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ABSTRACT 
 

Inclusive education is a fundamental approach that encourages all 
children, regardless of cognitive, physical, or physiological differ-
ences to study together provided environments conducive to belong-
ing and minimized discrimination. This study examined elementary 
teachers’ perspectives on the implementation of the Inclusive Educa-
tion (IE) Program in District III-A, Division of Olongapo City, in align-
ment with RA 11650 and its 2025 IRR. It focused on four domains 
trainings and seminars, classroom practices, collaboration, and sup-
port factors while identifying challenges encountered in inclusive 
classroom implementation. Understanding teachers’ perspectives 
and identifying their challenges is critical for translating institutional 
policies into effective classroom strategies and achieving educational 
mandates.  An Explanatory Sequential Mixed Methods Design was 
employed, beginning with a quantitative survey administered to all 
86 teachers through complete enumeration. Qualitative narrative re-
sponses were then analyzed to contextualize and deepen the quanti-
tative findings. Data analysis utilized descriptive statistics, inferential 
tests, and thematic analysis. Findings revealed that teachers consist-
ently demonstrated strong inclusive classroom practices, particularly 
in differentiated instruction, student engagement, and creating sup-
portive learning environments. They reported active collaboration 
with colleagues and frequent instructional adjustments based on 
learner needs. However, uneven implementation of IEP-aligned strat-
egies and limited access to sustained professional development were 
noted. Teachers also identified challenges across five areas: learner-
related (behavior concerns, lack of home support), teacher-related 
(insufficient training, workload stress), classroom-related (large 
class sizes, limited materials), resource-related (shortage of assistive 
devices and SPED personnel), and policy-related (unclear guidelines, 
inconsistent implementation). No significant differences in percep-
tion were found when grouped according to profile variables. The 
study concludes that while teachers demonstrate strong commitment 
to inclusive practices, systemic constraints hinder full implementa-
tion. It recommends sustained capacity building, strengthened collab-
oration cycles, enhanced school-level support systems, and clearer 
policy alignment. Continuous, structured support is essential to en-
sure meaningful and consistent inclusive education practices within 
the district. 
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Introduction 
Inclusive education (IE) is an approach 

that ensures all children, regardless of cogni-
tive, physical, or physiological differences, 
learn together in the same classroom (Cabrera 
& Santos, 2022). This approach values diver-
sity as a resource for learning rather than a 
barrier. By integrating all students into main-
stream classrooms, IE aims to reduce discrimi-
nation and foster a sense of belonging. Hence, 
teachers, schools, and communities play a cru-
cial role in creating inclusive environments 
that support both academic and personal 
growth as inclusive education prepares stu-
dents to participate in a society that appreci-
ates diversity and equality. 

At the local level, the Division of Olongapo 
City has implemented wide-ranging teacher 
training and capacity-building programs, as 
outlined in Division Memorandum No. 338, s. 
2023. Nonetheless, despite these ongoing ca-
pacity-building efforts, significant gaps remain 
in understanding how teachers perceive inclu-
sive education, the extent to which inclusive 
practices are faithfully implemented in class-
rooms, and the adequacy of structural supports 
provided by schools and the Division. Limited 
research exists on how teachers translate 
training into actual classroom strategies or 
how consistent these practices are across dif-
ferent grade levels and school contexts. Addi-
tionally, there is insufficient insight into how 
collaboration, administrative guidance, and 
material resources affect teachers’ ability to 
deliver inclusive education effectively. Under-
standing these gaps is essential to ensuring 
that policy mandates are not only known but 
are also meaningfully applied in everyday 
teaching. 

Therefore, this study aims to investigate 
teachers’ perceptions of inclusive education 
across four key domains: Trainings and Semi-
nars, Classroom Practices, Collaboration, and 
Support Factor specifically within Division of 
Olongapo City. It also explores the challenges 
and obstacles that educators face in imple-
menting inclusive strategies within their class-
rooms. By examining these dimensions, the 
study seeks to provide a comprehensive 

understanding of both the strengths and limi-
tations of current inclusive education initia-
tives. The findings are intended to inform of ac-
tionable policy enhancements that align with 
RA 11650 and the Division’s guidelines. Fur-
thermore, the results aim to strengthen school-
level support systems by identifying areas 
where additional resources, coaching, or struc-
tural adjustments may be needed. Insights 
from this study will also guide division-level 
leadership in planning and implementing sus-
tainable professional development programs 
as this research aspires to contribute to more 
effective, responsive, and consistent inclusive 
education practices across District III-A. 
 
Literature Review 

Inclusive education has been identified 
as an essential framework within contempo-
rary educational research for ensuring equal 
learning opportunities. The primary research 
demonstrates consistently that the ultimate 
success of these programs depends critically 
on public school teachers’ perceptions, mind-
sets, and overall professional readiness. 
Manguilimotan et al. (2023) in their recent 
work confirm that elementary school teach-
ers in the Philippines generally manifest 
strong ideological acceptance and support for 
learners with diverse needs and that baseline 
demographic factors such as teaching tenure 
or position do not negatively influence these 
core values. This positive disposition is im-
portant because an educator’s innate attitude 
towards respect, equality and student indi-
viduality is a direct determinant of how well 
they modify their instruction to inclusive set-
tings (Condeza & Mongas, 2020). 

