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ABSTRACT
Learners with disabilities (LWDs) continue to experience barriers to equitable education in mainstream classrooms due to teachers’ limited training, insufficient resources, and persistent social stigma. These conditions challenge the realization of inclusive education policies such as Republic Act 11650 in the Philippines. This study aimed to explore the lived experiences and inclusive practices of selected Junior High School teachers in shaping just, equitable, and democratic classrooms for learners with disabilities. Using a sequential exploratory mixed methods design, the study first employed qualitative interviews with eight purposively selected teachers, followed by the development and pilot testing of a quantitative instrument grounded in the qualitative themes. Thematic analysis and reliability testing (Cronbach’s α = 0.731) were conducted to ensure validity and internal consistency. Findings revealed that teachers foster inclusivity through collaboration, differentiated instruction, peer support, and reflective practice despite lacking formal training in special needs education. They encountered emotional and behavioral challenges but demonstrated patience, adaptability, and empathy in managing diversity. Dialogical learning and praxis emerged as central to cultivating students’ critical consciousness, while advocacy practices reinforced empathy, respect, and social responsibility among learners. The study confirmed that inclusive teaching is a transformative process shaped by teachers’ continuous reflection and emotional engagement. The study concludes that critical pedagogy effectively informs inclusive classroom practices by integrating reflection, dialogue, and action. Its implications emphasize the need for sustained professional development in inclusive education and stronger institutional support for teachers. Future research is recommended to expand the model across diverse school settings and to further validate the developed instrument through confirmatory factor analysis and large-scale implementation.
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INTRODUCTION
[bookmark: _Hlk207917675]Teachers, essentially as beacons of light to every learner, face obstacles in mixed-ability classrooms: lack of knowledge and awareness about inclusion, insufficient training, inadequate selection of teaching aids, and learning and psychological issues among students (Siddiqui et al., 2021). With these, unfair conditions in mainstream classrooms among learners with disabilities (LWDs), non-disabled peers, and untrained special needs educators continue to challenge the implementation of Special Needs Education nowadays. LWDs still encounter social barriers, such as stigma, discrimination or lack of understanding from their peers and teachers (Inclusive Perspectives in Primary Education, 2021).
Studies done in Zimbabwe, Africa, and Kenya reveal that there are impending issues restraining functional implementation of inclusive education as emphasized that educators lack of deeper understanding of the ideals of inclusive education along with their negative attitudes to LWDs, the shortage of critical resources, and disability friendly institutional environments (Oats & Oats, 2022; Mantey, 2017; and Zinahwa, 2020). 
In the Philippines, a study by Cayabyab (2023) found out and further emphasized that generally in Region 1 inclusive education was ‘moderately implemented’. This hints that there are implementation gaps in this area. This jeopardizes the implementation of Republic Act 11650 instituting a policy of inclusion and services for learners with disabilities in support of inclusive education. Furthermore, according to Sumayang, et al, (2022) teachers continue to have negative attitudes towards mainstreaming and still experience various challenges in handling a mainstream classroom. 
Unfair conditions in an inclusive classroom hamper learning (Atmaca, 2021). Furthermore, there was a gap on researches on inclusive education implementation and conducting this research may address its current pressing issue at the basic level which is in the classroom. As Special Needs Education teachers and advocates of holistic learning, the researchers had a strong urge to make mainstream classrooms inclusive. 
Significance of the Study
The significance of this study lied in its potential to inform both global and local educational practices by examining the strategies employed by mainstream junior high school teachers in integrating learners with disabilities into general education classrooms. At the global level, inclusive education continues to be recognized as a fundamental human right, supported by initiatives such as the United Nations’ Sustainable Development Goal 4, which promotes equitable and inclusive education for all (United Nations, 2015). The findings of this study contributed to policy development and curriculum design by providing insights into teachers’ experiences and practices in working with LWDs.
At the local level, the study provided valuable perspectives on the realities of Philippine classrooms, where the inclusion of LWDs is a growing priority despite limited resources and varying levels of teacher preparedness. By exploring teachers’ lived experiences, the study informed the design of more effective training programs, guide resource allocation, and promote the creation of supportive, democratic, and inclusive educational environments for learners with disabilities.
Statement of the Problem
This research explored the lived experiences of selected JHS teachers in their pursuit of inclusivity as they handle learners with disabilities in mainstream classrooms. Specifically, it sought to answer the following questions:
1. What are the practices of selected JHS teachers in shaping a just, equitable, and democratic inclusive classroom in terms of; Critical consciousness; Dialogical learning; Praxis; and Advocacy;
2. To develop a tool for the practices of selected JHS teachers in shaping a just, equitable, and democratic inclusive classroom;
3. To determine the validity result of the developed tool on the practices of selected JHS teachers in shaping a just, equitable, and democratic inclusive classroom; and,
4.  To determine the level of the critical consciousness, dialogical learning, praxis and advocacy.
Assumptions
This study assumed that the lived experiences of JHS teachers in their journey toward inclusivity as they handle LWDs will be influenced by their teaching practices, the diverse needs of learners, and the broader social and educational contexts in which they will operate. It also assumed that teachers’ experiences in promoting democratic inclusive classrooms will be shaped by their critical consciousness of diversity, their engagement in dialogical learning processes, and their application of praxis, which integrates theory and action to promote transformative learning. Furthermore, the study assumed that JHS teachers will play a central role in fostering learners’ advocacy for inclusive education and influencing their attitudes toward equity and social justice.
Theoretical Construct
This study was anchored in Critical Pedagogy, a theory of education introduced by Paulo Freire in Pedagogy of the Oppressed (1968). Critical Pedagogy emphasizes the importance of fostering critical consciousness, dialogical learning, praxis, and empowerment within educational contexts. It asserts that education should not only deliver knowledge but also empower learners to critically analyze and challenge oppressive social structures and systems of inequity. The present study was aligned with Freire’s framework by emphasizing the role of teachers in nurturing critical consciousness, practicing dialogical methods, and applying praxis to create democratic and inclusive classrooms.
Theoretical Paradigm
This study was drawn upon Critical Pedagogy as its theoretical paradigm. The variables within this framework include critical consciousness, which involves understanding power dynamics and inequities; dialogical learning, which emphasizes knowledge construction through dialogue and reflection; praxis, which integrates theory and action for transformative change; and empowerment, which enables learners to advocate for equity and justice. Through these variables, critical pedagogy aimed to transform learners into active agents of change, thereby contributing to the creation of equitable and democratic educational environments (Budnyk, 2023).
[image: ]
Figure 1.0 The Conceptual Paradigm
Cause-and-effect connections within critical pedagogy theory are complex and multifaceted. However, the overarching goal is to create learning environments that foster critical consciousness, dialogue, and action, leading to individual and collective empowerment and the pursuit of social justice. By engaging learners in critical inquiry, reflection, and activism, critical pedagogy seeks to address the root causes of social inequalities and promote more equitable and democratic societies. 
Critical Pedagogy support the current study by offering a theoretical framework that emphasizes critical consciousness, dialogical learning, praxis, and empowerment, all of which were central to shaping a just, equitable, and democratic inclusive classroom. By fostering critical consciousness, teachers were encouraged to reflect on and challenge the power dynamics and inequalities within their classroom, helping them create a more inclusive learning environment for all students, including those with disabilities. Dialogical learning promotes an interactive and collaborative approach, where both teachers and students engage in meaningful discussions that value diverse perspectives. Praxis, the integration of reflection and action, guides teachers in not only theorizing about inclusive education but also taking concrete steps to implement it. Finally, the focus on empowerment aligns with the study’s goal of developing students’ advocacy for inclusivity, encouraging teachers to help learners critically engage with social issues and actively participate in the construction of a democratic classroom. Through these principles, Critical Pedagogy provides both a lens and a set of strategies for understanding and promoting inclusive, participatory education.
METHODOLOGY
This chapter presents the Research Design, Locale of the Study, Sample and Sampling Techniques, Data Gathering Procedures, Data Analysis and Interpretation, Research Instrument, Trustworthiness of the Study, and Ethical Considerations.
Research Design
In doing this research, the researchers utilized sequential exploratory method. A sequential exploratory design is a mixed methods approach that begins with a qualitative phase aimed at deeply exploring a phenomenon, followed by a quantitative phase driven by the qualitative findings to measure or generalize them at a broader level (Agyeiwaah, 2022; Munce, Guetterman, & Jaglal, 2021). In this design, initial qualitative data collection and analysis generate themes or constructs that inform the development of quantitative instruments and hypotheses. For instance, insights from in-depth interviews can be used to shape surveys assessing the prevalence or extent of those themes in a larger population. This two-phase sequence enhances the overall rigor and explanatory power of the study by grounding the quantitative measures in lived experiences and contextual understanding (Munce et al., 2021; Agyeiwaah, 2022).
Locale of the Study 
The research locale was a public secondary school located in the heart of the municipality of Kiamba, in the province of Sarangani. This secondary school caters approximately 2500-3300 learners from eight (8) barangays. Moreover, this school is the receiving school of LWDs from an elementary SPED Center in the vicinity. Unfortunately, LWDs who graduated from the SPED Center, whether self-contained or not, are all accepted in the secondary school, all in mainstream classroom. None of the faculty is trained to cater LWDs.
