. M. (2024). Readiness and challenges of general education teachers on the
implementation of inclusive education. Russian Law Journal, 12(1). https://doi.org/10.52783/rlj.v12i1.3534

Griful-Freixenet, J., Struyven, K., & Vantieghem, W. (2021). Exploring pre-service teachers’ beliefs and practices
about two inclusive frameworks: Universal Design for Learning and differentiated instruction. Teaching and Teacher
Education, 107, 103503.

Gross, J. M., Haines, S. J., & Francis, G. L. (2023). Community-school partnerships in inclusive settings: Leveraging
local resources for student success. School Community Journal, 33(1), 89—114.

© 2026 Advancing SDG Impact. All rights reserved.
2404



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Guha, C., Viecelli, A. K., Wong, G., Manera, K., & Tong, A. (2021). Qualitative research methods and its application
in nephrology. Nephrology, 26(10), 755-762.

Guo, W., Wang, J,, Li, N., & Wang, L. (2025). The impact of teacher emotional support on learning engagement
among college students mediated by academic self- efficacy and academic resilience. Scientific Reports, 15, Article
88187. https://doi.org/10.1038/s41598-025-88187-x

Hadiana, A., Kulsum, U., & Aminah, S. (2024). Teacher challenges in inclusive education settings. Journal of
Educational Innovation and Practice, 12(2), 115— 128.

Haines, S. J., McCart, A., & Sailor, W. (2022). Executive leadership and stakeholder engagement in whole-school
inclusive reform. Educational Administration Quarterly, 58(3), 412-445.
https://doi.org/10.1177/0013161X221082341

Hakel, K., & Magin, M. (2024). The impact of professional development training on faculty’s integration of universal
design for learning in daily teaching practices. International Journal of Inclusive Education, 1-16.
https://doi.org/10.1080/13603116.2024.2430527

Hernandez Gonzalez, O., Spencer Contreras, R. E., Sanz-Cervera, P., & Tarraga-Minguez, R. (2024b). The
relationship between emotional regulation of teachers and the participation of students with autism in inclusive
primary and preschool schools. Journal of Research in Special Educational Needs, 24(1), 3—11.

Honteveros, et al. (2025). Teachers’ training, support, and readiness for inclusive education in Cebu City, Philippines.
Philippine International Journal of Humanities and Social Sciences. https://doi.org/10.69651/PIJHSS0404589

Isyatirradhiyah, 1., Afandi, A., Marlina, R., & Agustina, L. K. (2025). Strategies, approaches, and best practices of
inclusive education in regular schools: Systematic literature review. Research and Development in Education
(RaDEn), 5(1), 243-258.

Jabeen, Suraya, Parveen, Professor, Jan, Umera, & Shabir, Iqra. (2025). Pedagogical interventions to enhance
academic performance of students. https://doi.org/10.4018/979-8-3373-4501-7.ch001

Jardinez, M. J., & Natividad, L. (2024). The advantages and challenges of inclusive education: Striving for equity in
the classroom. Shanlax International Journal of Education, 12(2), 57-65. https://doi.org/10.34293/education.v12i2

Javier, M. J. (2023). Challenges of inclusive education program implementation: Towards an action plan development.
Psychology and Education: A Multidisciplinary Journal, 11(6), 563-576. https://doi.org/10.5281/zenodo.8203286

Jeremy, J., Spandagou, 1., & Hinitt, J. (2024). Teacher—therapist collaboration in inclusive primary schools: A scoping
review. Australian Occupational Therapy Journal, 71(4), 593—611. https://doi.org/10.1111/1440-1630.12931

Kaji, Susan, & Dutta, Dr. (2026). Challenges and barriers faced by teachers in inclusive classrooms: A study.
International Journal of Research and Innovation in Social Science. https://doi.org/10.47772/1JRISS.2026.10200362

Kimhi, Y., & Bar Nir, A. (2025). Teacher training in transition to inclusive education.

