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ABSTRACT 

This study investigates the relationship between teacher readiness and the performance of learners with 

disabilities (LWDs) in regular secondary schools. Employing an explanatory mixed-methods design, the research 

surveyed 100 public school teachers and conducted focus group discussions in Valenzuela City to capture both 

statistical trends and lived experiences. 

Findings reveal that while teachers maintain highly positive attitudes and adequate knowledge of inclusive 

policies, they experience significant gaps in practical skills, particularly regarding assistive technologies and 

specialized instructional materials. Learners with disabilities showed observable progress in participation and 

academic growth; however, meeting grade-level competencies remains a persistent challenge. Crucially, the 

study identified a significant positive correlation between teacher readiness—comprising knowledge, skills, 

attitude, and training—and the overall performance rate of LWDs. No significant differences in readiness were 

found based on teachers' age, gender, or experience. 

Based on these results, the study developed the "No Learner Left Behind" inclusive education module, a 40-hour 

training program designed to bridge the gap between theoretical knowledge and practical classroom application. 

Keywords: Inclusive Education, Teacher Readiness, Learners with Disabilities, Instructional Strategies 

INTRODUCTION 

This chapter outlines the core problem and discusses relevant literature that underpins the study's findings. 

Additionally, it defines key parameters designed to facilitate a seamless and thorough investigation. 

Inclusive education in the Philippines is about giving every learner the right to learn together in the same 

classroom, no matter who they are or what challenges they face. It means that students with disabilities, learning 

difficulties, or other special needs should not be separated from others. Instead, schools and teachers should 

make adjustments so that everyone can take part and succeed. The goal of inclusive education is to make sure 

that all learners feel accepted and supported. It also helps students understand and respect one another, which 

builds a more caring and fair school community. 

The Department of Education (DepEd) supports inclusive education through laws and policies that protect the 

rights of all learners. One of the most important laws is Republic Act No. 11650, or the Inclusive Education Act 

of 2022. This law says that no learner should be denied admission or participation in school because of disability 

or any condition (Official Gazette, 2022). 

To help schools apply this law, DepEd released several orders. DepEd Order No. 44, s. 2021 gives clear 

guidelines on how schools should provide learning programs and services for learners with disabilities in the K–

12 system. It encourages teachers to adjust their lessons and provide support so that learners with disabilities can 
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join regular classes (Department of Education, 2021). 

Another important policy is DepEd Order No. 23, s. 2022, also called the Child Find Policy. This order guides 

schools on how to identify and help learners with disabilities who are not yet enrolled in school (Department of 

Education, 2022). These laws and policies show that the government is serious about giving every child an equal 

chance to study and learn. 

UNESCO (2014) explained that inclusive education is more than just placing learners with special needs in the 

same classroom as others. It means changing teaching methods, classroom materials, and assessments so that 

everyone can learn effectively. In other words, inclusion is not only about students, it is also about preparing 

teachers. Teachers play the biggest role in making inclusion successful. They need to have the right knowledge, 

skills, and attitudes to handle students with different learning needs. If teachers are well-prepared, they can create 

lessons that work for all learners. But if they are not ready, students with special needs might struggle or feel left 

out. 

Many studies in the Philippines have looked at how ready teachers are to teach in inclusive classrooms. However, 

most of these studies focus on teachers in the early grades, such as kindergarten and elementary school. 

For example, studies done in the Loreto District (Logroño & Gongora, 2023) and Cebu City (Dela Cruz, 2024) 

found that teachers in early education had good attitudes and were fairly prepared to handle learners with special 

needs. They also showed that training programs help improve teachers’ confidence in teaching inclusively. But 

very few studies have looked at how ready secondary school teachers are. This is an important gap because 

teaching at the secondary level is different. High school teachers handle more subjects, larger classes, and more 

complex lessons. Their students are also at a stage where they experience many emotional and social changes. 

Because of this, the kind of support and preparation they need might be different from teachers in lower grades. 

This study focuses on the readiness of secondary school teachers in inclusive education, which has been largely 

under-researched in the Philippines. While previous studies concentrated on early grades, this study examines 

the challenges, strategies, and preparedness of high school teachers who handle learners with disabilities across 

multiple subjects and larger classes. By targeting secondary education, the study provides insights that are critical 

for improving inclusive practices at a stage where learners’ academic, social, and emotional development is 

highly sensitive, thereby contributing new knowledge to the field and informing policy and teacher training 

programs. 

It is important to study how ready secondary school teachers are for inclusive education because this level plays 

a big role in a learner’s future. When teachers in high school are prepared, they can help learners with special 

needs succeed academically and socially. Learners feel more accepted and are less likely to drop out of school. 

Inclusive classrooms also help other students learn values like patience, understanding, and respect for diversity. 

On the other hand, if teachers are not prepared, learners with disabilities may find it hard to keep up and could 

lose confidence in themselves. This shows that teacher readiness is not just a professional issue it affects the 

lives of students and the success of inclusive education as a whole. 

Inclusive education has many advantages when it is done well. It helps improve academic performance because 

all learners can participate in meaningful activities. It encourages teamwork and friendships among students with 

and without disabilities. It also makes learning more creative and flexible because teachers find new ways to 

teach according to each learner’s needs. 

Despite these positive effects, many secondary teachers in the Philippines still face challenges in practicing 

inclusive education. Some teachers have limited training in handling learners with special needs. Others deal 

with big class sizes, lack of materials, or not enough support from special education coordinators. These 

challenges make it harder to apply inclusion effectively. Because of this, it is important to find out how ready 

secondary teachers really are. Knowing their level of readiness can help DepEd and school leaders design better 

training programs, provide materials, and create support systems that truly work in the classroom. 
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Background of the Study 

Inclusive education in the Philippines aims to make sure that all learners, including those with disabilities, can 

study and learn together in regular classrooms. The Department of Education (DepEd) believes that every child 

has the right to quality education no matter what their background or condition is. To support this, the 

government created the Inclusive Education Act (Republic Act No. 11650) in 2022. This law protects the rights 

of learners with disabilities to receive equal access to education. DepEd also released DepEd Order No. 44, s. 

2021, which gives schools clear guidelines on how to provide learning programs and services for students with 

special needs. Even with these strong laws and policies, many schools in the country still face problems in putting 

inclusive education into real classroom practice. 

At Lawang Bato National High School, teachers have noticed that inclusion is happening, but many of them do 

not feel ready to handle learners with disabilities in their classes. During In-Service Training (INSET) and focus 

group discussions, teachers often talk about their struggles in teaching learners with different needs. Some 

teachers shared that they sometimes pass students even when they are not performing well. This is not because 

they want to take shortcuts, but because they do not feel confident or prepared to help these students learn better. 

Many teachers said that they try their best to adjust their lessons, but they lack proper training and strategies to 

teach inclusively. This shows that the real problem is not about teachers’ willingness, but about their readiness 

to teach learners with diverse needs. 

Teachers in Lawang Bato National High School have a strong desire to improve their teaching for learners with 

disabilities. Many of them want to know how to adjust their lessons, give fair assessments, and use different 

methods that can help every learner succeed. Some teachers said that they are unsure how to create activities that 

fit the abilities of students with learning difficulties. Others said that they struggle with how to manage behavior 

or communicate with learners with disabilities. Because of these challenges, lessons are sometimes not effective, 

and students with special needs may lose interest or confidence. Even though teachers care deeply about their 

students, they need more support, training, and guidance to feel ready for inclusive education. 