However, primary research reveals that 
positive beliefs do not necessarily mean practi-
cal competence. Calumpang et al. (2025) show 
that although teachers have positive attitudes 
towards inclusion, their localized self-efficacy 
is at an average level, emphasizing that positive 
beliefs do not necessarily translate into in-
structional self-efficacy. Primary studies point 
to structural pillars such as continuous profes-
sional development, classroom adaptation and 
professional collaboration, as a way to bridge 
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the gap between mindset and action. For exam-
ple, Woodcock et al. (2018) confirm that high 
teacher self-efficacy is a key driver for the im-
plementation of flexible student-centred peda-
gogies. Moreover, interdisciplinary collabora-
tion, in the form of joint planning and resource 
sharing between general and special education 
teachers, is consistently identified as a crucial 
factor in creating successful inclusive settings 
(Abuda et al. (2025); Kyamko (2024). 

While many of these ideas are supported 
in theory, recent research points out important 
challenges and gaps in knowledge at both in-
ternational and local levels. Villalobos and En-
riquez (2021) point out that while educators 
know the basics of inclusion, they often lack 
practical skills in making Individualized Educa-
tion Plans (IEPs), using behavioral interven-
tions and applying Universal Design for Learn-
ing (UDL). De Leon et al. (2022) add that 
schools usually rely on short one-off training 
sessions. These do not build lasting skills or of-
fer ongoing support, which makes it difficult to 
consistently apply inclusive strategies. 

Moreover, putting policy into practice in 
classrooms is difficult because of major short-
ages in infrastructure and resources. Taghap 
(2025) show that crowded classrooms and not 
enough adaptive learning materials make it 
hard for teachers to give students the individ-
ual support they need. Because of these short-
ages, teachers often have to improvise, which 
leads to uneven teaching quality (Beltran et al., 
2025). 

Recent studies show that classroom prob-
lems get worse when students have behavioral 
or emotional issues, short attention spans, and 
when there are no local assessment tools 
(Mabeza & Villacruz, 2025). There is also a ma-
jor gap in research on how to improve commu-
nication with parents and deal with ongoing 
community stigma, both of which often make it 
harder to achieve inclusion outside of school 
(Belarda & Belena, 2021). 

Although comprehensive frameworks 
such as Republic Act No. 11650 mandate inclu-
sion in principle, primary evaluations by Tali-
sic and Patan (2021) indicate that institutions 
face ambiguous local directives, lack diagnostic 
identification systems, and experience insuffi-
cient ongoing administrative oversight from 

higher authorities. 
One of the significant gaps in the field con-

cerns the limited knowledge of how multiple 
barriers the necessity for adequate training, 
specific classroom practices, collaboration, and 
systemic-level support factors are lived experi-
ences and how they interact with one another 
in decentralized environments of public 
schools. Most prior work has analyzed private 
institutions or limited national data (often ag-
gregated across large groups) and underesti-
mates the localized, district-level variation in 
which education is forced to reconcile high-
stakes policy environments that emphasize 
curricular rigor but are constrained by budg-
ets. 

Information is limited on how public-
school teachers' years of experience and edu-
cation level affect their views of inclusive pro-
grams based on current initiatives. The current 
study attempts to fill that gap and is limited in 
scope to District III-A of Olongapo City. Mean-
ing it is not about general knowledge or policy 
positions but revealing where local capacity-
building initiatives break down. These insights 
will form the foundation for a data-driven plan 
to implement macro-level policy for sustaina-
ble, resilient classroom adaptation practices. 
 
Objectives of the Study 

The main purpose of this study is to con-
duct an empirical examination of the percep-
tion of the Inclusive Education Program among 
public school teachers from District III-A in the 
Division of Olongapo City. It aims to explore the 
connection between capacity building efforts 
and practical application and to uncover the 
underlying systemic obstacles that hamper the 
success of the program in the classroom set-
ting. The purpose of this study is to fill the gap 
between the mandates issued by the institution 
and classroom reality by coming up with an ef-
fective implementation plan. The following 
specific objectives have been formulated to ac-
complish this purpose: 
1. To identify the demographics of the pub-

lic-school teacher respondents, including 
their educational qualifications, present 
status, and years of teaching experience. 

2. To determine the level of perception that 
the public-school teachers have about the 
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Inclusive Education Program under the 
following core domains: Trainings and 
Seminars, Classroom Practices, Collabora-
tion, and Support Factors. 

3. To explore the crucial obstacles faced by 
educators in the process of implementing 
inclusive education, particularly those in-
volving learners, teachers, instructions, 
resources, and policies. 

4. To develop an implementation plan for 
the Inclusive Education Program 
grounded in the results gathered from the 
study. 