Kivirand, T., Leijen, A., & Lepp, L. (2022). Enhancing schools’ development activities on inclusive education through
in-service training course for school teams: A case study. Frontiers in Psychology, 13, 824620.
https://doi.org/10.3389/fpsyg.2022.824620

© 2026 Advancing SDG Impact. All rights reserved.
2405



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Korpershoek, H., Harms, T., de Boer, H., van Kuijk, M., & van de Grift, W. (2025). An update of the meta-analysis
of the effects of classroom management interventions on students’ academic, behavioral, social-emotional, and
motivational outcomes. Educational Psychology Review, 37(3), Article 104.

Kumekpata, Ahwireng, & Boateng. (2024). Inclusive education topics learned through teacher professional
development. Pedagogical Review, 41(2).

Kunwar, R., & Adhikari, S. (2023). An exploration of the conceptualization, guiding principles, and theoretical
perspectives of inclusive curriculum. Journal of Contemporary Research in Social Sciences, 5(1), 1-13.
https://doi.org/10.55214/26410249.v511.217

Lani, M., & Santos, R. (2024). Classroom-based assessment practices for learners with special needs in the Philippines.
Philippine Journal of Education, 103(1), 67-82.

Lanorio, M. F. B., & Albino, M. G. (2026). Teachers’ perceptions and challenges in the implementation of the
inclusive education program in District I1I-A, Division of Olongapo City. The Advanced Social Science in Research
Journal, 1(3), 655-670. https://doi.org/10.11594/assrj.01.03.11

Leithwood, K., & Sun, J. (2022). The nature and effects of transformational school leadership on inclusive school
cultures. Journal of Educational Administration, 60(2), 145—163. https://doi.org/10.1108/JEA-06-2021-0118

Li, X., Zhang, X., Zhao, Y., Zhang, L., & Shang, J. (2023). Exploring the role of learning through play in promoting
multimodal learning among children: A pilot study in Chinese first-tier cities. Frontiers in Psychology, 14, Article
1103311. https://doi.org/10.3389/fpsyg.2023.1103311

Likuru, L. C., & Mwila, P. M. (2022). Overcrowded classrooms: Effect on teaching and learning process in public
secondary schools in Ilemela Municipality, Tanzania. Asian Journal of Education and Social Studies, 30(2), 75-87.
https://doi.org/10.9734/ajess/2022/v30i230744

Lindner, K. T., & Schwab, S. (2025). Differentiated instruction in inclusive classrooms: A systematic synthesis of
instructional adaptations. Educational Research Review, 42, 100612.

Lindner, K. T., Schwab, S., Emara, M., & Avramidis, E. (2023). Do teachers favor the inclusion of all students? A
systematic review of primary schoolteachers’ attitudes towards inclusive education. European Journal of Special
Needs Education, 38(6), 766—787. https://doi.org/10.1080/08856257.2023.2172894

Liu, S. (2022). Can professional learning communities promote teacher innovation? A multilevel moderated mediation
analysis. Teaching and Teacher Education, 109, Article 103571. https://doi.org/10.1016/j.tate.2021.103571

Liu, Y., Bellibas, M. S., & Giimiis, S. (2021). The effect of instructional leadership and distributed leadership on
teacher self-efficacy and job satisfaction: Mediating roles of supportive school culture and teacher collaboration.
Educational Management Administration & Leadership, 49(3), 430—453. https://doi.org/10.1177/1741143220910438

Mabeza, M. D., & Villacruz, J. P., EdD. (2025). Challenges and coping strategies of technical-vocational teachers in
implementing inclusive education for learners with disabilities. International Journal of Research and Scientific
Innovation, XII(V), 395-404. https://doi.org/10.51244/ijrsi.2025.12060032

Macabenta, J. M., Manubag, C. V., Tabafiag, J. C., Villegas, N. B., Villegas, T. M., & Cabanilla, A. J., Jr. (2023).
Inclusive education: Lived experiences of 21st century teachers in the Philippines. International Journal for Research
in Applied Science & Engineering Technology, 11(4), 454—459. https://doi.org/10.22214/ijraset.2023.48982

© 2026 Advancing SDG Impact. All rights reserved.
2406



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Machost, C., & Stains, M. (2023). Reflective practices in education: A primer for practitioners. CBE—Life Sciences
Education, 22(2), Article es2. https://doi.org/10.1187/cbe.22-07-0148

Mabher, A., van Rossum, T., & Morley, D. (2023). Assessing the learning of pupils with special educational needs and
disabilities in mainstream school physical education. British Educational Research Journal, 49(1).