Another issue that teachers often raise is the heavy workload and pressure to meet curriculum requirements. 

Teachers are expected to finish lessons on time and meet performance standards, which makes it difficult to give 

extra attention to learners with disabilities. This sometimes leads to a situation where students are promoted even 

if they have not mastered the required skills. Teachers do this out of kindness and a wish not to discourage 

students, but it affects the quality of learning. Inclusive education should help every student learn based on their 

own ability and pace, not just move them to the next grade. 

The situation in Lawang Bato National High School shows that there is a need to look more closely at how 

prepared teachers are to handle inclusive education. Many studies in the Philippines already talk about teacher 

readiness, but most of them focus on the early grades like kindergarten and elementary (Logroño & Gongora, 

2023). There are very few studies about secondary schools, where the learning setup is more complex. High 

school teachers handle several subjects and larger classes. Students at this level also face emotional and social 

changes, which make teaching even more challenging. Because of this, teachers at the secondary level may need 

different kinds of training and support. 

This study aims to find out how ready teachers in Lawang Bato National High School are to teach learners with 

special educational needs. It also hopes to know if teachers in District 1 of Valenzuela City experience the same 

challenges. Understanding this can help identify what kind of help and training teachers really need. The goal is 

to use the results to create Inclusive Education Modules that can guide teachers in making their classrooms more 

supportive and effective for all learners. Through this study, the school hopes to strengthen inclusive education 

and give every learner a fair chance to learn and succeed. 

Review of Related Literature 

This section presents the various related literature and studies that serve as the foundation and springboard for 
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strengthening the findings of the present study. The reviewed materials are classified into themes to provide a 

comprehensive overview of relevant written documents and scholarly works. Through this organization, the 

study is strengthened and supported with credible and reliable sources. 

International Frameworks on Inclusive Education 

The Salamanca Statement of 1994, organized by UNESCO in Spain, was a landmark international agreement 

that promoted inclusive education as the standard for all children, including those with disabilities. It emphasized 

equal access, teacher training, and curriculum reforms to support learning in regular schools. This document 

remains one of the most influential frameworks guiding inclusive education worldwide. 

Adipat and Chotikapanich (2022) explained that Sustainable Development Goal 4 (SDG 4) under the 2030 

Agenda focuses on ensuring quality education for all, which helps reduce inequality and create more stable 

communities. Quality education also promotes tolerance, social mobility, and prepares learners for the challenges 

of the modern world. Similarly, Unterhalter (2019) emphasized that education drives sustainable progress by 

improving skills, reducing poverty, and supporting better health and nutrition outcomes, all of which contribute 

to the goal of leaving no one behind. 

Philippine Framework on Inclusive Education 

In the Philippines, the Department of Education (DepEd) has institutionalized inclusive education principles 

within its policy frameworks, aligning national actions with international commitments to equity and inclusion. 

The Inclusive Education Policy Framework for Basic Education (anchored in DepEd Order No. 21, s. 2019) 

outlines the rationale, principles, and key dimensions for implementing inclusive education in the basic education 

system. This framework is grounded on the constitutional right to education and aims to ensure that education is 

learner-centered, context-responsive, and sensitive to the diverse needs of all learners regardless of disability, 

socio-economic status, culture, or other differences. 

The Basic Education Development Plan (BEDP) 2030 further operationalizes inclusive education in the 

country’s long-term education strategy. According to DepEd’s policy documents, inclusive education is part of 

the Department’s commitment to provide “quality, equitable, and complete basic education” by protecting and 

promoting the rights of every Filipino learner, including those with disabilities. The BEDP 2030 integrates 

inclusive programs such as the Special Education (SPED) Program, early intervention, curriculum adaptations, 

learning resource support, and guidance services into the broader education system, ensuring that inclusion 

principles are embedded across planning, implementation, and monitoring processes. 

These Philippine frameworks reflect a rights-based and systemic approach to inclusive education. They 

emphasize the importance of learner diversity, responsive teaching strategies, supportive learning environments, 

and collaboration among stakeholders to promote equitable outcomes. By aligning national policy with global 

frameworks such as SDG 4 and the CRPD, the Philippines demonstrates a commitment to advancing inclusive 

education as a core component of its education development agenda. 

Teachers’ Readiness for Inclusive Education 

Ecoben (2019) shows that teachers are very important in making inclusive education work because they guide 

students with special needs in regular classrooms. The study says that many public-school teachers already know 

the importance of inclusion and have good attitudes toward it. But even if they are willing, they still need more 

training, workshops, and hands-on practice, especially in making Individualized Education Plans (IEPs). Ecoben 

also points out that teachers have some skills on their own but lack formal preparation in inclusive strategies. 

Because of this, the study recommends adding a subject on disability and inclusive education in teacher training 

programs so teachers can be readier and more confident. 

Knowledge of Inclusive Education. Teachers’ knowledge plays a foundational role in inclusive education, as 

it influences how well they understand learners with disabilities and apply appropriate instructional strategies. 
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According to Karynbaeva et al. (2022), teacher readiness is strongly linked to cognitive readiness, which includes 

knowledge of special pedagogy, inclusive practices, and correctional psychology. Their study revealed that many 

teachers possess fragmented or surface-level knowledge, indicating gaps in formal preparation. 

Similarly, Alcosero et al. (2023) found that many regular teachers in the Philippines have limited theoretical 

knowledge of inclusive education, particularly in identifying learning needs and understanding disability-related 

policies. This lack of knowledge often leads to uncertainty in classroom decision-making. More recently, 

Mabanag et al. (2024) noted that while teachers are aware of the principles of inclusion, many struggle to 

translate this knowledge into practice, especially in developing Individualized Education Plans (IEPs). These 

findings suggest that adequate conceptual knowledge is essential for teachers to feel ready and effective in 

inclusive classrooms. 

Skills in Implementing Inclusive Practices. Beyond knowledge, teachers must possess practical skills to 

manage diverse classrooms and respond to varied learning needs. Zegeye (2022) reported that teachers often feel 

unprepared due to limited skills in classroom management, differentiated instruction, and behavior support for 

learners with special needs. Teaching experience was found to influence skill development, with more 

experienced teachers demonstrating better adaptive strategies. 

In a more recent study, Mabanag et al. (2024) found that teachers were generally skilled in supporting learners’ 

basic academic and social needs but were less confident in fostering self-efficacy and independence among 

learners with disabilities. This indicates that while some inclusive skills are present, more advanced and learner-

centered skills remain underdeveloped. The literature highlights that skill readiness requires continuous practice, 

mentoring, and exposure to real inclusive classroom situations. 

Attitudes Toward Inclusive Education. Teachers’ attitudes significantly affect their willingness to implement 

inclusive education. Positive attitudes promote acceptance and flexibility, while negative attitudes may hinder 

inclusion efforts. A study by Sharma and Jacobs (2021) emphasized that teachers with positive beliefs about 

inclusion are more likely to adapt instruction and collaborate with others to support learners with disabilities. 

Alcosero et al. (2023) also identified psychological readiness as a key component of teacher readiness, noting 

that some teachers express anxiety and fear due to perceived lack of competence. Although many teachers 

support the idea of inclusion, their attitudes are often shaped by workload concerns, class size, and lack of 

support. These findings suggest that positive attitudes alone are not sufficient; they must be reinforced by 

adequate support systems and training to sustain inclusive practices. 