 
Materials and Method 

This study will examine teachers’ percep-
tions of inclusive education using an explora-
tory sequential mixed-methods design. Ac-
cording to Creswell and Plano Clark (2018), 
this design combines qualitative and quantita-
tive data collection and analysis in sequential 
phases to provide a comprehensive under-
standing of a research problem. The integra-
tion of both approaches allows for a deeper ex-
ploration of teachers’ perceptions of inclusive 
education. In the quantitative phase, a descrip-
tive research method will be employed to de-
termine the factors influencing teachers’ per-
ceptions of inclusive education. Descriptive re-
search is appropriate for examining variables 
and generating data that may serve as a basis 
for intervention programs and improvement 
plans (Siriban, 2025). A modified checklist or 
rating scale will be used to measure teachers’ 
perceptions of inclusive teaching strategies. 

The qualitative phase will further explore 
participants’ experiences and perspectives re-
garding inclusive education. As an exploratory 
approach, qualitative analysis focuses on iden-
tifying meaningful responses, assigning codes, 
and developing themes from the collected data 
(Creswell & Plano Clark, 2018). This process 
enables a deeper understanding of how teach-
ers interpret and experience inclusive educa-
tion in practice. 

The participants of this study will be pub-
lic elementary school teachers from District 
III-A, Division of Olongapo City. Cluster sam-
pling will be utilized to ensure representation 
across grade levels and teaching experience. 
Eligible participants must have at least one 

year of teaching experience. A total of 86 
teachers were included in the study. District 
III-A was selected due to its accessibility and 
availability of relevant data necessary for the 
conduct of the research. 

Prior to data collection, participants will 
be provided with information about the study 
and asked to give informed consent. Confiden-
tiality and anonymity will be maintained 
throughout the research process. Participa-
tion will be voluntary, and participants may 
withdraw from the study at any time without 
penalty. 

Data was collected using a structured 
questionnaire adapted from the Promoting In-
clusive Teacher Education Series and the sur-
vey instrument developed by Jimenez (2025). 
The instrument will consist of three parts. Part 
I will gather respondents’ demographic pro-
file, including age, sex, years of teaching expe-
rience, position, and highest educational at-
tainment. Part II will assess teachers’ percep-
tions of inclusive education across four do-
mains: trainings and seminars, classroom 
practices, collaboration, and support factors. 
Part III will contain open-ended questions to 
obtain qualitative insights regarding teachers’ 
experiences, challenges, and concerns related 
to inclusive education. 

The qualitative responses will provide a 
deeper understanding of teachers’ percep-
tions and complement the quantitative find-
ings (Siriban, 2025). Prior to data collection, 
permission will be secured from the appropri-
ate educational authorities. The researcher 
will personally administer the questionnaires 
in the selected elementary schools in District 
III-A, Division of Olongapo City. Clear instruc-
tions will be provided for participants to en-
sure accurate responses and maximize the re-
sponse rate. 

Quantitative data were analyzed using 
SPSS statistical software. Descriptive statis-
tics, such as frequencies, percentages, and 
means, will be used to summarize teachers’ 
perceptions of inclusive education. Qualitative 
data will be analyzed through thematic analy-
sis to identify recurring themes and patterns 
related to teachers’ experiences, challenges, 
concerns, and influencing factors. 
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Results and Discussion 
Demographic Profile of the Respondents 

The frequency and percentage distri-
bution on the teacher-respondents’ profile 

of age, sex, years in teaching, position, high-
est educational attainment, and no. of re-
lated trainings attended for the past 3 
years. 

 
Table 1.  
Frequency and Percentage Distribution on the Teacher-respondents’ Profile Variables 

Profile Variables (n=86) Frequency 
(f) 

Percentage 
(%) 

Age 21–26 years old 2 2.3% 
27–32 years old 13 15.1% 
33–38 years old 16 18.6% 
39–44 years old 18 20.9% 
45 years old and above 37 43.0% 

Sex Male 7 8.1% 
Female 79 91.9% 

Years in Teaching 1–5 years 17 19.8% 
6–10 years 18 20.9% 
11–15 years 16 18.6% 
16–20 years 6 7.0% 
21 years and above 29 33.7% 

Position Teacher I 34 39.5% 
Teacher II 16 18.6% 
Teacher III 28 32.6% 
Master Teacher I 5 5.8% 
Master Teacher II 3 3.5% 

Highest Educational Attain-
ment 

Bachelor’s degree 
holder 

36 41.9% 

Earned Master’s units 32 37.2% 
Master’s degree holder 13 15.1% 
Earned Doctorate units 3 3.5% 
Doctorate degree 
holder 

2 2.3% 

No. of Related Trainings At-
tended 

1-3 53 61.6% 
4-6 21 24.4% 
7-10 7 8.1% 
11 and above 5 5.8% 

 
As indicated in Table 1, the demographic 

profile of the respondents shows that the public 
teaching profession is an aging and predomi-
nantly female workforce with many years of ex-
perience working in the profession. It can be 
noted that most of the respondents are 45 years 
old and above, with 37 respondents or 43.0%. 
The age distribution reflects a teaching work-
force dominated by experienced educators, 
with most respondents belonging to the older 
age brackets. It can be noted that most of the re-
spondents are female, with 79 respondents or 

91.9%. This is followed by male respondents 
with 7 or 8.1%. In comparison, 33% of the em-
ployees have more than 21 years of experience, 
which shows that the teaching workforce in this 
study is composed largely of experienced edu-
cators, with many serving in the profession for 
more than two decades, and, in which the ma-
jority of the teaching staff (39%) is composed of 
individuals in the Teacher I (entry level) and 
Teacher III (mid-level) positions and represent 
the majority of the teachers employed in the Di-
vision of Olongapo City, District III-A. In 
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addition, the educational achievement level of 
this group demonstrates that there is a commit-
ment to continuous professional development 
among the workforce, given that 41.9% of them 
have at least a bachelor's degree level of educa-
tion and over half of them, 37%, have completed 
some or all of their master's degrees.  