Mancas, M., & Braguta, A. (2025). Continuous education for sustainable development: A tool of social equity and
inclusion. SER Social, 49, 49-59. https://doi.org/10.53486/ser2025.05

Manguilimotan, R. P., et al. (2023). Teachers’ perception towards inclusive education. Pantao Journal of Education,
2(1), 1-16.

Materechera, E. K. (2020). Inclusive education: Why it poses a dilemma to some teachers. International Journal of
Inclusive Education, 24(7), 771-786. https://doi.org/10.1080/13603116.2018.1492640

Mesias, M. D. (2026). Lived experiences of special education teachers on adaptive instructional materials and assistive
technologies for learners with disabilities in public elementary school in Bacoor City, Cavite. Asian Journal of
Education and Social Studies, 52(4). https://doi.org/10.9734/ajess/2026/v52142943

Mintjes, L., Wallner, A., & Lehesvuori, S. (2024). Teachers' action research as a case of social learning: Exploring
learning in between research and school practice. Scandinavian Journal of Educational Research, 68(4), 735—749.
https://doi.org/10.1080/00313831.2023.2175253

Mintz, J., Wyse, D., & Koumentaki, A. (2022). Preparing teachers for inclusion: Knowledge, agency, and pedagogical
confidence. Journal of Teacher Education, 73(4), 388—402. https://doi.org/10.1177/00224871221088451

Mitchell, D., & Sutherland, D. (2023). What really works in special and inclusive education: Using evidence-based
teaching strategies (3rd ed.). Routledge.

Moon, O. (2023). Teachers' readiness and teaching performance in inclusive education: Their relationship to the
implementation of inclusive education program. AIDE Interdisciplinary Research Journal, 6(1), 65-110.
https://doi.org/10.56648/aide- irj.v6il.94

Nilholm, C. (2021). Research about inclusive education in 2020—How can we move forward? European Journal of
Special Needs Education, 36(3), 358-370.

Nimante, D., & Kokare, M. (2022). Perspective of teachers on their competencies for inclusive education. Acta
Paedagogica Vilnensia, 49, 8-22.

Nketsia, William, Opoku, Maxwell, Saloviita, Timo, & Tracey, Danielle. (2020). Teacher educators’ and teacher
trainees’ perspective on teacher training for sustainable development. Journal of Teacher Education for Sustainability,
22, 49-65. https://doi.org/10.2478/jtes-2020-0005

Nolan, A., Armstrong, D., & Munn, P. (2021). Inclusive education: Principles, policies, and practices in Ireland.
Oxford Review of Education, 47(2), 256-273.

Novak, K. (2022). UDL now! A teacher's guide to applying Universal Design for Learning in today's classrooms (3rd
ed.). CAST Professional Publishing.

Obcial, M. F., Tangaja, G. A., Senobio, J., Trencio, A., & Sitoy, R. E. (2025). Evaluating the implementation of
inclusive education policies for learners with disabilities in elementary schools. Psychology and Education: A
Multidisciplinary Journal. https://doi.org/10.70838/pem;j.451006

© 2026 Advancing SDG Impact. All rights reserved.
2407



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

OECD Publishing. Oliveros, R. A., Ordinario, G. P., & Ricaforte, R. (2025). Lived experiences of general education
teachers supporting learners with application difficulties in inclusive classrooms. Asian Journal of Advanced Research
and Reports, 19(6), 392—403. https://doi.org/10.9734/ajarr/2025/v19161068

OECD. (2021). Adapting curriculum to bridge equity gaps: Towards an inclusive curriculum. OECD Publishing.
OECD. (2023). Equity and inclusion in education: Finding strength through diversity.