Training and Professional Development. Training is a critical factor in enhancing teacher readiness for 

inclusive education. Several studies point out that pre-service and in-service training programs often fail to 

adequately prepare teachers for inclusive classrooms. Zegeye (2022) found that the absence of short-term 

trainings and limited exposure to inclusive education during teacher preparation programs contributed to 

teachers’ low sense of readiness. 

Similarly, Mabanag et al. (2024) reported that existing training programs do not fully address the actual 

challenges teachers face in inclusive classrooms, such as behavior management and individualized planning. 

Alcosero et al. (2023) further emphasized the need for hands-on, school-based training and continuous 

professional development. These studies highlight that meaningful and sustained training opportunities are 

essential in developing both confidence and competence among teachers. 

Preparedness in Instructional Materials. Preparedness in instructional materials is another important 

component of teacher readiness, as inclusive education requires appropriate and accessible learning resources. 

Studies show that teachers often struggle with limited materials that address diverse learning needs. According 

to Mabanag et al. (2024), teachers reported difficulty in preparing and accessing modified instructional materials 

and assistive resources for learners with disabilities. 

 In a related study, Cruz and Bautista (2021) found that teachers in inclusive classrooms frequently rely on self- 
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made materials due to the lack of school-provided resources. This situation adds to teachers’ workload and 

affects the quality of instruction. Alcosero et al. (2023) also noted that insufficient instructional materials weaken 

teachers’ preparedness and confidence. These findings suggest that availability and accessibility of inclusive 

instructional materials are essential for effective implementation of inclusive education. 

Overall, recent literature shows that teacher readiness for inclusive education is shaped by interconnected 

components: knowledge, skills, attitudes, training, and preparedness in instructional materials. While many 

teachers demonstrate willingness and positive attitudes toward inclusion, gaps in training, limited resources, and 

insufficient practical preparation continue to affect their readiness. Addressing these components holistically is 

necessary to strengthen teachers’ capacity to implement inclusive education effectively and sustainably. 

Performance Rate of Learners with Disabilities in Regular Schools 

The performance rate of learners with disabilities in regular schools is an important indicator of the effectiveness 

of inclusive education. Performance rate refers to how well learners with disabilities achieve expected learning 

standards, participate in classroom activities, and progress academically, including their promotion to the next 

grade level. Studies show that inclusive education aims not only to provide access to education but also to ensure 

that learners with disabilities achieve meaningful learning outcomes and experience academic success 

comparable to their peers (UNESCO, 2021). 

Recent research highlights that the performance of learners with disabilities is influenced by teacher competence, 

school support systems, learning resources, and inclusive teaching strategies. While inclusive education has 

improved access to schooling, many learners with disabilities still face challenges in achieving expected 

academic standards due to inadequate instructional support and limited individualized interventions (Hehir et 

al., 2022). Thus, examining learning outcomes, academic performance, classroom participation, and promotion 

rates is essential in understanding the overall performance of learners with disabilities in regular schools. 

Learning Outcomes of Learners with Disabilities. Learning outcomes refer to the knowledge, skills, and 

competencies that learners acquire as a result of instruction. In inclusive classrooms, learning outcomes are used 

to measure whether learners with disabilities meet curriculum standards and individualized learning goals. 

According to UNESCO (2021), inclusive education should ensure that all learners achieve equitable learning 

outcomes, regardless of their abilities. 

Hehir et al. (2022) reported that learners with disabilities can achieve positive learning outcomes when teachers 

use differentiated instruction, individualized learning plans, and assistive technologies. However, the study also 

noted that many learners with disabilities lag behind in literacy and numeracy due to insufficient 

accommodations and support services. Similarly, Morningstar et al. (2021) found that inclusive instructional 

strategies significantly improved learning outcomes among students with disabilities, especially when teachers 

collaborated with special education professionals. These findings emphasize that learning outcomes depend on 

the quality of inclusive teaching practices and support mechanisms. 

Academic Performance of Learners with Disabilities. Academic performance refers to learners’ achievement 

in academic subjects, often measured through grades, test scores, and assessments. Studies indicate that learners 

with disabilities in regular schools often perform lower academically compared to their peers without disabilities 

due to barriers in instruction and assessment (Ainscow, 2022). 

Klingner et al. (2021) reported that students with disabilities frequently experience academic difficulties in 

reading and mathematics when inclusive practices are not properly implemented. However, when teachers apply 

universal design for learning (UDL) and individualized instruction, academic performance improves 

significantly. Ainscow (2022) also emphasized that inclusive school policies and teacher support are critical in 

narrowing the academic performance gap between learners with and without disabilities. These findings suggest 

that academic performance is closely linked to the effectiveness of inclusive teaching strategies and school 

support systems. 
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Classroom Participation of Learners with Disabilities. Classroom participation refers to learners’ active 

involvement in classroom discussions, activities, and collaborative learning tasks. Participation is a key indicator 

of engagement and inclusion, as it reflects learners’ social and academic integration in the classroom. According 

to Hehir et al. (2022), meaningful participation promotes both academic success and social development among 

learners with disabilities. 

A study by Florian and Beaton (2021) found that inclusive classroom practices, such as cooperative learning and 

peer support, increased participation among learners with disabilities. Conversely, learners with disabilities were 

less likely to participate when teachers used rigid teaching methods or failed to provide accommodations. 

Similarly, Morningstar et al. (2021) noted that positive teacher attitudes and inclusive classroom environments 

encouraged learners with disabilities to engage more actively in classroom activities. These studies highlight that 

classroom participation is influenced by teaching strategies, classroom environment, and teacher attitudes. 

Promotion Rate of Learners with Disabilities. Promotion rate refers to the percentage of learners who 

successfully advance to the next grade level. It is an important indicator of learners’ academic progress and 

school effectiveness. UNESCO (2021) reported that learners with disabilities are more likely to experience grade 

repetition and dropout due to academic challenges and lack of support. 

Hehir et al. (2022) found that learners with disabilities had lower promotion rates in schools that lacked inclusive 

policies and individualized interventions. However, schools that implemented inclusive education frameworks 

and continuous monitoring of learner progress showed improved promotion rates. Ainscow (2022) also 

emphasized that early intervention, teacher training, and supportive school leadership contribute to higher 

promotion rates among learners with disabilities. These findings indicate that promotion rates reflect both learner 

performance and the quality of inclusive educational practices. 

Teaching Strategies and Practices of Teachers in Inclusive Education 

Teaching strategies and practices play a crucial role in the successful implementation of inclusive education. In 

inclusive classrooms, teachers are expected to use flexible, learner-centered approaches that address the diverse 

needs of learners, including those with disabilities. Effective inclusive teaching practices promote equal 

participation, improve learning outcomes, and support the academic and social development of learners with 

disabilities (UNESCO, 2021). 

Recent literature emphasizes that inclusive education requires teachers to move away from traditional, one-size-

fits-all instruction and adopt strategies that recognize individual differences among learners. These strategies 

include differentiated instruction, collaborative learning, individualized support, and the use of assistive and 

instructional technologies (Ainscow, 2022). When applied effectively, these practices help reduce learning 

barriers and create supportive learning environments for all learners. 

Differentiated Instruction and Individualized Support. Differentiated instruction is one of the most widely 

recommended strategies in inclusive education. It involves modifying content, teaching methods, and assessment 

based on learners’ abilities, interests, and learning needs. According to Florian and Beaton (2021), differentiated 

instruction allows learners with disabilities to access the curriculum at their own pace while still engaging in the 

same learning objectives as their peers. 