The distribution indicates that the teaching 
workforce in this study is academically diverse, 
with a considerable number pursuing or com-
pleting advanced graduate education. The large 
percentage of teachers with bachelor’s Degrees 
suggests that many are in the foundational 
stages of professional qualification, while the 
substantial number of master’s degree holders 
reflect a strong commitment to higher learning 
and professional advancement. 
 
Teachers’ Perception of Inclusive Education 
Program 

Table 2 shows the Teachers' Perception of 
Inclusive Education Program on the four (4) 
domains in the instrument. 

Teachers demonstrated a consistently pos-

itive perception of the Inclusive Education 

Program across all dimensions, as reflected in 

the overall weighted mean of 3.34, interpreted 

as Always. Among the four dimensions, Class-

room Practices received the highest overall 

weighted mean of 3.60 (ranked 1), indicating 

that teachers most frequently implement inclu-

sive strategies within their instructional envi-

ronments. Collaboration followed with a mean 

of 3.37 (ranked 2), showing that teachers regu-

larly engage peers and other stakeholders to 

support inclusive education. Trainings and 

Seminars received a mean of 3.26 (ranked 3), 

interpreted as Always, suggesting that teachers 

consistently apply knowledge gained from pro-

fessional development activities. The lowest 

mean was recorded for Support Factor at 3.16 
(ranked 4), interpreted as Often, indicating 

that while support is present, it is the least con-

sistently experienced component. These re-

sults reflect strong teacher commitment to in-

clusive practices, with opportunities to 

strengthen institutional and structural support 

systems.

Table 2.  
Summary of the Teachers' Perception of Inclusive Education Program  

 

Dimensions 
Overall 

Weighted 
Mean 

Descriptive 
Equivalent 

Rank 

1 Classroom Practices 3.60 Always 1 
2 Collaboration 3.37 Always 2 
3 Trainings and Seminars 3.26 Always 3 
4 Support Factor 3.16 Often 4 

OWM 3.34 Always  

Legend: 3.25-4.00 (Always); 2.50-3.24 (Often); 1.75-2.49 (Sometimes) 1.00-1.74 (Never) 
 

The summary table illustrates that in-
clusive classroom practices are the strongest 
dimension of the program, demonstrating 
teachers’ readiness and willingness to adapt 
instruction, manage diverse learners, and 
implement multisensory and differentiated 
strategies. This reflects the growing compe-
tence of teachers in executing inclusive ped-
agogies at the classroom level. 

Collaboration, ranked second, highlights 
teachers’ recognition of teamwork as an es-
sential mechanism in sustaining inclusive 

education. Their frequent engagement in 
peer problem-solving and coordination un-
derscores a collaborative culture within 
schools, though some gaps remain in struc-
tured collaboration with SPED professionals. 

Trainings and Seminars, while still in-
terpreted as Always, show that teachers ap-
ply learning from professional development 
but may benefit from more targeted, contin-
uous, and needs-based training opportuni-
ties. The moderate ranking suggests that alt-
hough training opportunities exist, their 
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relevance, accessibility, or depth may vary. 
Support Factor, with the lowest mean, 

suggests that institutional provisions such as 
time, resources, funding, and ongoing pro-
fessional guidance are not consistently ade-
quate. This dimension reveals structural bar-
riers that may hinder teachers from fully re-
alizing inclusive education principles despite 
their positive attitudes and strong classroom 
practices. 

The findings show that classroom prac-
tices are the strongest dimension align with 
international literature indicating that 
teachers increasingly demonstrate compe-
tency in implementing inclusive strategies. 
Forlin and Loreman (2020) found that teach-
ers tend to apply differentiated and adaptive 
methods even when institutional constraints 
exist, supporting the high-ranking for-class-
room practices. 

The emphasis on collaboration is con-
sistent with the work of Dingle and Oliver 
(2020), who noted that inclusive education 
is strengthened through collegial teamwork, 
peer consultation, and shared responsibility 
among educators. Local studies similarly 
highlight that Filipino teachers rely heavily 
on peer support when navigating inclusive 
environments (Santos & Villena, 2021). 

The moderate rating for Trainings and 
Seminars echoes research by Marchan et al. 
(2025) which reported that teachers often 
find professional development valuable but 
insufficiently sustained or directly aligned 
with their specific classroom challenges. 
This supports the need for more structured 
and context-responsive training programs. 