Sample and Sampling Technique
In selecting the participants/respondents of this study, the researchers utilized purposive sampling technique. Purposive sampling is a method used in research where participants are selected based on specific criteria relevant to the study's objectives. This approach allowed me to target individuals who can provide valuable insights or information related to the research topic (Stewart, 2024). Moreover, the researchers have eight (8) participants chosen for interview. They had set the following inclusion criteria for the selection of the participants of my study: Junior High Teacher in the public school, and caters LWDs in mainstream classroom. The exclusion criteria were: other teachers who are not from Junior High Department in public schools, and teachers who are not catering LWDs in their classroom. For the quantitative phase, 30 respondents were selected to answer the developed questionnaire.
Data Gathering Procedure
In the conceptualization phase, the researchers defined the research questions, objectives, and scope of the study. This process helped them in shaping the overall direction of the study and ensured that the data collection aligned with the research goals. Following this, the ethics review and approval was a crucial step to ensure that the study adhered to ethical guidelines. This involved submitting a detailed research plan to the Holy Cross of Davao College (HCDC) Ethics Review Committee, which reviewed the study for any potential risks to participants and ensured that informed consent, confidentiality, and other ethical considerations were properly addressed. Obtaining ethics approval was vital to protecting participants' rights and ensuring the study's integrity. 
The endorsement of the Graduate School Dean and Research Adviser will be an essential part of the research process, providing academic validation and support for the study. Subsequently, a permission letter approved by the Schools Division Superintendent of Sarangani Province was obtained to conduct the research within the school under their jurisdiction. This permission granted formal approval to access the school, collect data from JHS teachers, and ensured that the study complied with local educational policies and regulations. Both endorsements and permissions was crucial for the ethical and logistical execution of the research.
Initially, informed consent was given to the participants of the study. Selected JHS teachers gave their schedules on their vacant time for us to interview them. Interviews were conducted in a comfortable, respectful environment, with each teacher given the opportunity to share their thoughts on key topics such as critical consciousness, dialogical learning, praxis, empowerment, and inclusive practices. The researchers recorded the whole interview using my mobile phone with their consent. Token of appreciation was given to the respective interviewees for their effort on putting their hearts to answer the questions thrown. The data gathered from these interviews provided rich, qualitative insights into the teachers’ lived experiences in shaping a just and democratic classroom. It was retrieved accordingly.
The gathered responses from the participants of the study were subjected to transcription and translation. From the organized data, coding was be undertaken and themes should be generated.  
Data Analysis and Interpretation
To analyzed the gathered data using thematic analysis, this six-step process should be followed to also helped avoid confirmation bias when formulating my analysis (Caulfield, 2023; Creswell, 2014): (1) Begun by thoroughly reading the data to become familiar with it and note initial impressions. (2) Generated initial codes by identifying key features relevant to my research questions. (3) Group the codes into broader themes, looking for patterns across the data. (4) After reviewing these themes for accuracy and coherence, the researchers refined and defined them clearly. (5) Finally, the researchers wrote the report, (6) presented the themes and supported them with direct quotes from the data and relevant literature from distinguished authors. This process helped us uncover meaningful insights from the data. The survey questionnaire was tested for its validity and reliability using Cronbach’s Alpha.
Research Instrument
The researchers utilized semi-structured interview guide as research instrument to gather the relevant data and responses of the participants for the in-depth interview. A semi-structured interview guide is commonly used in qualitative research to allow for flexibility while maintaining focus on key topics (Kallio et al., 2016). To established the validity, the researchers submitted the interview guide questionnaire to expert validators. Revisions were made based on their feedback. A survey questionnaire was developed based on the results of the qualitative phase and was tested for its validity and reliability using Cronbach’s Alpha. 
Ethical Considerations
The study was strictly adhered to ethical principles to ensure the well-being of participants and maintain the integrity of the research process. Prior to participation, all individuals was fully informed about the purpose, procedures, and potential risks of the study. Clear details about their rights will be provided, emphasizing that they will be free to withdraw at any time without negative consequences. Participation was entirely voluntary, based on the participants’ informed decision without coercion.
Confidentiality and anonymity was prioritized. Personal identifiers were removed, and pseudonyms were used in place of real names to maintain privacy. The collected data were securely stored, with access restricted to the researcher alone. Participants were assured that their responses will remain anonymous and untraceable in reports or publications. Interviews were be conducted in a respectful and comfortable environment, allowing participants to share their perspectives freely.
Before data collection, the study was submitted to the Ethics Review Committee of the Holy Cross of Davao College (HCDC) for review and approval. The study was designed with the principle of non-maleficence, ensuring that no harm or distress will be caused to participants, while also upholding beneficence by seeking to generate valuable insights to improve inclusive education practices. Cultural sensitivity was observed by respecting the local social and educational context of the Philippines throughout the research process.
RESULTS
In this chapter, we present the results of the study including the modified paradigm of Critical Pedagogy by Paulo Freire. The modification is focused on the integration of the emerging subthemes of the existing elements as asserted by Freire in his fundamental concept of Critical Pedagogy. This means that there were parallel emerging themes uncovered based on the experiences shared by my study participants. 
Themes and Sub-themes
In exploring the lived experiences of selected Junior High School (JHS) teachers in shaping a just, equitable, democratic, and inclusive classroom, we found that their approaches highlighted the importance of using supportive teaching strategies to address both behavioral and emotional challenges. As we engaged with these teachers, it became clear that managing classroom dynamics with patience was crucial in creating an environment where all students could thrive. The teachers emphasized fostering inclusion by building strong peer relationships, and we observed how they continuously reflected on their emotional responses to the challenges they faced in the classroom. Through these reflections, we realized that they see their role as not just educators, but as facilitators of a learning environment where every student feels supported and valued.
When it comes to shaping a democratic and inclusive classroom, we noted how these teachers placed significant focus on fostering critical consciousness among their learners. They actively promoted inclusivity through collaboration and managing diversity, stressing that teaching values went beyond academics. It became apparent to me that they viewed their responsibility as extending to preparing students for life in a diverse society, not just academic success. Moreover, they were deeply committed to actively combating bullying and discrimination, making concerted efforts to ensure that all students, regardless of their background, felt respected and included in the learning process. These experiences reinforced for me the essential role that teachers play in creating inclusive and democratic educational spaces, and how their subjectivity, values, and continuous reflection shape their practice.
[image: ]
The teachers' experiences also highlighted the significance of the dialogical learning process in creating a democratic classroom. Group interaction and collaborative learning were central to their teaching, with teachers playing the role of facilitators and mediators to guide discussions and ensure diverse perspectives were heard. Critical reflection and real-life connections were incorporated to help students engage meaningfully with the content. Overcoming challenges related to student engagement and creating a sense of belonging and equality were key priorities, alongside nurturing growth in students' critical consciousness. Teachers also apply praxis by connecting lessons to students' lives, promoting socialization, and encouraging collaborative learning to foster behavioral transformation and social responsibility. Positive classroom atmospheres, peer support, and positive feedback are integral in developing self-expression. Finally, teachers focused on developing students' advocacy for democratic values through positive reinforcement, fostering empathy through peer support, and creating a supportive environment for self-expression, all of which contributed to the creation of an inclusive classroom.
Viewpoints and Standpoints
As a researcher in this study, my role involved not only gathering data but also engaging deeply with the meanings behind the experiences shared by the teachers. I found myself reflecting on the ways in which the teachers' practices connected to the core values of a democratic and inclusive classroom. Their stories revealed the complexities of fostering an environment where every student, regardless of ability, feels seen and valued. In exploring their thoughts, I had to be mindful of both the explicit teaching strategies they used and the subtle emotional and social dynamics that shaped the classroom culture. This process allowed me to understand the multifaceted role that teachers play in not just imparting knowledge, but also in cultivating a space where students could grow in empathy, critical thinking, and social responsibility.
Through this journey, I also learned the importance of actively listening and interpreting the data with care, recognizing the deep connections between pedagogy, student development, and social equity. As I synthesized the teachers' insights, I became more attuned to the challenges and rewards of applying inclusive, democratic principles in education. The reflections I gathered highlighted the need for constant teacher reflection, adaptability, and emotional intelligence. As a researcher, this study was a reminder of the power of education to transform not only students' academic abilities but also their values, attitudes, and behavior toward others, fostering a more just and equitable society.
DISCUSSIONS
In this chapter, we discussed the major themes and their corresponding themes. We discussed the following themes in order, just, equitable, and democratic classroom, critical consciousness, dialogical learning, praxis and advocacy for equitable and democratic classroom.  We supported these with the actual narration of our study participants. We provided the discussion of these themes with relevant published literature. 