Morningstar et al. (2021) found that teachers who use individualized learning plans and flexible teaching 

strategies were more effective in meeting the academic needs of learners with disabilities. However, the study 

also noted that many teachers struggle to consistently implement differentiation due to time constraints and 

limited training. These findings suggest that while differentiated instruction is effective, its success depends on 

teachers’ competence and institutional support. 

Use of Universal Design for Learning (UDL). Universal Design for Learning (UDL) is a framework that guides 

teachers in designing lessons that are accessible to all learners from the start. UDL promotes multiple means of 

 representation, engagement, and expression to accommodate diverse learning needs. Klingner et al. (2021) 
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reported that UDL-based instruction improved learners’ comprehension and engagement, particularly among 

students with learning disabilities. 

Similarly, Ainscow (2022) emphasized that UDL helps reduce the need for excessive individual 

accommodations by embedding flexibility into lesson design. Teachers who apply UDL principles are more 

likely to create inclusive classrooms where learners with disabilities can actively participate and demonstrate 

learning in various ways. Despite its benefits, studies show that many teachers have limited knowledge of UDL, 

which affects its consistent application in classrooms. 

Collaborative and Peer-Supported Learning. Collaborative learning strategies, such as group work and peer 

tutoring, are commonly used in inclusive classrooms to promote participation and social interaction. Florian and 

Beaton (2021) noted that peer-supported learning encourages positive peer relationships and reduces social 

isolation among learners with disabilities. 

Morningstar et al. (2021) also found that cooperative learning activities increased engagement and classroom 

participation among learners with disabilities. However, the study emphasized that teachers must carefully plan 

and monitor group activities to ensure that learners with disabilities are meaningfully included rather than 

marginalized. This highlights the importance of intentional and well-structured collaborative practices in 

inclusive education. 

Assessment Practices in Inclusive Classrooms. Assessment practices are an important part of teaching 

strategies in inclusive education. Inclusive assessment involves adapting assessment methods to reflect learners’ 

diverse abilities and learning styles. According to UNESCO (2021), flexible and formative assessment practices 

allow teachers to monitor learner progress and adjust instruction accordingly. 

Klingner et al. (2021) found that traditional assessments often fail to capture the true abilities of learners with 

disabilities. Teachers who used alternative assessments, such as performance tasks and portfolio assessments, 

were better able to evaluate learners’ understanding and progress. These findings suggest that inclusive teaching 

practices must also include inclusive assessment strategies. 

Integration of Instructional and Assistive Technologies. The use of instructional and assistive technologies 

has become an important teaching practice in inclusive education. Digital tools, visual aids, and assistive devices 

help learners with disabilities access learning materials and participate in classroom activities. A study by 

Alnahdi (2022) found that technology-supported instruction improved engagement and academic performance 

among learners with disabilities. 

However, Morningstar et al. (2021) noted that many teachers lack adequate training in using assistive 

technologies, limiting their effectiveness. This suggests that while technology can enhance inclusive teaching 

practices, teachers must be adequately trained to use these tools effectively. 

Correlation Between Teacher Factors and Learner Success 

Teacher factors, such as knowledge, skills, attitudes, training, and preparedness in instructional materials, have 

been consistently recognized as key determinants of learner success. In inclusive education, these factors are 

especially critical because learners with disabilities require differentiated instruction, individualized support, and 

accommodations to achieve meaningful learning outcomes. Studies show that when teachers are adequately 

prepared and demonstrate positive attitudes, learners tend to perform better academically, participate actively in 

classroom activities, and experience higher promotion rates (Hehir et al., 2022; Ainscow, 2022). 

Recent research emphasizes the significant positive relationship between teacher knowledge and learner 

outcomes. Knowledge of inclusive education principles, special pedagogy, and strategies for addressing diverse 

learning needs enables teachers to design lessons that are accessible and engaging for all students. Klingner et 

al. (2021) found that learners with disabilities performed better in classrooms where teachers had a strong 

understanding of differentiated instruction and universal design for learning (UDL). Similarly, Morningstar et 
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al. (2021) reported that teacher knowledge positively influenced learners’ literacy and numeracy outcomes, as 

well as their engagement and classroom participation. 

Teacher skills are also closely linked to learner success. Competence in applying instructional strategies, 

managing classrooms effectively, and implementing individualized learning plans ensures that learners receive 

appropriate support tailored to their needs. Florian and Beaton (2021) highlighted that learners in classrooms 

where teachers actively employed collaborative learning and peer-supported activities showed higher 

engagement, better social integration, and improved academic performance. 

Teacher attitudes play a significant role in shaping the learning environment. Positive attitudes toward inclusion 

foster a supportive and encouraging classroom climate, where learners with disabilities feel valued and motivated 

to participate. Ainscow (2022) noted that teachers with constructive attitudes toward diversity created classrooms 

where learners demonstrated greater confidence, self-efficacy, and willingness to take part in learning activities. 

Conversely, negative attitudes or low commitment to inclusion were associated with lower learner engagement 

and achievement. 

Professional training is another critical teacher factor influencing learner success. Teachers who participate in 

workshops, seminars, or formal training programs on inclusive education are better equipped to handle the 

unique needs of learners with disabilities. Hehir et al. (2022) found a significant correlation between the extent 

of teacher training and learners’ academic performance and classroom participation. Training that combines 

theoretical knowledge with hands-on practice was particularly effective in improving learner outcomes. 

Finally, teachers’ preparedness in instructional materials and resources significantly affects learner success. The 

ability to develop and utilize teaching aids, assistive technologies, and individualized learning resources ensures 

that all learners can access the curriculum and participate meaningfully in classroom activities. Alnahdi (2022) 

reported that classrooms where teachers effectively used instructional and assistive technologies saw measurable 

improvements in learner engagement, comprehension, and overall performance. 

Synthesis 

It is evident that inclusive education is a complex, multi-dimensional endeavor that requires alignment between 

policy frameworks, teacher readiness, teaching strategies, and learner-centered support systems. International 

and national frameworks, including the United Nations’ Sustainable Development Goals (SDG 4), the 

Salamanca Statement, the CRPD, and the Philippine DepEd Inclusive Education Policy Framework and BEDP 

2030, provide a strong foundation for inclusive education. These frameworks collectively emphasize equity, 

non-discrimination, and access to quality education for all learners, including those with disabilities. They 

highlight the importance of systemic support, responsive policies, and the removal of barriers to learning in 

promoting meaningful inclusion. 

Teacher readiness emerges as a key determinant in the successful implementation of inclusive education. Recent 

studies indicate that teachers’ knowledge, skills, attitudes, training, and preparedness in instructional materials 

directly influence the quality of inclusive practices in the classroom. While many teachers demonstrate 

willingness and positive attitudes toward inclusion, gaps in knowledge, practical skills, and access to 

professional development remain, limiting their capacity to fully meet the diverse needs of learners with 

disabilities. 

The performance rate of learners with disabilities in regular schools is closely connected to teacher readiness 

and instructional practices. Literature shows that learning outcomes, academic performance, classroom 

participation, and promotion rates are significantly influenced by the quality of instruction, teacher competence, 

and the availability of appropriate resources. Inclusive education practices, such as differentiated instruction, 

universal design for learning, collaborative learning, inclusive assessment, and the integration of assistive 

technologies, have been shown to enhance both learner engagement and academic achievement. However, 

challenges such as limited training, time constraints, and inadequate instructional resources continue to hinder 
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optimal outcomes. 