Omoso, R. A., & Villarente, S. V. D. (2024). Overcoming challenges in inclusive education: Success stories of
receiving teachers. Ignatian International Journal for Multidisciplinary Research, 2(3), 963-995.
https://doi.org/10.5281/zenodo.10874502

Paredes, Jayeth, Montillano, Allen, & Pendon, Fernando. (2025). Embracing diversity: Understanding school leaders
lived experience in supporting teachers handling learners with special needs. Jurnal Inovasi Pendidikan, 3, 344-354.
https://doi.org/10.60132/jip.v3i4.533

Paseka, K., & Schwab, S. (2023). Conceptualising teachers' emotional stress and professional fulfillment in inclusive
settings. European Journal of Special Needs Education, 38(2), 180—-194.

Pechous, Nicole S. (2026). Inclusive special education: Changing mindsets and practices to improve student
achievement. Dissertations and Doctoral Documents, University of Nebraska-Lincoln, 2023—. 443.
https://digitalcommons.unl.edu/dissunl/443

Pinaranda, S. M., & Sario, M. B. (2024). Differentiated instruction on academic performance in Filipino subject. Asian
Journal of Education and Social Studies, 50(7), 408—415. https://doi.org/10.9734/ajess/2024/v50171473

Pozas Guajardo, M. G. (2023). Teacher collaboration, inclusive education and differentiated instruction: A matter of
exchange, co-construction, or synchronization?

Pozas, M., Letzel, V., & Schneider, C. (2021). Teachers' differentiated instruction practices in general education
classrooms: The role of teacher self-efficacy and active experience. Teaching and Teacher Education, 100, Article
103290.

Putra, G. S. (2023). The misconception in differentiated instruction practices: A literature review. Open Journal of
Social Sciences, 11(1), 305-315. https://doi.org/10.4236/jss.2023.111022

Quiaot, L. A., & Suplaag, C. N. (2026). An assessment of teachers' readiness and self-efficacy towards inclusive
education practices. Pantao: International Journal of the Humanities and Social Sciences, 5(1), 37-58.

Republic Act No. 11650. (2022). Instituting a policy of inclusion and services for learners with disabilities in support
of inclusive education. https://lawphil.net/statutes/repacts/ra2022/ra 11650 2022.html

Rogahang, Paramansyah, Zaelani, Igbal, & Judijanto. (2024). Inclusive education practices: Fostering diversity and
equity in the classroom. Global International Journal of Innovative Research, 2(2), 165-178.

Rubillar, R. A. (2025). A journey of thousand miles begins with one step: Implementing inclusive education in
receiving schools as experienced by general education teachers. Psychology and Education: A Multidisciplinary
Journal. https://doi.org/10.70838/pem;.371007

Salguet, M. A. J. (2025). Teachers’ perspectives on the issues and challenges in the implementation of inclusive
education. Research and Advances in Education, 4(7), 29-35. https://doi.org/10.63593/RAE.2788-7057.2025.09.004

© 2026 Advancing SDG Impact. All rights reserved.
2408



oy AN INTERNATIONAL,
R oY PEER-REVIEWED,
)\ .“ § OPEN ACCESS JOURNAL
‘~ ) JOURNAL FOR THE ADVANCEMENT OF
-

SUSTAINABLE DEVELOPMENT GOALS -

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Sannen, J., De Maeyer, S., Struyf, E., De Schauwer, E., & Petry, K. (2021). Connecting teacher collaboration to
inclusive practices using a social network approach. Teaching and Teacher Education, 97, Article 103182.

Savolainen, H., Engelbrecht, P., Nel, M., & Malinen, O. P. (2022). Understanding teacher self-efficacy and attitudes
within  inclusive  education  environments. Teaching and Teacher Education, 110, 103591.
https://doi.org/10.1016/j.tate.2021.103591

Schmidt, S., & Venet, M. (2022). Time constraints and systemic barriers in inclusive lesson planning. Journal of
Educational Change, 23(2), 211-233. https://doi.org/10.10007/s10833-021-09432-8

Schwab, S., & Alnahdi, G. H. (2020). Inclusion in school: Social participation of students with special educational
needs. Frontiers in Education, 5, Article 122. https://doi.org/10.3389/feduc.2020.00122

Seman, N. H., Daud, M. 1., Makhtar, N. K., Ab Rahman, N. A. N., & Ramli, F. D. (2021). Level of readiness and
acceptance of mainstream teachers towards the implementation of inclusive education in learning disability.
International Journal of Creative Future and Heritage (TENIAT), 9(2), 79-90.