Just, Equitable, and Democratic Classroom
We unveiled five subthemes under Just, Equitable, and Democratic Classroom. These subthemes were: Supportive Teaching Strategies, Behavioral and Emotional Challenges, Classroom Management and Teacher Patience, Inclusion and Peer Relationships, and Teacher Reflection and Emotional Response. 
Supportive Teaching Strategies
A significant theme that emerged from the data was the need for individualized teaching to address the diverse needs of Learners with Disabilities (LWDs). Teachers mention several strategies they used to support LWDs in the classroom. Creating an inclusive classroom climate requires educators to understand diverse learners' backgrounds and abilities, utilized varied pedagogical strategies, and foster collaboration. This adaptability ensures all students feel valued and supported, promoting equality while addressing individual learning needs effectively (Priyanka, 2024). These include remediation, differentiated learning, and individualized tasks, all of which aimed to cater to the unique learning styles and levels of these students. Highlighting the teacher’s commitment to providing targeted support, even when students forgot or fail to complete tasks, one teacher mentions: 
"Remediation is what I do. I focus on that. But sometimes, one of them forgets the remediation and goes straight home" (ID 01).
"During our activity, their answers are either not here or not there. It’s individualized teaching." (ID 06) 
"Set another time to work with them one-on-one (LWD). For example, instead of resting during your vacant time, call them. Give them another activity."  (ID 03)
"Individualized tasks. Let them participate so they won’t feel left out." (ID 06)
These lines emphasized how activities were tailored to each student’s capabilities and that answers varied widely, requiring teachers to offer extra support and flexibility. In addition, differentiated instruction played a crucial role, as indicated by one teacher: 
"In managing a classroom with diverse learners, this is where differentiated learning comes in. I give them other activities that are more suitable for their level" (ID 04). 
Teachers adapted their lessons to meet the varying needs of LWDs, offering easier tasks for those struggling to keep up. Moreover, a study of Hameed et al., (2024) in Pakistan shares those instructors supported the use of customized instruction, agreed that using small groups, multisensory instruction, instructional decisions, pre-assessment, varied learning activities, taking responsibility, guiding, and supporting students, as well as individual learning, group and feasibility development, and knowledge of students' learning profiles. Saif et al. (2024) added from their study that differentiated instruction appears to be the most effective teaching strategy in responding to students’ diversity and guaranteeing their learning process.
Behavioral and Emotional Challenges
Another prominent theme was the behavioral and emotional challenges that JHS teachers faced when working with LWDs. Teachers reported frequent issues such as attention-seeking behavior, disruptions, and mood swings, all of which can impede classroom learning. One teacher described the challenge of managing an ADHD learner:
"The class continues. I just let them be. For my ADHD learner, I just let him be because he's too restless. He keeps on tapping me. Especially my ASD learner, when he has tantrums, he goes back to his seat after. He will tantrum more if I pay attention to him" (ID 02). 
"He spat on the floor. He thought it was normal because he does that at home, so he did it in the classroom."  (ID 03)
This highlights the difficulty of dealing with hyperactive behaviors and managing attention-seeking students without exacerbating the problem (Yi & Shuang, 2023). Another teacher reflected on the emotional toll of managing these behaviors: 
"It’s a bit difficult sometimes. Because they’re mixed with our mainstream students, and their learning is harder for them in class. So we really have to adjust to their level so they can understand the lesson. This sometimes compromises the other students, because while they’ve already understood the lesson, they get bored" (ID 03). 
This suggested that managing LWDs required constant balancing between supporting these students and keeping the rest of the class engaged. Schools experience difficulty retaining special educators to serve students with emotional or behavioral disorders (EBD) in self-contained settings, as they have higher rates of burnout and attrition than other educators (Bettine, et al., 2019).
Classroom Management & Teacher Patience
Teachers reported that effective classroom management was essential for addressing the diverse needs of LWDs. This included managing classroom disruptions, maintaining patience, and ensuring that all students, including those with disabilities, are treated fairly and given appropriate attention (Adalet et al., 2023). One teacher admitted the toll teaching LWDs took on their patience: 
"It teaches patience. You just need to stay calm. Don’t get upset because of how they are, even though they can be a bit annoying. Even if you have other things to do, you still have to think about them. But just stay calm" (ID 08). 
This line reflected the emotional resilience needed to manage challenging situations. Another teacher talked about how they addressed disruptive behavior: 
"Sometimes, behaviors come out that aren’t normal, but what I do is get their attention. I explain why. Sometimes I get angry too, then I explain why I’m angry. I'm angry at what you did, not at you. I also explain the positive and negative outcomes" (ID 05).
"When the behavior becomes too much, I get angry. When I get angry, the LWDs tend to behave for a long time."  (ID 02)
This indicated the teacher’s approach of using clear communication to manage negative behaviors while maintaining emotional control. One of the findings in the study of Yuwono and Okech (2019) reveals that class size poses a serious challenge to teachers who are not well trained when they have LWDs in large classes. Another finding indicates that teachers face challenges with the way the curriculum is designed—posing challenge to them on how to best handle it. Nevertheless, JHS teachers put on maximum effort on classroom management, knowing that they were all not trained SNED teachers. 
Inclusion and Peer Relationships
A crucial element in teaching LWDs was ensuring they felt included and respected by their peers. Teachers emphasized promoting peer understanding and reducing bullying, fostering a sense of belonging for LWDs in the classroom. This further emphasizes the information in the study of Hughes and Greenhough (2020) which explores how peer relationships and interventions can reduce bullying and promote social inclusion for students with autism, highlighting the significance of fostering peer understanding. One teacher reflects on how peers support and respect LWDs: 
"We understand each other. I explain that they should understand each other. Be thankful you’re not like that. Understand them. Help them. Especially Ryan, help him especially when going to the bathroom. No one bullies him anymore. He’s respected" (ID 06). 
This underscored the importance of peer education and fostering a supportive classroom environment. Another teacher discussed how behaviors and peer relationships were positively influenced over time: 
"Even though they have learning disabilities, so far, nothing serious has happened" (ID 04)
This implies that with consistent teaching and guidance, LWDs can integrate smoothly into the class without serious social issues. With these, teachers can employing a variety of tactics, such as reporting protocols, student supervision, disciplinary, and advocacy, in an effort to reduce bullying behavior in schools (Govender & Nyawo, 2022).
Teacher Reflection & Emotional Response
A recurring theme in the responses was the teacher reflection and emotional response, with teachers expressing a mix of frustration, inspiration, and exhaustion while working with LWDs (Priore, 2020). These emotional reactions were closely tied to the challenges they faced in adapting to and supporting the needs of these students. One teacher revealed the emotional aspect of the job: 
"This is what’s hard when I’m not inspired. Where can I get materials for learning? There are no materials for learning. But I’m inspired to see LWDs (Learners with Disabilities) learning. It’s very fulfilling for me to see that LSENs (Learners with Special Educational Needs) understand" (ID 01). 
This highlighted how a lack of resources could hinder a teacher’s ability to engage, but the positive impact of seeing students made progress provides motivation. This contradicts to the of Birhanu et al. (2020) which found out that while resources and environment influence teaching quality, teachers remain motivated by witnessing student progress. Another teacher expressed frustration with mood-related barriers: 
"It hinders. Sometimes, it’s their mood. If they’re in a bad mood, it’s better not to push them. For example, if you ask them to write, they won’t want to. Just let them be. You can’t force them" (ID 04). 
"It teaches patience. You just need to stay calm. Don’t get upset because of how they are, even though they can be a bit annoying."  (ID 05) 
This highlighted how LWDs’ emotional states could complicate teaching efforts and led to feelings of frustration for teachers. Furthermore, a study by Moreno and Pinto (2020) substantiates the theme as it investigated the emotional experiences of teachers in inclusive classrooms, focusing on self-reflection processes. Teachers express a combination of emotions, such as frustration with classroom challenges, inspiration from student growth, and exhaustion from the demands of individualized support.
[bookmark: _Hlk182733186]Critical Consciousness
In this major theme, I generated five subthemes namely: Fostering Inclusivity via Collaboration, Teacher Role in Diversity Management, Promoting Critical Consciousness and Diversity, Teaching Values Beyond Academics, and Combating Bullying and Discrimination.
[bookmark: _Hlk182730612]Fostering Inclusivity via Collaboration
A recurring strategy that teachers employed was peer support, where learners were paired with peers or grouped together to foster a sense of belonging and equal participation. Teachers frequently relied on peer tutoring to accommodate the needs of learners with special educational needs (LSENs) or learners with disabilities (LWDs). Peer support was examined as a successful intervention for raising student participation, engagement, and sense of community. It discovered that peer matching and grouping enhanced academic performance, fostered a more welcoming environment for students from different backgrounds, and assisted students in strengthening their interpersonal skills (Hernandez & Pena, 2020; Murray & Thomas, 2021). As one teacher stated: 
"I assign one person to explain, but through sign language" (ID 01), and another mentions, "I pair them with someone who knows more" (ID 07). 
"I pair them with the smarter ones, so I’m sure they will get higher scores." (ID 02)
"Through peer tutoring. Because if I do it alone, I can’t handle it." (ID 03)
This practice allowed students with varying abilities to feel involved, and those who may struggle academically benefit from the guidance and support of their peers. This also aligned with the principle of democratic inclusion, as the classroom becomes a space where every student, regardless of ability, had a role and responsibility (Hämäläinen & Borg, 2020; Robinson & Wright, 2022). One teacher explained: 
"They just hold things. They’re not asked to speak, but at least they get to socialize" (ID 02). 
This approach ensured that students with disabilities were not sidelined but given opportunities to participate meaningfully in activities.
[bookmark: _Hlk182730697]Teacher Role in Diversity Management