Teaching strategies and practices are central to promoting meaningful inclusion. Effective strategies enable 

learners with disabilities to access the curriculum, participate actively in classroom activities, and develop 

essential academic and social skills. Studies emphasize that strategies must be deliberate, flexible, and learner-

centered, and supported by ongoing professional development and mentoring for teachers. At the same time, 

challenges in the implementation of inclusive education - such as large class sizes, insufficient resources, and 

limited stakeholder support - remain persistent barriers that require comprehensive interventions at both school 

and policy levels. 

The literature underscores that inclusive education is most successful when policy frameworks, teacher 

readiness, instructional strategies, and systemic support are integrated in a coherent manner. Teachers who are 

well-prepared and supported in applying inclusive practices contribute significantly to improved learning 

outcomes, academic performance, participation, and promotion rates for learners with disabilities. Consequently, 

the promotion of inclusive education demands a holistic approach that addresses both the structural and human 

elements of teaching and learning, ensuring that no learner is left behind. 

THEORETICAL FRAMEWORK 

Albert Bandura’s Social Cognitive Theory (SCT) explains that human learning occurs within a social context 

and results from the continuous interaction among personal factors, behavior, and the environment (Bandura, 

1986). This interaction is known as triadic reciprocal determinism, which means that these three components 

influence one another in a dynamic and ongoing process rather than through a simple cause-and-effect 

relationship (Bandura, 1986). 

According to Bandura, personal factors include an individual’s cognitive abilities, attitudes, beliefs, knowledge, 

and self-efficacy. These personal characteristics influence how people think, feel, and respond to situations. 

Behavioral factors refer to the observable actions and performances of individuals that reflect their internal states 

and learning. Meanwhile, environmental factors pertain to the social and physical surroundings that can either 

support or limit a person’s learning and behavior (Bandura, 1986). 

Bandura emphasized that individuals are active participants in their own learning. They are not passive recipients 

of environmental influences; rather, they interpret and act upon these influences based on their understanding 

and experiences. Learning takes place through observational learning or modeling, where individuals observe 

the actions of others, process this information, and use it to guide their own behavior. The concept of self-

efficacy, or one’s belief in their ability to perform a task successfully, is central to this theory because it affects 

a person’s motivation, effort, and persistence in achieving desired outcomes (Bandura, 1986). 

Albert Bandura’s Social Cognitive Theory (1986) explains that people learn and behave through the constant 

interaction of their personal factors, behavior, and environment. This theory is the foundation of the present 

study because it helps explain how teachers’ readiness affects the way they teach and support learners with 

disabilities. 

The personal factors include what teachers know, the skills they have, their attitudes, and the training they receive 

about inclusive education. The behavioral factors refer to what teachers do in the classroom, such as how they 

plan lessons, use teaching strategies, manage students, and assess learners with disabilities. The environmental 

factors include the kind of support teachers get from the school, like the availability of learning materials, 

teamwork with other teachers, and guidance from school leaders. 

When these three factors work together, teachers are more likely to teach effectively and create a classroom 

where learners with disabilities can take part in activities, learn better, and have a higher chance of being 

promoted. For example, a teacher who feels confident and well-trained (personal factors) will likely use good 

teaching methods (behavioral factors), especially when the school provides enough resources and support 
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(environmental factors). 

 

 

Figure 1. Social Cognitive Theory (Bandura, 1986) 

Vygotsky’s Sociocultural Theory (1978) 

Lev Vygotsky’s Sociocultural Theory states that learning happens first through interaction with others and then 

becomes part of the learner’s own understanding. He believed that social and cultural experiences play a big role 

in shaping how people think and learn. 

Vygotsky explained that children learn best when they interact with more knowledgeable others such as teachers, 

parents, or peers who guide and support them. This process is called scaffolding, which means giving just enough 

help for learners to succeed until they can do the task on their own. 

One of Vygotsky’s most important ideas is the Zone of Proximal Development (ZPD). The ZPD is the gap 

between what a learner can do alone and what they can do with guidance and support. Effective teaching happens 

inside this zone because it challenges learners to grow while still providing the help they need. 

In short, Vygotsky’s Sociocultural Theory emphasizes that learning is a social process. People learn best when 

they interact, communicate, and share experiences with others within a supportive environment 

This theory is anchored to the study because it shows how teachers play a key role in guiding and supporting 

learners with disabilities. In an inclusive classroom, teachers act as facilitators who help learners with disabilities 

learn by giving them the right amount of help and encouragement. When teachers are well-prepared and trained, 

they can provide effective scaffolding because they know when to step in and when to let learners work 

independently. Their guidance helps learners with disabilities build confidence, develop new skills, and become 

more independent. The school environment also supports this process by providing materials, training, and 

opportunities for collaboration among teachers. 
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Figure 2. Vygotsky’s Socio-Cultural Theory (1978) 

Conceptual Framework 

This study aims to create an inclusive education module by looking at how ready teachers are to work with 

learners with disabilities. Teacher readiness includes their knowledge, skills, attitudes, training, and preparation 

for teaching. How ready teachers are affects the teaching strategies they use and the challenges they face in 

inclusive classrooms. These, in turn, affect the promotion rate of learners with disabilities, which is measured 

by their academic performance, participation in class, and overall progress. By studying how these parts are 

connected, the research will suggest a toolkit with strategies, best practices, and recommendations to improve 

inclusive education. 

 

 

Figure 3. Conceptual Paradigm of the Study 
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Statement of the problem 

The main objective of this study is to determine the level of teachers’ readiness in relation to the promotion rate 

of learners with disabilities in regular schools, as a basis for the development of inclusive education modules. 

Specifically, this study sought to answer the following questions: 

What is the profile of the respondents in terms of: 

Gender, 

Age, 

Teaching Experience, and 

Grade Levels Taught? 

What is the level of teachers’ readiness in handling learners with disabilities in regular schools in terms of: 

Knowledge, 

Skills, 

Attitude, 

Training, and 

2Preparedness in instructional materials/ resources? 

What is the performance rate of learners with disabilities in regular schools in terms of : 

Academic performance, 

Classroom participation, and 

Overall School Progress? 

Is there a significant relationship between teachers’ readiness and the performance rate of learners with 

disabilities in regular schools? 

Is there a significant difference between teachers’ readiness and the profile of the respondents? 

What strategies do teachers employ to support learners with disabilities in their teaching practices? 

What challenges do teachers encounter in implementing inclusive education for learners with disabilities in 

regular schools? 

Based on the results of the study, what inclusive modules may be developed? 

Hypothesis 

To address the research objectives, the following hypotheses were formulated: 

Hₒ: There is no significant relationship between teachers’ readiness and the promotion rate of learners with 

disabilities in regular schools. 

Hₒ: There is no significant difference between teachers’ readiness and the profile of the respondents. 

Scope and limitations 

This study focused on examining the readiness of teachers to handle learners with disabilities in regular schools 
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and how this readiness affects the promotion rate of these learners. The respondents of the study were public 

secondary school teachers in Congressional District I of Valenzuela City who were directly teaching learners 

with disabilities during School Year 2025–2026. Data are collected primarily through survey questionnaires and 

were supported by interviews or focus group discussions to gain deeper insights into teachers’ practices and 

experiences. 

The study specifically focused on teacher readiness, which is measured through its key components: knowledge, 

referring to teachers’ understanding of inclusive education principles, special pedagogy, and strategies for 

addressing diverse learning needs; skills, which include the practical competencies required to implement 

inclusive strategies and manage classrooms effectively; attitude, representing teachers’ beliefs, openness, and 

perceptions toward inclusive education; training, encompassing professional development, workshops, and 

formal preparation in inclusive practices; and preparedness in instructional materials and resources, which 

reflects teachers’ ability to develop or utilize teaching aids, learning resources, and assistive technologies to 

support learners with disabilities. 