The lowest ranking for Support Factor 
aligns with literature pointing to systemic 
barriers in inclusive education. According to 
Opina and Garcia (2020), inadequate re-
sources, limited funding, and insufficient ad-
ministrative follow-through reduce teach-
ers’ ability to fully operationalize inclusive 
strategies. International perspectives 

similarly emphasize the necessity of institu-
tional support for successful and sustainable 
inclusive education reform (UNESCO, 2021). 

 
Challenges Encountered in Implementing 
Inclusive Education 

Table 3 shows the qualitative data from 
open-ended narrative fields that were ana-
lyzed with thematic content analysis to provide 
context for the quantitative trends. The quali-
tative narratives elucidate the day-to-day life 
in the classroom, showing how good quantita-
tive willingness does not translate into smooth 
operation. We survey teachers repeatedly, and 
they often use the phrase "hard but really 
worth it," arguing that there can be considera-
ble differences in reading levels within a class-
room some learners may read at grade level 
while others may not even be able to read. 

Limited Teacher Understanding of Work-
ing with Complex Disabilities stands as the 
main impediment to their operation. General 
educators are aware of the basics of inclusion 
but feel significant stress with students who 
have profound cognitive delay, ADHD and Au-
tism Spectrum Disorder (ASD). This agrees 
with the forewarnings of Diaz and Lopez 
(2021) pointed out, shallow one-off seminars 
provide no trained strategies for the classroom 
that will be useful months or years down the 
line to general education teachers. 

Additionally, this deficiency in paperwork 
is only compounded by Overcrowded Class-
rooms. Dealing with class sizes of 40 to 50 stu-
dents while trying to offer intensive, individu-
alized behavioral or academic interventions 
puts immense pressure on professionals; it is 
impossible for them and leaves them emotion-
ally fatigued. This is a direct representation of 
the findings of Massey (2025) emphasized that 
large class sizes and low material support were 
barriers to using modules for inclusion in the 
depth of instructional delivery. 
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Table 3.  
Teachers’ Challenges Encountered in Implementing Inclusive Education 
 

Derived 
Theme 

Operational Cate-
gories 

Descriptive Core 
Codes 

Sample Verbatim Testi-
monies 

Limited 
Teacher Com-
petence  

Lack of specialized 
disability training, 
unfamiliarity with 
IEP structures  

Unprepared; no SPED 
training; unable to 
build an IEP; impro-
vising activities  

“I still don't know how to 
make an IEP.” 
 
 
“Feel completely unpre-
pared to handle diverse 
learning needs due to a 
lack of adequate train-
ing.”  

Behavioral & 
Emotional 
Challenges  

Meltdowns, tan-
trums, peer-trig-
gered disruptions  

Tantrums; melt-
downs; aggression; 
classroom discipline 
issues  

“Handling meltdowns and 
modifying activities sim-
ultaneously is stressful.” 
 
 
“It is very hard to ap-
proach them when they 
have tantrums.”  

Insufficient 
Material Pro-
vision  

Lack of assistive de-
vices, shortage of 
specialists, poor in-
frastructure  

No materials; manual 
tracking; lack of spe-
cialists; no funding  

“Limited availability of 
teaching and learning 
materials.” 
 
 
“Not enough teaching as-
sistants or SPED special-
ists to guide us.”  

Overcrowded 
Classrooms  

Large class sizes, 
heavy workloads, 
extreme time limits  

1-on-1 pressure; 
large classes; admin-
istrative burden; no 
time  

“Large class sizes make 
classroom management 
and individual attention 
difficult.” 
 
 
“Struggling to give each 
learner individualized 
support within the pe-
riod.”  

The qualitative findings revealed six ma-
jor challenges in the implementation of inclu-
sive education. First, teachers reported limited 
competence and insufficient training in inclu-
sive practices, particularly in IEP development 
and managing diverse learning needs. Second, 
behavioral and socio-emotional challenges 
among learners with special needs made class-
room management difficult. Third, inadequate 
resources, assistive materials, support 

services, and infrastructure hindered effective 
inclusion. Fourth, teachers struggled to ad-
dress diverse learning needs and implement 
differentiated instruction due to limited prepa-
ration and resources. Fifth, large class sizes, 
heavy workloads, and time constraints re-
duced teachers’ ability to provide individual-
ized support. Finally, lack of parental involve-
ment and community support emerged as sig-
nificant barriers to successful inclusive 



M F B Lanorio &  M G Albino, 2026 / Teachers’ Perceptions and Challenges in the Implementation of the … 

 

    
ASSRJ 663 Volume 1 | Number 3 | June | 2026 

education. These findings underscore the need 
for enhanced teacher training, stronger sup-
port systems, adequate resources, and greater 
stakeholder collaboration to ensure effective 
inclusive education implementation. 

 
Factors that Affect the Teachers’ Perception 

in Implementing Inclusive Education in the 
Classroom 

Table 4 shows the thematic analysis on 
the teacher-related challenges in the imple-
mentation of inclusive education. 