Teachers expressed that managing a classroom of diverse learners involves adjusting teaching methods and responding to a range of challenges posed by learners with disabilities. The common challenge was finding ways to make the learning environment adaptable to different needs while maintaining a sense of equality (Pahenra et al., 2024). Teachers often faced the difficult task of balancing group activities where LWDs were included but sometimes separated from regular learners for the sake of better participation and success. For example, one teacher mentioned:
"I don’t group them with average students. I pair them with the smarter ones, so I’m sure they will get higher scores" (ID 02).
Groupings too. Because the LWD would be left out if they’re not paired with regular students." (ID 08)
Despite these strategies, there were challenges in managing behavior and maintaining discipline in the classroom. One teacher discussed how LWDs' behavior often disrupted the class, stating:
"They laugh at him when the LSEN who is deaf and has difficulty speaking recites" (ID 03). 
This showed that even though teachers were trying to create an inclusive environment, discrimination and bullying still persist, pointing to the importance of fostering critical consciousness in all students. This substantiated the study of Lopez et al. (2024) that highlights that while teachers with critical racial consciousness foster inclusive environments, challenges like discrimination and bullying persist. This underscores the necessity of cultivating critical consciousness among all students to effectively address and combat these issues within schools.
[bookmark: _Hlk182730722]Promoting Critical Consciousness and Diversity
The theme of awareness and sensitivity to differences was evident in the responses. Teachers recognize that while LWDs were physically or intellectually different, it was essential to foster an attitude of understanding and mutual respect (Fitriyani et al., 2024). One teacher stated: 
"Classmates adjust to their LWD friends. They are just there in the class. They let them be" (ID 04). 
This suggested that some students were already accustomed to the diversity in the classroom, but others still needed reminders to show respect. Another teacher emphasized the importance of encouraging students to treat others with respect: 
"Treat others the way you want to be treated. This is what I always remind them" (ID 07).
Moreover, there was a recognition that students were not only learning from their teachers but also from each other. As one teacher highlighted, 
"They love their PWD classmate. In return, the PWD gives the favor back, so there’s a give-and-take relationship" (ID 05). 
This reciprocal relationship fosters democratic principles such as mutual support and solidarity, which were integral to inclusive education.
[bookmark: _Hlk182730751]Teaching Values Beyond Academics
Many teachers emphasized the integration of values education into the classroom, seeing it as an essential component of developing critical consciousness. Values such as empathy, respect, and solidarity were seen as essential to creating a harmonious, democratic classroom (Martins, 2024). One teacher stated, 
"I relate the lesson to real-life experiences to establish connections. I include values in every lesson. It’s important for their lives" (ID 06). 
Furthermore, teachers shared, 
"I advise them to make their weaknesses their strength. Strive and study." (ID 02)
"Treat others the way you want to be treated. This is what I always remind them." (ID 04)
"I always explain to the students. Values are integrated into the lesson and everything that happens in the classroom" (ID 07).
These responses highlighted the importance of linking academic learning with ethical development. By embedding values in their teaching, educators aimed to cultivate an environment that supports not just intellectual growth but also moral and emotional development, which was key to fostering a democratic classroom (Doe, 2020).
[bookmark: _Hlk182730779]Combating Bullying and Discrimination
While many teachers acknowledged the importance of inclusion, issues of bullying and discrimination were also identified as persistent barriers. One teacher admitted: 
"They laugh at him when the LSEN who is deaf and has difficulty speaking recites" (ID 03), 
This showed that some students still engaged in disrespectful behavior despite efforts to foster inclusivity (Johnson & Johnson, 2022). However, other responses indicated that such challenges were addressed through open discussions and reminders to the students about treating others with respect and empathy. As one teacher put it: 
"Some are already classmates from before, so there's no need to explain" (ID 07)
This showed that familiarity with the LWDs helped students adjust and reduce the likelihood of bullying. Moreover, the need for constant monitoring and reinforcement of values was emphasized. Teachers stated: 
"I remind them all the time" (ID 06) 
"I remind them not to bully." (ID 03)
"But there are still some bullies, but we talk to them. They understand." (ID 08)
This suggested that fostering an inclusive and democratic classroom requires ongoing effort and engagement from both teachers and students (Mclaren, 2023). Teachers expressed a clear commitment to equality in the classroom, emphasizing that all students should be treated fairly regardless of their disabilities. One teacher reflected:
"No one knows that they’ve been assessed. This is to avoid bullying. The treatment is really equal. No gap" (ID 04)
This points to effort  and maintain a level where LWDs was not stigmatized for their differences. Teachers continually strove to ensure that students’ individual needs were met, while also emphasizing the importance of respect and understanding in maintaining a democratic classroom (Lee, 2021).
[bookmark: _Hlk182733145]Dialogical Learning 
For Dialogical Learning, I discovered five subthemes from the narration of the participants of my study. These were: Group Interaction and Collaborative Learning, Teacher as Facilitator and Mediator, Critical Reflection and Real-Life Connections, Overcoming Challenges in Student Engagement, Creating a Sense of Belonging and Equality, and Growth in Students’ Critical Consciousness.
[bookmark: _Hlk182730862]Group Interaction and Collaborative Learning
A central theme emerging from the teachers’ responses was the emphasis on group activities and collaborative learning as core elements of their teaching strategies (Liu and Zhang, 2020; O’donell and King, 2020). These activities created opportunities for learners to engage with each other, practice peer learning, and develop skills in cooperation and negotiation, which were essential for a democratic classroom. Teachers consistently encourage collaborative work through different forms such as group projects, debates, role-playing, and discussions (Sullivan & Muhir, 2020). For instance, one teacher described their approach: 
"Before the defense, I used to have them research. They need to ask what their research questions are for their study. From time to time, there should be discussions within the team because it's a group effort" (ID 01).
"Group activity. For activities like that, where they need to participate, their classmates usually choose what they can handle." (ID 02)
"There are groupings as well, where the LWDs are paired with regular, smarter students." (ID 03)
"Group activities. I encourage everyone to join. All must participate to understand the concept being discussed." (ID 04)
Through these collaborative efforts, students, including learners with disabilities (LWDs), were paired with peers to support one another’s learning. Teachers also intentionally paired LWDs with "smarter" students (ID 03) to ensure that all students, regardless of ability, have an opportunity to contribute to the learning process. This strategy exemplified an effort to balance social inclusivity while still allowing for academic progress and critical engagement in the classroom.
[bookmark: _Hlk182730884]Teacher as Facilitator and Mediator 
The role of the teacher as a facilitator and mediator within the dialogical process was crucial. The teacher’s role was to guide discussions, helped students express their thoughts, and mediate conflicts, while also ensuring that all voices were heard and respected (Alexander, 2021). This was particularly significant in a democratic classroom, where students were encouraged to participate in an open and constructive dialogue.
For example, one teacher described how they mediated conflicts in the classroom by "stopping them and explaining the pros and cons of the topic being discussed" (ID 01). This suggested a commitment to dialogue-based conflict resolution, where students’ ideas and emotions were acknowledged, and a balanced understanding was sought. Additionally, teachers used positive feedback and gentle reminders to reinforce key learning points and ensured all students, including LWDs, were engaged in the process:
"I give positive feedback. Explain the different ideas of each group before identifying the better answer" (ID 03).
"I stay in the center. I take the main points from both sides. We work hand-in-hand, even if the ideas are different." (ID 03)
[bookmark: _Hlk182730916]In a democratic setting, the teacher’s responsibility was not only to disseminate knowledge but also to create a space for students to engage with each other’s perspectives and contribute meaningfully to the learning process (Roth & Tobin, 2020).
Critical Reflection and Real-Life Connections
Several responses highlighted the importance of critical reflection as part of the dialogical learning process. Teachers incorporated reflective activities, such as role-playing, processing questions, and real-life connections, to help students internalize lessons and connect academic content to their lived experiences (Gergen et al., 2021). This approach was crucial for nurturing students’ critical consciousness and helping them understand the social, cultural, and ethical dimensions of the knowledge they acquire. One teacher noted:
"In Filipino, Grade 8, they make poems and engage in 'Balagtasan' (a Filipino debate style). It’s best for partnership, especially peer mentoring" (ID 05).
"They reflect it in real life. They learn from real-life situations. Both good and bad experiences help them learn." (ID 01)
"By relating lessons to real-life situations...like situations in their families." (ID 05)
"Realization can be seen in their actions. Gentle reminders are really needed." (ID 06)
This kind of activity not only encouraged students to reflect on societal values and ethical issues but also fostered collaborative dialogue in which students express and challenge each other’s views (Alvarez & Thorseth, 2023). Teachers also incorporated real-life scenarios into their lessons, as seen in the Filipino lesson where a student shared, "We don’t steal because the police will catch us" (ID 06). This shows the teacher’s effort to bring in relevant, everyday situations that foster ethical reflection and moral reasoning among students.
[bookmark: _Hlk182730939]Overcoming Challenges in Student Engagement
Despite the positive outcomes of dialogical learning, several responses reflected challenges related to student engagement and participation (Sana et al, 2024). Teachers noted that while some students, especially those without disabilities, actively contributed to discussions, LWDs sometimes struggled to engage fully. For example:
"The LWDs don’t really think. They just clap. They don’t know if their answers are right or wrong. They just clap" (ID 02).
This response revealed a barrier to participation, where some students felt less confident in expressing themselves in discussions. Teachers also noted that while they tried to create inclusive environments, some students were more passive in the dialogical process, which could hinder the development of a fully democratic and inclusive classroom. However, teachers were mindful of these dynamics, with some strategies aimed at supporting participation, such as guided questions and follow-ups: 