SH. U. A., & Supriyono, N. M. R. P. (2024). The role of teacher training and policy in advancing inclusive education.
Sinergi International Journal of Education, 2(1), 56—68.

Sharma, U., & Nuttal, A. (2022). Professional learning communities as a driver for inclusive pedagogical change.
International Journal of Educational Research, 114, 101990. https://doi.org/10.1016/j.ijer.2022.101990

Shrestha, M., Neupane, N., & Giri, R. (2023). Integrated school teachers’ experiences on implementing inclusive
education policy of Nepal. Education Journal. https://doi.org/10.3126/¢j.v2i2.61698

Sijuola, R., & Davidova, J. (2022). Challenges of implementing inclusive education: Evidence from selected
developing  countries. ~ Rural  Environment.  Education.  Personality = (REEP), 15, 140-147.
https://doi.org/10.22616/reep.2022.15.017

Siriban, K. P. (2025). Barriers and enablers of inclusive education for learners with disabilities: The case of Philippine
primary schools. International Journal of Research and Innovation in Social Science, 9(8), 112—128.

Specht, J., & Metsala, C. L. (2023). Predictors of teacher efficacy for inclusive practice: The role of pre-service
preparation and practicum experiences. Exceptionality Education International, 33(1), 45-62.

Steen, T., & Wilson, C. (2020). Individual and cultural factors in teachers’ attitudes towards inclusion: A meta-
analysis. Teaching and Teacher Education, 95, 103127. https://doi.org/10.1016/j.tate.2020.103127

Subarna, M. T. N., Masud, N. A., Mensah, J., San, S. S. S., Hasan, M., & Tania, J. S. (2022). Teaching strategies for
students with disabilities in regular  classes. Creative Education, 13(06), 1940-1953.
https://doi.org/10.4236/ce.2022.136116

Sumner, E., Crane, L., & Hill, E. L. (2020). Examining academic confidence and study support needs for university
students with dyslexia and/or developmental coordination disorder. Dyslexia, 27(1), 94-109.
https://doi.org/10.1002/dys.1670

Suwarni, et al. (2024). Teacher and parent collaboration in supporting inclusive education: A qualitative approach in
inclusive schools. International Journal of Multidisciplinary: Applied Business and Education Research, 11(10).

Tampubolon, M., et al. (2024). Inclusive education: Challenges and opportunities of public elementary school teachers

in accommodating diverse learners. Journal of Educational Research and Practice, 14(1), 45-58.
© 2026 Advancing SDG Impact. All rights reserved.
2409



‘gﬂle AN INTERNATIONAL,
R O, PEER-REVIEWED,
N’ .“ § OPEN ACCESS JOURNAL
% 45 JOURNAL FOR THE ADVANCEMENT OF
e SUSTAINABLE DEVELOPMENT GOALS .

www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Tomlinson, C. A. (2023). Everybody's classroom: Differentiating for all learners in a diverse world. Teachers College
Press.

Trent, F., Dwiwardani, C., & Page, C. D. (2021). Factors impacting the retention of students of color in graduate
programs: A qualitative study. Training and Education in Professional Psychology, 15(3), 219-229.
https://doi.org/10.1037/tep0000319

Trifonova, M. (2025). Multimodal learning resources: A way to engage students' senses. Engineering Proceedings,
103(1), Article 13.

Ufermann, L., Domsch, H., & Urton, K. (2025). Perspectives of learning and support assistants on cooperation with
teachers in inclusive education: A systematic literature review. European Journal of Special Needs Education, 40(5),
943-959.

UNESCO. (2009). Policy guidelines on inclusion in education. UNESCO.
https://unesdoc.unesco.org/ark:/48223/pf0000177849

Urata, S., Kuroda, K., & Tonegawa, Y. (Eds.). (2023). Sustainable development disciplines for humanity: Breaking
down the 5Ps—People, Planet, Prosperity, Peace, and Partnerships. Springer Nature.