Likewise, the study examined the performance rate of learners with disabilities, which is assessed through the 

following components: learning outcomes, reflecting the knowledge, skills, and competencies acquired by 

learners; academic performance, measured through subject-specific assessments and classroom tests; classroom 

participation, indicating learners’ active engagement in activities, discussions, and collaborative learning; and 

promotion rate, which refers to learners’ advancement to the next grade level based on their overall performance. 

The findings of the study serve as the basis for the development of inclusive education modules designed to help 

teachers more effectively address the needs of learners with disabilities in regular classrooms. 

This study was limited to the views and responses of teachers at the time of data collection. Classroom 

observations, direct assessments of learner performance, and interviews with learners with disabilities or their 

parents were not included in the study. Other factors that may influence learners’ performance and promotion 

rate, such as family background, level of parental support, school resources, and learner motivation, are not 

considered. Additionally, the research was confined to public secondary schools in Congressional District I of 

Valenzuela City; therefore, the findings may not be generalizable to other districts, regions, or schools in the 

Philippines. The recommendations and inclusive education modules developed were context-specific, reflecting 

the experiences and practices of the participating teachers. 

Significance of the study 

This study aimed to contribute to the improvement of inclusive education by examining how teachers’ readiness 

affects the learning and promotion of learners with disabilities. The findings of this study were expected to be 

beneficial to the following stakeholders: 

Learners. This study benefits learners with disabilities by helping ensure that they receive appropriate support 

in school. When teachers are well-prepared and equipped, learners are more likely to participate actively in 

classroom activities, improve their learning outcomes, and progress to the next grade level. 

Teachers. The study provides teachers with insights into their level of readiness in handling learners with 

disabilities. It identifies their strengths and areas for improvement and offers ideas and strategies for 

implementing more inclusive and effective teaching practices. 

School Leaders. This study assists school heads in planning and implementing appropriate training programs 

and support mechanisms for teachers. It also serves as a guide in providing adequate instructional materials, 

classroom support, and an inclusive learning environment. 

Policymakers. The study provides valuable information to education policymakers in developing policies and 

programs that strengthen inclusive education. It supports the formulation of initiatives that ensure equitable 

learning opportunities for all learners. 
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DepEd Schools Division Office of Valenzuela. This study serves as a reference for strengthening inclusive 

education programs within the division. It may guide the planning of teacher training programs, provision of 

school-based support, and implementation of inclusive practices across schools. 

Future Researchers. The study serves as a useful reference for future studies related to teacher readiness, learner 

performance, inclusive education practices, and instructional interventions. It provides a framework that may 

guide further research and exploration of factors affecting the education of learners with disabilities. 

Local Government Units (LGUs). The study provides useful information that may support policy formulation, 

resource allocation, and community-based programs related to inclusive education. It encourages collaboration 

between LGUs and schools in delivering support services and interventions that enhance the learning experiences 

of learners with disabilities. 

Definition of Terms 

For clarity and consistency, the following key terms are defined as they are used in this study: 

Academic Performance. It refers to learners’ measurable outcomes such as assessment scores, examinations, 

and classroom-based tasks across subject areas (OECD, 2023). 

Attitude. It refers to teachers’ outlook, beliefs, and disposition toward inclusive education and learners with 

special educational needs as reflected in their responses (UNESCO, 2022). 

Behavioral Factors. These refer to observable teaching practices such as lesson planning, instructional delivery, 

classroom management, and assessment strategies used by teachers (OECD, 2023). 

Classroom Participation. It refers to the active engagement of learners with disabilities in classroom 

discussions, group work, and collaborative learning activities (UNESCO, 2022). 

Inclusive Education. It refers to an educational approach that ensures all learners, including those with 

disabilities, are educated in regular classrooms with appropriate support systems and equal learning opportunities 

(UNESCO, 2023). 

Inclusive Education Toolkit. It refers to a set of strategies, instructional supports, and resources designed to 

assist teachers in effectively implementing inclusive education practices (UNICEF, 2022). 

Learners with Disabilities. It refers to students who require additional educational support due to physical, 

sensory, intellectual, or developmental conditions affecting learning (World Health Organization, 2023). 

Learning Outcomes. It refers to the knowledge, skills, and competencies acquired by learners as a result of 

instruction and learning experiences (OECD, 2023). 

Performance Rate of Learners with Disabilities. It refers to the level of academic achievement and progression 

of learners with disabilities as influenced by teacher readiness and instructional practices, measured through 

academic performance, participation, learning outcomes, and promotion rate (UNESCO, 2023). 

Promotion Rate. It refers to the percentage of learners with disabilities who advance to the next grade level 

based on their overall academic performance and participation (DepEd, 2022). 

Readiness. It refers to the level of preparedness of teachers to handle learners with disabilities in inclusive 

classrooms, including knowledge, skills, attitude, training, and instructional resources (UNESCO, 2022). 

Scaffolding. It refers to instructional support provided by teachers that enables learners to accomplish tasks they 

cannot yet complete independently until they develop mastery (OECD, 2022). 
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Self-Efficacy. It refers to teachers’ belief in their capability to successfully manage inclusive classrooms and 

support learners with disabilities (Bandura, as applied in contemporary education research, 2022–2023 studies). 

Teachers’ Attitude. It refers to teachers’ beliefs, openness, and willingness to implement inclusive education 

and support learners with disabilities (UNESCO, 2022). 

Teachers’ Knowledge. It refers to teachers’ understanding of inclusive education principles, special education 

strategies, and differentiated instruction practices (OECD, 2023). 

Teachers’ Preparedness in Instructional Materials and Resources. It refers to teachers’ ability to use or 

develop instructional materials, learning aids, and assistive technologies to support learners with disabilities 

(UNICEF, 2022). 

Teachers’ Readiness.It refers to the overall preparedness of teachers to handle learners with disabilities in 

inclusive classrooms, measured in terms of knowledge, skills, attitude, training, and instructional resources 

(UNESCO, 2023). 

Teachers’ Skills. It refer to the practical competencies of teachers in delivering instruction, managing 

classrooms, and supporting learners with disabilities (OECD, 2023). 

Teachers’ Training. It refers to professional development activities, seminars, and workshops attended by 

teachers related to inclusive education (DepEd, 2022). 

Training. It refers to structured professional development programs aimed at enhancing teachers’ capacity to 

implement inclusive education effectively (UNESCO, 2022). 

Zone of Proximal Development (ZPD). It refers to the range between what a learner can accomplish 

independently and what they can achieve with guidance and support from a teacher or more capable peer 

(Vygotsky, 1978; applied in modern inclusive education literature, UNESCO, 2022). 

METHODOLOGY 

This chapter presents the research methodology used in the study, including the research design, locale, 

participants, sampling technique, research instruments, data collection methods, ethical considerations, and 

procedures for data analysis and transcription. 

Research Design 

This study employed an explanatory mixed-methods research design, which combined both quantitative and 

qualitative approaches to provide a comprehensive understanding of the research problem. According to John 

W. Creswell and Vicki L. Plano Clark, explanatory mixed-methods design involves collecting and analyzing 

quantitative data first, followed by qualitative data to explain or elaborate on the quantitative results (Creswell 

& Plano Clark, 2017). Similarly, John W. Creswell and J. David Creswell explained that mixed-methods research 

integrates quantitative and qualitative data to gain a deeper understanding of educational and social problems 

(Creswell & Creswell, 2018). This approach was considered appropriate for the study because it enabled the 

researcher to quantitatively examine teachers’ readiness and the promotion rate of learners with disabilities, 

while qualitatively exploring teachers’ experiences, strategies, and challenges to provide deeper context and 

insight. 