"I use guided questions and most importantly, they need follow-ups" (ID 07). 
"There are evident changes because the LWDs now feel the sense of belonging." (ID 05)
[bookmark: _Hlk182731212]These methods help students who struggled to express themselves or fully participate by offering structured opportunities to engage with the content.
Creating a Sense of Belonging and Equality
A significant theme in the responses was the importance of fostering a sense of belonging and equality for all students, especially those with disabilities. Teachers noted that through dialogical learning processes, LWDs were gradually integrated into group activities and discussions. This inclusion was not just academic but also social, helping to reduce discrimination and bullying among students. One teacher described the transformation as: 
"They reflect it in real life. They learn from real-life situations. Both good and bad experiences help them learn" (ID 06).
Through these dialogical practices, students not only improve academically but also learn to appreciate diversity and different abilities. Teachers used these opportunities to teach students to respect each other’s differences, thereby contributing to a democratic classroom environment where all learners felt valued and included. As one teacher highlighted: 
"The LWDs now feel the sense of belonging. There is no feeling of neglect" (ID 05).
"Yes. More adjustments. They talk to others, mingle, and even joke with the LWDs." (ID 03)
This demonstrated the role of dialogue in nurturing an inclusive environment, where each student’s voice was heard, and their contributions were valued. According to Skersfrud (2024) the Socratic Dialogue method's potential to amplify marginalized voices in diverse classrooms, highlighting the necessity for teachers to be attentive to varied experiences. This approach fosters an inclusive environment where all students' contributions are recognized and valued.
[bookmark: _Hlk182731243]Growth in Students' Critical Consciousness
The final theme centered on the growth in students' critical consciousness and maturity. Over time, students began to reflect on their learning, recognized their peers' abilities, and adjusted their behavior (Stubbs & Hullinger, 2022). Teachers observed that there was a shift in how students interacted with one another, especially in mixed-ability groupings. One teacher reflected: 
"They are able to understand better real-life events" (ID 08).
Through dialogical learning, students developed a deeper understanding of societal issues, as well as the importance of respect, mutual support, and inclusivity (García-Carrión et al., 2020). This shift in consciousness was not just academic but also moral and social, preparing students to engage in a more just and democratic society.
[bookmark: _Hlk182733122]Praxis 
In this theme emerged the following corresponding subthemes: Connecting Lessons to Students’ Lives, Socialization and Collaborative Learning, Behavioral Transformation and Social Responsibility, Positive Classroom Atmosphere and Peer Support, and, Positive Feedback and Self Expression.
[bookmark: _Hlk182731362]Connecting Lessons to Students' Lives
The use of real-life situations and relevant activities to engage students in the learning process. Teachers aimed to connect lessons with students' personal lives, promoting both learning and change (Malureanu & Enachi-Vasluianu, 2021). This approach was a core component of praxis, as it allowed students to actively engage with the material in a way that resonated with their experiences and helped them understand how the lessons related to the world outside the classroom.
"Applying it to reality. It’s like making everything real. All their topics, we apply them to real-life situations to promote learning and change" (ID 01).
"I have activities that are relatable to their age. Topics about love and family. That’s where they become emotional or touched" (ID 03).
Teachers used topics that speak to students' everyday lives, such as love, family, and socialization, which also served to build empathy and self-awareness. By making the learning experience more relevant, teachers helped foster critical reflection among students about their own behavior, societal norms, and moral choices (Suryani, 2019). For instance, when students learned about topics that directly related to their lives, like bullying or respect, they were prompted to reflect on their own actions and attitudes.
[bookmark: _Hlk182731434]Socialization and Collaborative Learning
Another key element of praxis in a democratic classroom was the emphasis on collaboration and socialization. Teachers consistently used strategies that promoted teamwork, cooperation, and inclusivity, aimed to foster a learning environment where students actively participated and supported each other (Mahoney & Hall, 2020). By fostering collaboration, teachers helped break down barriers between students with disabilities and their peers, encouraging mutual respect and solidarity.
"My strategy is mixing them together. That’s my number one strategy. It’s one of my strategies to pull them along. It’s also part of socialization" (ID 02).
"Collaborative work with LWDs and regular learners" (ID 07).
"Group activity and collaboration. So that everyone gets involved and no one is left out" (ID 08).
Group activities, role-playing, peer counseling, and other collaborative exercises were used to encourage students to work together and support each other, regardless of their abilities. Teachers deliberately mixed learners with special educational needs (LSENs) with their peers to ensure that everyone participated and learned from one another. This promoted an inclusive and supportive classroom culture, where each student, regardless of ability, had an equal opportunity to contribute and learn (Farooq, 2019).
[bookmark: _Hlk182731458]Behavioral Transformation and Social Responsibility
The teachers highlighted how praxis led to positive behavioral changes among students. By applying democratic principles in the classroom, such as mutual respect and understanding, teachers observed noticeable improvements in students' attitudes toward each other, their responsibilities, and their approach to learning. Students were increasingly able to reflect on their behavior, took initiative, and developed self-discipline and social responsibility (Kolber, 2024). Teachers shared:
"You can see it in their eagerness in class. Their eagerness to participate in class. Because their perspective has changed; before they were nonchalant, now you’ve gained their trust" (ID 01).
"The former bullies and self-centered students have changed. It seems they realized something, and because of that, they now consider others" (ID 03).
"They start to respect each other and treat one another as brothers and sisters" (ID 04).
One notable transformation was that students who once exhibited self-centered or bullying behaviors started to shift their attitudes, displaying more empathy and consideration for their peers. This change indicates that, through praxis, students were not only acquiring knowledge but also developing the social and ethical competencies necessary for a democratic society (Zahedi, 2023).
[bookmark: _Hlk182731481]Positive Classroom Atmosphere and Peer Support
Through the application of praxis, teachers have observed a shift in the overall classroom atmosphere. There was an emerging sense of harmony, where students worked together and support each other, regardless of their differences. The classroom was not just a space for academic learning but also for social interaction and personal growth (Waly, 2022). Teachers shared:
"The atmosphere in the classroom has become more harmonious. There is strong support from each other" (ID04).
"They are now more collaborative. They’ve participated in activities not just in the classroom but in other aspects as well, like cleaning. Even the LSENs are involved" (ID 01).
"There are no more arguments. They’ve started to take the initiative to approach me" (ID 06).
The teachers report a growing sense of community and collective responsibility among students. As they collaborated on academic tasks, chores, and group projects, students also demonstrated increasing maturity in how they treated one another. The positive changes in behavior and attitudes reflected the impact of democratic, inclusive practices that emphasized both individual growth and collective responsibility (Pratheesh & Francis, 2024).
[bookmark: _Hlk182731519]Positive Feedback & Self-Expression
Teachers emphasized the importance of recognizing students' efforts, providing praise, and allowing space for them to express their thoughts, feelings, and ideas (Jacobs & Hall, 2020). This fostered a growth mindset, encouraging students to improve and engage with the material actively.
"They begin to express their feelings. And they mature over time" (ID 03).
"Everything has changed. Even the parents have changed" (ID 05).
This encouragement of self-expression and the acknowledgment of students’ efforts was a vital component of praxis, as it empowered learners to take ownership of their learning and personal development. It also promoted an inclusive environment where all students felt valued, heard, and capable of contributing to the classroom discourse.
Advocacy
[bookmark: _Hlk182731558]Finally, here were the subthemes I discovered under the last major theme, Advocacy: Positive Reinforcement and Empowering Students, Fostering Empathy through Peer Support, Fostering Advocacy through Awareness, Managing Behavior and Promoting Advocacy, and, Creating Supportive Environment for Expression. 
Positive Reinforcement and Empowering Students
A prominent theme in developing advocacy for democratic and inclusive values is the use of positive feedback, praise, and appreciation ideas (Lavanga & Sulla, 2024). Teachers believed that by consistently providing positive reinforcement, students were more likely to internalize these democratic values, including respect for differences and support for all classmates. This reinforced a culture of kindness and advocacy for inclusivity. Teachers shared:
"You always give positive feedback. You never get angry. When they do something wrong, you turn it into something positive" (ID 01).
"Praises. They also enjoy it. More appreciation for their efforts" (ID 07).
"A nice motivation is to appreciate the little things learners do. This encourages them" (ID 08).
By focusing on the positive aspects of students' behaviors, teachers helped students developed a sense of self-worth and respect for others. This strategy not only motivated students to continue their efforts but also encourages them to extend the same appreciation to their peers, regardless of their abilities (O’brien & Blue, 2018). This created a nurturing, positive atmosphere that underpins the advocacy for an inclusive classroom.
[bookmark: _Hlk182731622]Fostering Empathy through Peer Support
An essential aspect of fostering advocacy for a democratic and inclusive classroom was the promotion of peer support and socialization. Teachers frequently used strategies that encouraged students to work together, shared experiences, and supported each other, especially learners with disabilities (LWDs) (Sapkota & Niure, 2024; Ferguson-Patrick, 2020). By engaging in collaborative activities, students were exposed to diverse perspectives, which helped them develop empathy and better understand the challenges faced by their peers. Teachers share:
"Peer support itself. Because they can become friends" (ID 01).
"Encourage them, even though they are PWD, and even though they are in a wheelchair, they still attend the flag ceremony like other kids" (ID 05).
"They treat them as their younger siblings" (ID 03).
"No kid left behind. Encourage them, even though they are PWD" (ID 05).