Vakili, R., et al. (2024). Overcrowded classrooms: Challenges, consequences, and strategies for improvement.
Medical Education Bulletin, 5(2), 961-968.

Villarente, M. D., & Moral, R. V. (2026). Teachers’ professional competence, institutional support, and instructional
practices in special needs education settings. EIKI Journal of Effective Teaching Methods, 4(2), 184-206.
https://doi.org/10.59652/jm0pr380

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Harvard University
Press.

Waitoller, F. R., & Super, G. (2023). Rethinking professional development for inclusive education: Intersectionality
and professional learning communities. International Journal of Inclusive Education, 27(8), 915-932.
https://doi.org/10.1080/13603116.2021.1882053

Wang, W. (2026). Socio-pedagogical support for students with special educational needs in inclusive mainstream
schools: A systematic  review.  Psychology = Research and  Behavior = Management, 19.
https://doi.org/10.2147/PRBM.S577631

Webster, R. (2022). The inclusion illusion: How children with special educational needs experience mainstream
schools. UCL Press. https://doi.org/10.14324/111.9781787357099

Werner, A., Viana, S., & Malta, D. (2025). Curricular adaptations and inclusion: Strategies to promote equity in
education. Arace, 7(1), 1-15.

Werner, S., & Shulman, C. (2023). Elementary school teachers’ self-efficacy and burnout in inclusive settings. Journal
of Autism and Developmental Disorders, 53(4), 1412— 1425. https://doi.org/10.1007/s10803-022-05423-w

White, R., & Fletcher, G. (2026). Navigating inclusive education in mainstream primary schools: A phenomenological
study of teachers’ perceptions and experiences. International Journal of Inclusive Education, 30(3), 456—484.
https://doi.org/10.1080/13603116.2025.2459719

© 2026 Advancing SDG Impact. All rights reserved.
2410



‘gﬁlo AN INTERNATIONAL,
R e J D PEER-REVIEWED,
)\ A“ 5 OPEN ACCESS JOURNAL
\\~ 45 / JOURNAL FOR THE ADVANCEMENT OF
- SUSTAINABLE DEVELOPMENT GOALS .
" www.jasdg.com

Advancing Knowledge. Inspiring Innovation. Achieving the SDGs.

Volume 1 Issue 4 Pages 2359-2411 ISSN: 3155-7546 (Online)
DOI: 10.5281/zenodo.23885639

Woodcock, S., & Woolfson, L. M. (2018). Are leaders leading the way with inclusion? Teachers’ perceptions of
systemic support and barriers towards inclusion. International Journal of Educational Research, 93.
https://doi.org/10.1016/j.ijer.2018.11.004

Woodcock, S., & Woolfson, L. M. (2023). Teachers' implicit beliefs and expectations for students with special
educational needs. British Journal of Educational Psychology, 93(1), 145-162. https://doi.org/10.1111/bjep.12543

Woulfin, S., & Jones. (2021). Professional learning opportunities for special education teachers. Teaching and Teacher
Education. https://doi.org/10.1016/j.tate.2021.103277

Yap, L. A. M. (2026). Challenges encountered and support needs of elementary teachers in inclusive classrooms in
public schools. https://doi.org/10.54922/TJEHSS.2026.1187

Yeo, L. S., Chong, W. H., Neihart, M., & Huan, V. S. (2014). Teachers’ experience with inclusive education in
Singapore. Asia Pacific Journal of Education. https://doi.org/10.1080/02188791.2014.934781

Zegeye, T. (2022). The perception of readiness for implementing inclusive education among primary school subject
teachers: Implications for teacher education in Ethiopia. International Journal of Special Education, 37(2), 82-91.

Zrig, A. (2025). Challenges and strategies of teaching English to mixed-ability classes: A study of five Tunisian
preparatory  schools. International Journal of Linguistics and Translation Studies, 6(4), 40-51.
https://doi.org/10.36892/ijlts.v6i4.618

© 2026 Advancing SDG Impact. All rights reserved.
2411