The quantitative component of the study utilized a descriptive-correlational research design. Descriptive 

research, according to John W. Creswell and J. David Creswell, aims to describe the current status of a 

phenomenon, while correlational research determines the relationship between two or more variables (Creswell 

& Creswell, 2018). A survey questionnaire was administered to public secondary school teachers in 

Congressional District I of Valenzuela City who were directly teaching learners with disabilities. The survey 
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measured teachers’ readiness in terms of knowledge, skills, attitude, training, and preparedness in instructional 

materials and resources. It also gathered data on the performance and promotion rate of learners with disabilities, 

including learning outcomes, academic performance, classroom participation, and overall school progress. 

Correlational analysis was used to determine whether significant relationships existed between teachers’ 

readiness and the promotion rate of learners with disabilities in inclusive classrooms. 

The qualitative component of the study consisted of interviews and focus group discussions (FGDs) with 

teachers. According to Sharan B. Merriam and Elizabeth J. Tisdell, qualitative research allows researchers to 

understand participants’ experiences, perspectives, and social realities in depth (Merriam & Tisdell, 2016). These 

interviews and FGDs provided insights into the strategies and teaching practices employed by teachers to support 

learners with disabilities, as well as the challenges they encountered in implementing inclusive education. The 

qualitative findings served to explain and enrich the quantitative results by providing contextual understanding 

of the factors influencing teacher readiness and learner performance. 

By integrating both quantitative and qualitative data, the explanatory mixed-methods design enabled the study 

to measure patterns and relationships while also capturing the lived experiences and perspectives of teachers. 

This comprehensive approach supported the development of inclusive education modules intended to guide 

teachers in effectively supporting learners with disabilities in regular classrooms. 

Research Locale 

This study was conducted in Congressional District I of Valenzuela City, which is part of the National Capital 

Region (NCR), Philippines. The district was chosen as the research locale because it comprises several public 

secondary schools that actively implement inclusive education programs and maintain Special Education (SPED) 

units. These features make the district a suitable setting for examining teachers’ readiness in handling learners 

with disabilities within real classroom environments. 

Specifically, the study focuses on Dalandanan National High School (DNHS) and Lawang Bato National High 

School (LBNHS). These schools were purposively selected due to their active implementation of inclusive 

education policies and their exposure to diverse learner populations, including students with visual, hearing, 

speech, intellectual, and physical impairments, as well as learners diagnosed with autism spectrum disorder. The 

presence of SPED services and inclusive classroom practices in both schools provides an appropriate and 

relevant context for exploring teachers’ preparedness, instructional strategies, and challenges in inclusive 

education. 

The selection of DNHS and LBNHS is further justified by their representativeness of public secondary schools 

in Valenzuela City in terms of student diversity, instructional demands, and exposure to inclusive education 

implementation. Dalandanan National High School, as one of the larger public secondary schools in the district, 

reflects common urban school conditions such as high student population, large class sizes, and resource 

constraints that directly affect inclusive education practices. On the other hand, Lawang Bato National High 

School represents a similarly diverse school environment and provides a complementary perspective on how 

inclusive education is implemented in a different school setting within the same district. 

In addition, Lawang Bato National High School was also selected due to the researcher’s affiliation with the 

institution as a faculty member. This provided an insider’s perspective on the school’s inclusive education 

environment and facilitated more efficient access to relevant data. Nevertheless, strict ethical standards were 

observed throughout the study to ensure objectivity, confidentiality, and the integrity of the research process. 

Based on data from the Valenzuela City Schools Division Office, Congressional District I serves a substantial 

number of teachers and learners, including a notable population of learners with disabilities. This reflects the 

district’s active implementation of inclusive education in line with Department of Education (DepEd) policies. 

Despite these efforts, schools continue to face challenges such as large class sizes, limited instructional resources, 

and varying levels of teacher training and professional development in inclusive education. 
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Valenzuela City is recognized for its strong commitment to public education and inclusive education initiatives. 

However, gaps remain between policy expectations and actual classroom implementation. These conditions 

make DNHS and LBNHS appropriate and significant research sites for examining teachers’ readiness in 

inclusive education, as findings from these schools may provide valuable insights applicable to similar urban 

public school contexts in the Philippines. 

Participants of the Study 

The participants of this study were public secondary school teachers from Dalandanan National High School 

and Lawang Bato National High School in Congressional District I of Valenzuela City who directly taught 

learners with disabilities during School Year 2025–2026. These teachers were selected because they had 

firsthand experience in implementing inclusive education within regular classroom settings, where they 

simultaneously address the learning needs of students with disabilities alongside other learners. Their 

perspectives were considered essential in examining teacher readiness, instructional practices, and the challenges 

and strategies involved in inclusive education. 

For the survey questionnaire, all qualified teachers from the two schools who met the inclusion criteria were 

included in the study. This census approach was employed to ensure comprehensive coverage of the target 

population, allowing the data to accurately reflect the overall level of teacher readiness and instructional 

experiences in inclusive education within the selected schools. 

For the qualitative component, which included interviews and focus group discussions (FGDs), a smaller 

purposive sample was drawn from the survey respondents. Participants were selected based on their direct 

experience in inclusive education, willingness to participate, and active engagement in teaching learners with 

disabilities. This approach allowed for a deeper exploration of classroom practices, instructional strategies, and 

the challenges encountered by teachers in implementing inclusive education. 

The distribution of teacher participants is presented below: 
 

Name of School Number of Teacher Participants 

Dalandanan National High School 50 

Lawang Bato National High School 50 

TOTAL 100 

 

The sampling procedure for the quantitative phase employed a census method, wherein all qualified teachers 

were included to ensure maximum participation and representativeness of the data. For the qualitative phase, 

purposive sampling was used to identify participants with relevant and substantial experience in inclusive 

education. This ensured that the qualitative data captured rich, in-depth insights from teachers who were actively 

engaged in inclusive instructional practices. 

Research Instruments 

This study employed both quantitative and qualitative research instruments to gather comprehensive data on 

teachers’ readiness, instructional strategies, challenges, and their relationship to the performance of learners with 

disabilities in mainstream classrooms. All instruments underwent validation and reliability testing to ensure 

clarity, relevance, and methodological rigor. 

Part I. Quantitative Instrument. A researcher-made structured survey questionnaire was used as the primary 

tool for collecting quantitative data. The instrument was divided into two main sections aligned with the specific 

problems of the study: (1) Teachers’ Readiness, and (2) Performance of Learners with Disabilities. 

The questionnaire underwent content validation by a panel of three (3) experts, consisting of a specialist in 

Special Education (SPED), a professor of Educational Management, and an expert in research and statistics. This 
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ensured that each item was clear, relevant, and appropriate in measuring the constructs of the study. Suggestions 

and revisions from the validators were carefully incorporated to further improve the quality and alignment of the 

instrument. 

Prior to data collection, a pilot test was conducted to determine the reliability of the instrument. A reliability 

analysis was performed to examine the internal consistency of the questionnaire measuring teachers’ readiness 

in relation to the performance of learners with disabilities. The instrument obtained a Cronbach’s alpha 

coefficient of 0.939, indicating an excellent level of internal consistency. This suggests that the items are highly 

interrelated and consistently measure the same underlying construct of teachers’ readiness in relation to learners 

with disabilities. Therefore, the instrument is highly reliable and appropriate for use in the study. 