Group activities and peer interactions provided students with opportunities to collaborate with their classmates, including those with disabilities. This exposure helped break down barriers and fosters understanding, leading to increased acceptance and support. The idea of "no kid left behind" reflects the teachers' efforts to ensure that all students, regardless of their abilities were included and actively participated in all classroom activities.
[bookmark: _Hlk182731646]Fostering Inclusion through Group Activities
Teachers frequently emphasized group activities and collaborative tasks as methods for promoting inclusion. By involving all students—especially LWDs—in various roles and tasks, teachers aimed to create opportunities for all learners to contribute meaningfully, which encouraged a culture of inclusivity and shared responsibility (Babicheva, Vornyk, & Sadlovska, 2022). Teachers revealed:
"Let them do reports. Give them roles in group activities so they won’t feel neglected" (ID 04).
"Group activities. Simple activities with a presentation. There are props involved, and LWDs participate in collaborative work" (ID 03).
"Involve them in activities/groupings. There should be no neglected LWDs" (ID 04).
The emphasis on group work ensured that all students, including those with disabilities, were actively involved and valued for their contributions. This also fostered a sense of belonging and collective effort, where everyone had a role to play (García-Carrión et al., 2020). Teachers consciously avoided situations where LWDs might feel sidelined, and they adapted activities when necessary to ensure full participation.
[bookmark: _Hlk182731672]Fostering Advocacy through Awareness
Teachers also actively engaged students in awareness-building activities that foster empathy and advocacy for their peers with disabilities. By educating students about the challenges faced by LWDs, teachers encouraged them to view these students not as "others" but as integral members of the school community (Jonard et al., 2021). Through these efforts, students begin to adopt more inclusive attitudes and behaviors.
"Instill in the children’s minds that the PWD student is their brother and that they should respect him for who he is" (ID 05).
"Talk to the learner. Encourage them and continue to pursue their dreams" (ID 05).
"The LWDs were already accepted by their classmates because since elementary, they were already classmates." (ID 06).
This emphasis on awareness and respect for diversity encouraged students to recognize the intrinsic value of each individual, regardless of their abilities. By positioning LWDs as equal and valued peers, students learned to appreciate their unique contributions to the classroom and were more likely to advocate for their rights and inclusion (Banks, 2020).
[bookmark: _Hlk182731699]Managing Behavior and Promoting Advocacy
While teachers recognized the importance of advocacy and inclusion, they also acknowledged the challenges in managing students' behavior, particularly around students with disabilities. However, by addressing issues firmly but with empathy, teachers fostered an environment where students were encouraged to reflect on their actions and how they impacted others. These experiences were critical for developing students' sense of responsibility in creating a democratic and inclusive classroom.
"You have to tell them firmly or even raise your voice. If you stay too calm, they might take it too lightly" (ID 02).
"They will say they will join, or they will bring food or something, but nothing ever happens, hahaha" (ID 07).
"There’s bullying, but even LWDs can bully, like those with ADHD" (ID 08).
[bookmark: _Hlk182731727]The teachers’ assertiveness in maintaining discipline, while still encouraging inclusivity, was an essential part of fostering a democratic environment (Zak-Doron & Perry-Hazan, 2024). Though challenging, these moments of behavioral correction became opportunities for students to reflect on how their actions affected the classroom atmosphere and how to be more supportive and understanding toward their peers with disabilities. 
Creating Supportive Environment for Expression
Several teachers emphasized the importance of creating a classroom environment where students felt safe and supported in expressing themselves. This sense of psychological safety was essential for promoting the advocacy of democratic values, where students felt comfortable discussing their perspectives, addressing issues of inclusion, and supporting each other (Shatalova & Kovaleva, 2024; Brown et al., 2024). Teachers imparted:
"There should be no negativity. They shouldn’t feel anything negative from you. You have to be gentle so they can appreciate you" (ID 06).
"No kid left behind" (ID 05).
"They say sorry. They also ask for forgiveness. They realize that they also make mistakes" (ID 08).