 

 
Table 4.  
Factors that Affect the Teachers’ Perception in Implementing Inclusive Education in the Classroom 
 

Theme Categories Codes   Significant State-
ments  

Teacher Train-
ing, Knowledge, 
and Prepared-
ness 

Professional 
knowledge; SPED 
training; UDL familiar-
ity; IEP competency; 
Continuous profes-
sional development 

no training; no seminar; 
lack of preparedness; lack 
of professional develop-
ment; unfamiliar with 
IEPs; limited knowledge; 
need for SPED training 

“Teacher’s 
knowledge and 
training.”  
“I am not equipped 
for inclusive edu-
cation.”  
“Level of training 
on differentiated 
instruction, SPED 
strategies, or UDL.”  
“My perception is 
influenced by my 
access to training.” 

Teacher Atti-
tudes, Beliefs, 
and Self-Efficacy 

Attitudes toward in-
clusion; belief in abil-
ity; motivation; pro-
fessional confidence; 
emotional commit-
ment 

positive attitudes; self-ef-
ficacy; confidence level; 
belief about success of in-
clusion; motivation from 
student progress 

“Attitudes and self-
efficacy affect my 
ability to create an 
inclusive class-
room.” 
 “Seeing their pro-
gress makes me 
happy and con-
tinue my commit-
ment.” 
“Lack of prepared-
ness and confi-
dence affects my 
perception.” 

School Re-
sources, Infra-
structure, and 
Administrative 
Support 

Facilities; material 
support; leadership 
assistance; policy sup-
port; availability of 
tools; classroom suita-
bility 

availability of resources; 
supportive infrastructure; 
teaching materials; school 
leader support; assistive 
tools; institutional back-
ing 

“My perception is 
affected by the 
availability of re-
sources.” 
“Lack of support-
ive infrastructure.”  
“Support from 
school leaders 
shapes how I carry 
out inclusive prac-
tices.” 
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Workload, Time 
Constraints, and 
Class Size 

Heavy workload; mul-
titasking; insufficient 
planning time; admin-
istrative tasks; num-
ber of students 

workload; time con-
straints; multitasking; 
large class size; insuffi-
cient time to adapt les-
sons 

“Workload and 
time constraints.” 
“Multitasking and 
time management 
affect how I per-
ceive inclusive ed-
ucation.” 
 “More number of 
students makes 
implementation 
more challenging.” 

Learner Charac-
teristics and 
Classroom Com-
plexity 

Severity and type of 
needs; behavior; aca-
demic readiness; read-
ing difficulties; daily 
challenges 

learners' behavior; di-
verse capabilities; sever-
ity of needs; difficulties in 
reading; everyday chal-
lenges 

“Student charac-
teristics affect how 
effectively I can 
implement inclu-
sive practices.”  
“Learners’ behav-
ior influences my 
perception.”  
“Difficulties in 
reading affect the 
way I plan les-
sons.” 

Family and Com-
munity Collabo-
ration 

Parental acceptance; 
parent–teacher com-
munication; commu-
nity involvement; pa-
rental support 

parents in denial; lack of 
parental support; limited 
communication; collabo-
ration problems 

“Collaboration be-
tween parents and 
teachers.” 
“Parents’ ac-
ceptance affects 
my perception.” 
“Some parents are 
not actively com-
municating and 
supporting their 
children’s needs.” 

The qualitative findings identified six key 
factors influencing teachers’ perceptions of in-
clusive education. These include teacher train-
ing, knowledge, and preparedness; teacher at-
titudes, beliefs, and self-efficacy; availability of 
school resources, infrastructure, and adminis-
trative support; workload, time constraints, 
and class size; learner characteristics and 
classroom complexity; and family and commu-
nity collaboration. Teachers generally viewed 
inclusive education more positively when they 
received adequate training, institutional sup-
port, sufficient resources, and strong collabo-
ration with parents and stakeholders. Con-
versely, limited preparation, heavy workloads, 
large class sizes, complex learner needs, and 

weak parental involvement negatively affected 
their perceptions and confidence in imple-
menting inclusive practices. 

 
Proposed Implementation Plan for the Im-
provement of Inclusive Education 

The results of the study revealed that 
teachers demonstrate strong perceptions of in-
clusive classroom practices and collaboration, 
while trainings, seminars, and institutional 
support require further strengthening to en-
sure effective and sustainable implementation 
of inclusive education. Notably, differences in 
perception were associated with teachers’ 
years of experience and highest educational at-
tainment, suggesting the need for 
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differentiated capacity-building and targeted 
professional support. Guided by these findings, 
the proposed implementation plan aims to en-
hance teacher preparedness, improve support 
structures, and sustain collaborative and 
learner-centered practices within the school. 
The plan outlines strategic interventions 

aligned with DepEd policies to address identi-
fied gaps, optimize resources, and promote a 
more responsive and equitable inclusive edu-
cation environment. Table 5 presents the pro-
posed implementation plan. 

 

Table 5.  
Proposed Implementation Plan for Enhancing the Implementation of Inclusive Education 

 
Key Result 

Area / 
Compo-

nent 

Specific 
Objectives 

Activities / 
Strategies 

Persons 
Involved 

Time 
Frame 

Budget-
ary Re-
quire-
ments 

Expected 
/ Target 

Outcomes 

1. 
Strength-
ening Sup-
port Provi-
sion for In-
clusive Ed-
ucation 

Ensure 
teachers 
receive ad-
equate ma-
terial, fi-
nancial, 
and time-
related 
support for 
inclusive 
implemen-
tation. 