By modeling kindness, patience, and respect, teachers helped students feel heard and valued. This in turn encourages students to advocate for one another, building a more inclusive and supportive learning environment. Teachers’ efforts to create a safe space for all students to engage with each other helped cultivate a sense of community, where advocacy for others' rights was seen as a shared responsibility.
Pilot Test Results and Reliability Analysis
To determine the internal consistency and reliability of the instrument, a pilot test was conducted among thirty (30) respondents who were not part of the main study. The research instrument comprised twenty-one (21) items categorized under four constructs: Critical Consciousness, Dialogical Learning, Praxis, and Advocacy. The gathered data were analyzed using Cronbach’s Alpha, a widely recognized reliability coefficient that measures the internal consistency of scale items (Gliem & Gliem, 2003).
Table 1. Reliability Statistics of the Pilot-Tested Instrument
	Category
	Cronbach’s Alpha
	N of Items
	Interpretation

	Overall Instrument
	0.731
	21
	Acceptable Reliability


As shown in Table 1, the overall Cronbach’s Alpha value of 0.731 indicates that the instrument demonstrates acceptable internal consistency. According to George and Mallery (2003), Cronbach’s Alpha values above 0.70 are considered acceptable for research instruments in the social sciences. This result implies that the scale items are sufficiently reliable and consistent in measuring the intended constructs.
Table 2. Item-Total Statistics of the Pilot Test
	Construct
	Corrected Item-Total Correlation Range
	Cronbach’s Alpha if Item Deleted
	Decision

	Critical Consciousness
	–0.043 to 0.358
	0.716–0.750
	Accepted

	Dialogical Learning
	0.069 to 0.560
	0.701–0.738
	Accepted

	Praxis
	0.177 to 0.730
	0.701–0.772
	Accepted

	Advocacy
	0.043 to 0.667
	0.708–0.742
	Accepted


Table 2 presents the reliability coefficients for each construct. The corrected item-total correlations ranged from –0.043 to 0.730, indicating that most items were positively correlated with the overall scale, while a few items showed weaker correlations. Despite minor variations, the “Cronbach’s Alpha if Item Deleted” values revealed that no item’s removal would substantially improve reliability. Therefore, all twenty-one (21) items were retained for the main study due to their theoretical and conceptual alignment with the research framework.
Exploratory Factor Analysis (EFA) Results
An Exploratory Factor Analysis (EFA) using Principal Component Analysis (PCA) with Varimax rotation was conducted to identify the underlying factor structure of the 19-item instrument measuring Critical Consciousness (CC), Dialogical Learning (DL), Praxis (P), and Advocacy (A). Prior to analysis, sampling adequacy and data suitability were confirmed. The Kaiser-Meyer-Olkin (KMO) Measure of Sampling Adequacy yielded a value of .739, indicating that the sample was adequate for factor analysis. Moreover, Bartlett’s Test of Sphericity was significant, χ²(210) = 936.261, p < .001, signifying that the correlation matrix was not an identity matrix and therefore suitable for factor extraction.
Initial results revealed that four components had eigenvalues greater than 1, collectively accounting for 54.328% of the total variance, which meets the acceptable level for social science research. The Rotated Component Matrix initially showed that most items loaded strongly on their intended components, ranging from .546 to .899. However, three items—CC6, P5, and A2—did not load adequately or formed isolated components, suggesting weak relationships with their respective constructs. Therefore, these items were deleted from the instrument.
The authors repeated the EFA without the deleted items to obtain a more refined and stable factor structure. The reanalysis confirmed a clean four-factor solution corresponding to the theoretical framework of the study. The first factor, Dialogical Learning (DL), consisted of five items (DL1–DL5) with high loadings ranging from .869 to .899. The second factor, Praxis (P), included four items (P1–P4) with loadings from .808 to .899. The third factor, Critical Consciousness (CC), was represented by five items (CC1–CC5) with loadings between .568 and .769. Finally, the fourth factor, Advocacy (A), contained four items (A1, A3, A4, and A5) with loadings ranging from .708 to .804.
All retained items exceeded the minimum acceptable loading of .50, demonstrating strong relationships between the indicators and their respective constructs. The four-factor model was theoretically sound and empirically supported, validating the internal structure of the instrument. This refined version is thus considered reliable for subsequent confirmatory analysis or further application in related studies.