Allocate school 
budget for adap-
tive materials 
and assistive de-
vices.  
 
Schedule pro-
tected time for 
teachers to at-
tend trainings 
(min. 4 
hours/month).  
 
Provide trans-
portation or reg-
istration subsi-
dies for external 
seminars. 

School 
Head, 
Budget 
Officer, 
Teachers, 
LGU Rep-
resenta-
tives 

Quar-
terly 

₱30,000 
per 
quarter 
(materi-
als, sub-
sidies) 

Teachers 
receive 
consistent 
support, 
leading to 
improved 
implemen-
tation of 
adapta-
tions and 
accommo-
dations. 

2. En-
hancement 
of Inclu-
sive Educa-
tion Train-
ings and 
Seminars 

Address 
low teacher 
engage-
ment by 
providing 
relevant, 
needs-
based 
training. 

Conduct in-
house work-
shops facilitated 
by SPED special-
ists.  
 
Organize divi-
sion-level train-
ing on behavioral 
management, IEP 
implementation, 
and differenti-
ated instruction.  
 
Introduce online 
micro-courses 
for flexible learn-
ing. 

Division 
EPS, 
School 
Head, 
SPED Co-
ordina-
tor, Mas-
ter 
Teachers 

Every 2 
months 

₱20,000 
per 
training 

Increased 
teacher 
engage-
ment and 
applica-
tion of in-
clusive 
strategies; 
higher 
confidence 
in han-
dling 
learners 
with disa-
bilities. 
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3. Improv-
ing Provi-
sion of 
Adaptive 
Teaching 
Materials 
and As-
sessment 
Tools 

Ensure 
availability 
of accessi-
ble, di-
verse, and 
culturally 
responsive 
instruc-
tional ma-
terials. 

Develop a re-
source bank of 
visual aids, ma-
nipulatives, digi-
tal tools, and 
modified assess-
ment templates.  
 
Promote sharing 
of teacher-made 
materials within 
the school. 

Teachers, 
Master 
Teachers, 
ICT Coor-
dinator 

Monthly 
updating 

₱10,000 
for ini-
tial ma-
terials 

Teachers 
regularly 
use adap-
tive mate-
rials that 
support 
diverse 
learning 
needs. 

4. 
Strength-
ening Col-
laboration 
Mecha-
nisms 
Among 
Teachers 

Sustain and 
enhance 
collabora-
tive ap-
proaches to 
support in-
clusive 
practices. 

Conduct monthly 
peer-learning 
circles focused 
on case discus-
sions.  
 
Establish a refer-
ral and consulta-
tion system with 
SPED teachers.  
 
Implement a 
mentoring pro-
gram pairing 
novice and expe-
rienced teachers. 

School 
Head, 
SPED Co-
ordina-
tor, 
Teachers 

Monthly Minimal 
(₱2,000 
for ma-
terials) 

Enhanced 
collabora-
tion re-
sulting in 
consistent 
inclusive 
practices 
across 
grade lev-
els. 

5. Enhanc-
ing Class-
room Prac-
tices 
through 
Structured 
Coaching 
and Obser-
vation 

Maintain 
strong per-
formance 
in student 
engage-
ment, 
classroom 
manage-
ment, and 
instruc-
tional ad-
aptations. 

Regular coaching 
sessions using 
inclusive class-
room observa-
tion tools.  
 
Demonstration 
teaching on dif-
ferentiated in-
struction and 
IEP-based strate-
gies.  
 
Recognition pro-
gram for inclu-
sive teaching in-
novations. 

School 
Head, 
Master 
Teachers, 
Instruc-
tional 
Coaches 

Quar-
terly 

₱5,000 
per ses-
sion 

Sustained 
excellence 
in inclu-
sive class-
room 
practices; 
improved 
learner 
participa-
tion and 
engage-
ment. 

6. Address-
ing Gaps 
Related to 
Years of 
Teaching 
Experience 

Provide 
targeted 
support to 
teachers 
with fewer 
years of 

Conduct founda-
tional seminars 
on inclusive edu-
cation for early-
career teachers.  
 

School 
Head, HR 
Coordi-
nator, 
Master 
Teachers 

Start of 
SY and 
Mid-year 

₱15,000 
(mentor-
ing & 
subsi-
dies) 

Reduced 
compe-
tency gap 
across ex-
perience 
levels; 
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and Educa-
tional At-
tainment 

experience 
and lower 
academic 
attainment. 

Encourage en-
rollment in grad-
uate studies 
through scholar-
ship endorse-
ment.  
 
Assign mentors 
to less experi-
enced teachers 
for classroom 
support. 

improved 
percep-
tion and 
implemen-
tation of 
inclusive 
strategies. 

7. 
Strength-
ening Ad-
ministra-
tive Sup-
port for In-
clusive Ed-
ucation 

Ensure 
continuous 
coaching, 
monitoring, 
and recog-
nition of in-
clusive ef-
forts. 

Integrate inclu-
sive education 
indicators in 
RPMS. 
 
Conduct moni-
toring visits fo-
cusing on inclu-
sive implementa-
tion. 
 
Provide monthly 
updates during 
faculty meetings 
regarding inclu-
sive practices. 

School 
Head, 
Depart-
ment 
Heads 

Monthly, 
Quar-
terly 

Minimal Strong ad-
ministra-
tive over-
sight lead-
ing to con-
sistent 
school-
wide in-
clusive 
practices. 

The proposed implementation plan was 
developed in direct response to the findings of 
the study, which showed that although teach-
ers exhibit strong perceptions of inclusive 
classroom practices and demonstrate con-
sistent collaboration with colleagues, there are 
noted areas where instructional and institu-
tional support must be strengthened. Specifi-
cally, the survey revealed lower levels of en-
gagement in trainings and seminars, insuffi-
cient provision of materials and resources, and 
gaps in support mechanisms provided by 
school administration. Additionally, significant 
differences were observed across teachers’ 
years of teaching experience and highest edu-
cational attainment, indicating that profes-
sional development needs and competencies 
vary within the teaching workforce. 

The first component of the plan focuses on 
strengthening support provision; a dimension 
identified as the weakest area in the study. 
Teachers reported limited access to adaptive 

materials and insufficient financial and time-
related support, which hinder their ability to 
effectively respond to diverse learning needs. 
The plan therefore recommends systematic al-
locations of budget for instructional materials, 
formal scheduling of protected time for profes-
sional development, and modest financial sub-
sidies for trainings. These interventions adhere 
to DepEd Orders on inclusive education (DO 44 
s. 2021; DO 21 s. 2019), which emphasize re-
source mobilization as a critical foundation for 
equitable learning environments. 

The second component aims to enhance 
trainings and seminars, addressing the study’s 
finding that teacher engagement in profes-
sional development related to inclusive educa-
tion was inconsistent. The proposed activities, 
such as school-based workshops, division-led 
training facilitated by SPED specialists, and 
flexible online micro-courses, are intended to 
provide both foundational and advanced learn-
ing opportunities. These strategies recognize 
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that effective inclusive education requires on-
going, context-specific capacity-building rather 
than one-time seminars. By diversifying train-
ing delivery, the plan ensures accessibility for 
teachers with varying schedules, responsibili-
ties, and professional backgrounds. 

The third and fourth components high-
light the need to improve access to adaptive in-
structional materials and strengthen teacher 
collaboration, both of which support inclusive 
classroom practices already identified as 
strong but needing reinforcement for long-
term sustainability. Establishing a resource 
bank of modified assessments, multisensory 
materials, and differentiated learning tools en-
sures that teachers have concrete resources to 
implement inclusive strategies competently. 
Meanwhile, maintaining regular peer-learning 
circles, mentoring programs, and systematic 
consultation with SPED professionals fosters a 
culture of shared responsibility and reflective 
practice. 

The plan also incorporates structured 
coaching and monitoring, acknowledging that 
sustaining strong inclusive classroom practices 
requires not only training but also ongoing 
feedback. Through quarterly observation cy-
cles, demonstration teaching, and recognition 
programs, teachers are guided and motivated 
to continuously refine their approaches. This 
type of instructional supervision is aligned 
with DepEd’s Results-Based Performance Man-
agement System (RPMS), which underscores 
the role of coaching and mentoring in improv-
ing teacher performance. 

Finally, the plan emphasizes the im-
portance of administrative support, as the 
study’s results showed that teachers’ attitudes 
toward support were positive, but perceptions 
of provision remained low. Strengthening ad-
ministrative mechanisms such as incorporat-
ing inclusive indicators in performance evalua-
tions, providing clear communication about in-
clusive goals during faculty meetings, and con-
ducting regular monitoring ensures that inclu-
sive education becomes a sustained and em-
bedded priority within the school’s culture. 
 
Conclusion and Recommendations 

The study found that most teacher-re-
spondents were experienced female educators 

with bachelor’s to graduate-level qualifica-
tions. Teachers demonstrated highly positive 
perceptions of the Inclusive Education Pro-
gram, particularly in classroom practices, col-
laboration, and the application of training, alt-
hough support resources were only moder-
ately sufficient. Key challenges included lim-
ited resources, training needs, learner behav-
ioral concerns, and gaps in administrative sup-
port. No significant differences were found in 
teachers’ perceptions when grouped according 
to demographic variables. Based on the find-
ings, an implementation plan was proposed to 
enhance teacher competence, resource provi-
sion, collaboration, and institutional support 
for inclusive education. 

The study recommends that DepEd 
strengthen policy implementation, monitoring, 
and resource allocation for inclusive education. 
School administrators should provide continu-
ous professional development and collabora-
tion opportunities for teachers and SPED spe-
cialists. Teachers are encouraged to enhance 
their competencies in inclusive practices and 
IEP implementation, while SPED personnel 
should offer ongoing consultation and support. 
Parents and community stakeholders should 
actively participate in promoting inclusive ed-
ucation. Future researchers may explore in-
structional adaptations, IEP effectiveness, be-
havior interventions, and resource adequacy to 
further improve inclusive education programs. 
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