Table 1. EFA Results
	Items
	1
	2
	3
	4

	Critical Consciousness

	CC1
	.745
	
	
	

	CC2
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	CC3
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	CC4
	.675
	
	
	

	CC5
	.769
	
	
	

	Dialogical Learning

	DL1
	
	.881
	
	

	DL2
	
	.899
	
	

	DL3
	
	.871
	
	

	DL4
	
	.878
	
	

	DL5
	
	.869
	
	

	Praxis

	P1
	
	
	.828
	

	P2
	
	
	.808
	

	P3
	
	
	.899
	

	P4
	
	
	.882
	

	Advocacy

	A1
	
	
	
	.777

	A3
	
	
	
	.765

	A4
	
	
	
	.708

	A5
	
	
	
	.804



Descriptive Analysis
Table 1 presents the descriptive analysis of the four measured variables—Critical Consciousness, Dialogical Learning, Praxis, and Advocacy. Results revealed that the respondents exhibited an overall high to very high level across all dimensions, indicating that the participants strongly demonstrated the intended competencies and behaviors represented by each construct.
Table 2. Descriptive Table
	Variables
	N
400
	SD
	Mean
	Descriptive Level

	Critical Consciousness
	
	0.609
	4.37
	Very High

	Dialogical Learning
	
	0.783
	4.14
	High

	Praxis
	
	0.660
	4.35
	Very High

	Advocacy
	
	1.236
	3.75
	High


Among the four variables, Critical Consciousness obtained the highest mean score of 4.37 (SD = 0.609), interpreted as Very High. This suggests that participants consistently reflect on social realities, recognize injustices, and display awareness of transformative action. Close to this result, Praxis also achieved a Very High descriptive level with a mean of 4.35 (SD = 0.660), implying that respondents effectively integrate reflection and action in their educational practices, aligning theory with application.
Meanwhile, Dialogical Learning yielded a mean of 4.14 (SD = 0.783), rated as High, which means that participants actively engage in meaningful discussions, value mutual respect, and promote shared learning experiences, though with slightly less intensity compared to critical awareness and praxis. Lastly, Advocacy received the lowest mean score of 3.75 (SD = 1.236), yet still within the High descriptive level. This indicates that while respondents demonstrate a strong commitment to supporting equity and positive social change, advocacy initiatives may be expressed less consistently than reflective or dialogical practices.
Overall, the findings denote that respondents possess strong levels of critical awareness, reflective action, dialogical engagement, and advocacy, all of which contribute to the holistic realization of transformative education. The very high means in Critical Consciousness and Praxis particularly highlight the participants’ readiness to translate awareness into meaningful educational practice.
Summary of Findings
The pilot test results demonstrate that the overall instrument achieved an acceptable reliability level (α = 0.731), validating its internal consistency and suitability for formal data collection. The Praxis construct yielded the strongest internal consistency among all categories, suggesting that respondents perceived this dimension most cohesively. Although some items under Critical Consciousness exhibited lower correlations, they remained theoretically significant for measuring the construct. Overall, the instrument was deemed reliable for capturing the multidimensional aspects of Critical Consciousness, Dialogical Learning, Praxis, and Advocacy within the study’s conceptual model.
Conclusion and Implication of the Study
This study sought to explore the lived experiences and inclusive practices of Junior High School (JHS) teachers in shaping just, equitable, and democratic classrooms for learners with disabilities (LWDs), guided by Paulo Freire’s Critical Pedagogy. Using a sequential exploratory mixed methods design, the study integrated qualitative insights and quantitative validation to construct a framework that reflects teachers’ real-world experiences and their commitment to inclusive education.
The findings revealed that inclusive teaching in mainstream classrooms is both a pedagogical and moral endeavor. Teachers demonstrated a deep sense of responsibility and compassion, employing differentiated instruction, peer collaboration, positive reinforcement, and reflective practice to address the diverse needs of LWDs. Despite the absence of formal training in Special Needs Education (SNED), teachers continuously adapted, learned, and innovated to create learning environments where all students could participate and succeed. Their narratives embodied the key principles of critical pedagogy—critical consciousness, dialogical learning, praxis, and advocacy—which collectively promoted mutual respect, empathy, and social justice in the classroom.
From these experiences, it became evident that inclusive education transcends policy implementation; it requires transformation in teachers’ perspectives, emotional intelligence, and instructional approaches. Teachers’ reflective practices and dialogical interactions were instrumental in developing students’ awareness of diversity, fostering empathy, and building a sense of belonging among LWDs. Furthermore, the integration of Freirean concepts of critical pedagogy redefined inclusion not merely as a structural arrangement but as a transformative process of consciousness and action—a process that challenges inequities and empowers both teachers and learners to become agents of change.
The pilot test of the developed quantitative instrument yielded a Cronbach’s Alpha of 0.731, signifying acceptable reliability and internal consistency. This confirms that the constructs derived from the qualitative phase—Critical Consciousness, Dialogical Learning, Praxis, and Advocacy—are conceptually cohesive and measurable. The result validates the instrument’s utility for future studies assessing inclusive pedagogical practices across various educational settings.
Implications
The implications of this study are both theoretical and practical. Theoretically, the findings extend Freire’s Critical Pedagogy by demonstrating its applicability to contemporary inclusive education, particularly in developing countries where systemic inequities persist. It reinforces the idea that teachers’ consciousness, reflective dialogue, and praxis are central to democratizing education and ensuring the inclusion of marginalized learners.
Practically, the study underscores the urgent need for continuous professional development focused on inclusive education, differentiated instruction, and behavioral management strategies. Educational institutions and policymakers must recognize that inclusion requires collaborative effort—from teacher training programs that integrate inclusive pedagogical models to school systems that provide sufficient resources, support staff, and learning accommodations. Furthermore, promoting emotional resilience and reflective teaching among educators can strengthen their capacity to manage diverse classrooms with empathy and efficacy.
In essence, this study concludes that inclusive education is a living expression of social justice, realized through teachers who embody critical awareness, compassion, and commitment to equity. The findings call for sustained advocacy and institutional reinforcement to transform schools into truly democratic spaces where every learner, regardless of ability, is valued, supported, and empowered to succeed.
Recommendations
It is recommended that this study be replicated in different educational contexts such as public and private institutions, rural and urban school environments, and across other educational levels, to either fortify or expose the assertions of Paulo Freire’s Critical Pedagogy in inclusive education. Conducting replication studies in diverse settings will help verify the consistency and applicability of the theory’s core elements (critical consciousness, dialogical learning, praxis, and advocacy) in promoting just, equitable, and democratic classrooms. Through such replications, future researchers can determine whether Freire’s concepts remain valid and effective in various teaching environments or whether contextual factors, such as culture and institutional support, influence their manifestation. This process will strengthen the empirical foundation of Critical Pedagogy and contribute to its theoretical refinement within the Philippine educational landscape.
Furthermore, it is recommended that future researchers replicate the study by integrating other variables not covered in the present investigation to provide a more comprehensive understanding of inclusive education practices. Variables such as teacher emotional intelligence, institutional support, leadership style, student engagement, and school climate may reveal additional dimensions that influence teachers’ inclusive behaviors and attitudes. Likewise, exploring teacher burnout, self-efficacy, and attitudes toward inclusion as mediating or moderating factors can deepen the understanding of how internal and external elements shape inclusive teaching practices. These extended investigations would not only broaden the theoretical scope of Critical Pedagogy but also enhance the development of practical frameworks that guide inclusive education policy, teacher training, and classroom implementation in diverse educational settings.
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Figure 1. Modified Paradigm ofFeie’s critical pedagogy