Part II. Qualitative Instrument. To complement the survey data, researcher-made semi-structured interviews 

and focus group discussions (FGDs) were conducted with a purposively selected group of teachers. An interview 

guide containing open-ended questions was used to explore: (1) the instructional strategies employed by teachers 

to support the success of learners with disabilities, and (2) the challenges encountered in implementing inclusive 

education in mainstream classrooms. 

The interview guide also underwent content validation by the same panel of experts to ensure that the questions 

were clear, appropriate, and aligned with the objectives of the study. The qualitative responses from the 

interviews and FGDs were used to enrich, triangulate, and support the findings from the quantitative phase, 

providing deeper insights into the lived experiences of teachers in inclusive education settings. 

Sampling Technique 

This study employed two distinct sampling techniques to gather data from teachers and ensure comprehensive 

and meaningful results. 

For the survey questionnaire, a total enumeration approach was used. All public secondary school teachers in 

Congressional District I of Valenzuela City who directly taught learners with disabilities during School Year 

2025–2026 were invited to participate. The use of total enumeration ensured that the survey represented the 

entire population of teachers handling learners with disabilities, providing an accurate picture of teacher 

readiness and the promotion rate of learners with disabilities. 

For the interviews and focus group discussions (FGDs), a purposive sampling technique was used. Participants 

for the qualitative component were selected from the survey respondents based on their teaching experience, 

willingness to participate, and ability to provide relevant insights regarding inclusive education. Teachers with 

substantial experience in handling learners with disabilities, those who were willing to share their experiences 

and those who demonstrated effective strategies or encountered significant challenges were included. This 

purposive sampling technique ensured that the qualitative data provided rich, in-depth explanations that 

supported and clarified the quantitative findings. 

Purposive sampling was also used in identifying learners with disabilities included in the study. The selection 

considered the profile of learners with disabilities taught by the participating teachers. The learners included 

were those enrolled in regular public secondary schools in Congressional District I of Valenzuela City during 

School Year 2025–2026 and officially recognized by the school as having a disability. These disabilities included 

visual impairments, hearing impairments (deaf or hard of hearing), speech impairments, intellectual disabilities, 

autism spectrum disorder, physical disabilities, and multiple disabilities. Only learners who were actively 

enrolled in regular classrooms and whose teachers participated in the study were included. Learners receiving 

exclusive SPED services outside the regular classroom were not included, as the focus of the study was on 

inclusive education within mainstream classrooms. 

Data Gathering Procedure 

The data gathering process began with the securing of permission from the Schools Division Office and school 
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principals through formal request letters. After the approval was granted, the survey questionnaires were 

administered to the teacher-respondents either in printed form or through online platforms, depending on their 

accessibility and convenience. 

After the completion of the survey, all responses were collected, encoded, and organized for statistical analysis. 

The data were then tallied and prepared for interpretation to address the quantitative component of the study. 

Subsequently, selected teachers participated in interviews and focus group discussions (FGDs), which were 

conducted either face-to-face or online, depending on availability and safety considerations. With the consent of 

the participants, all interview and FGD sessions were recorded to ensure accuracy and completeness of the data. 

Finally, the quantitative survey results and qualitative findings from the interviews and FGDs were compared 

and integrated through triangulation. This process ensured the credibility, validity, and reliability of the findings 

by cross-verifying data from multiple sources. 

Statistical Treatment of Data 

The data analysis for this study was conducted in two parts, reflecting the quantitative and qualitative 

components of the explanatory mixed-methods design. This approach ensured that both numerical data and 

teachers’ experiences were analyzed to provide a comprehensive understanding of teacher readiness, learner 

performance, and inclusive education practices. 

The quantitative data collected from the survey questionnaires were analyzed using both descriptive and 

inferential statistics. Descriptive statistics, including frequency counts, percentages, weighted mean, standard 

deviation, and ranking, were used to determine the level of teachers’ readiness in terms of knowledge, skills, 

attitude, training, and preparedness in instructional materials and resources. The weighted mean was used to 

determine the overall level of each indicator, while the standard deviation was used to measure the variability of 

responses. Ranking was applied to identify the highest and lowest contributing indicators of teacher readiness. 

For inferential statistics, different tests were used depending on the research objectives. The Pearson product-

moment correlation coefficient (Pearson r) was used to determine the significant relationship between teachers’ 

readiness and the promotion rate of learners with disabilities. 

To determine significant differences, an independent samples t-test was used when comparing two groups of 

respondents (e.g., grouped according to a binary profile variable such as sex or similar grouping categories 

included in the study). Meanwhile, one-way analysis of variance (ANOVA) was used to determine significant 

differences among three or more groups of respondents based on selected profile variables. 

All statistical tests were performed using appropriate statistical software to ensure accuracy, reliability, and 

validity of the results. The level of significance was set at 0.05 alpha. 

The qualitative data from interviews and focus group discussions (FGDs) were analyzed using thematic analysis. 

Interview transcripts were transcribed, coded, and categorized to identify recurring themes related to teachers’ 

strategies, experiences, and challenges in implementing inclusive education. Thematic analysis enabled the 

identification of meaningful patterns that explained and supported the quantitative findings. 

Finally, the integration of quantitative and qualitative results provided a comprehensive interpretation of the 

data, highlighting both statistical relationships and lived experiences of teachers. The findings served as the basis 

for the development of Inclusive Education Modules aimed at supporting teachers in effectively handling 

learners with disabilities in regular classrooms. 

Ethical Considerations 

This study adhered to ethical research standards to ensure the rights, dignity, and welfare of all participants. 
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Informed Consent. Participants were informed about the purpose of the study, and their informed consent was 

obtained prior to data collection. They were assured that their participation would contribute to the improvement 

of inclusive education practices. 

Voluntary Participation. Participation in the study was voluntary. Teachers were given the right to refuse or 

withdraw from the study at any time without any penalty or negative consequences. 

Confidentiality and Anonymity. The identity of the participants and their respective schools were kept 

confidential. Codes were used instead of names to ensure anonymity and to protect participants’ privacy. 

Data Protection. All collected data were securely stored and used solely for academic and research purposes. 

Access to the data was restricted only to the researcher. 

Beneficence. The study ensured that no harm was inflicted on participants and that potential benefits were 

maximized. Teachers gained insights into inclusive education practices and strategies through their participation, 

while the findings may contribute to the improvement of support programs for learners with disabilities. 

Data Storage and Disposal. All collected data, including survey responses, interview transcripts, and focus 

group discussion (FGD) recordings, were securely stored in password-protected files and locked storage to 

prevent unauthorized access. After the completion and approval of the study, all raw data were properly disposed 

of, including the shredding of printed documents and permanent deletion of electronic files, in accordance with 

ethical research guidelines and data privacy standards. 

Acknowledgment. Proper acknowledgment was given to all sources of information used in the study. The 

research complied with the ethical standards and guidelines set by the Department of Education (DepEd) and 

the institution. 

RESULTS 

This chapter presents the results, analysis, and interpretation of the data gathered in the study. It focuses on 

determining the readiness of teachers in relation to the promotion rate of Learners with Disabilities (LWDs) in 

regular schools in selected public elementary schools in the Division of Valenzuela City during the School Year 

2025–2026. The findings of the study serve as the basis for the development of a of Inclusive Education Modules. 

The Demographic Profile of the Respondents 

Table 1.1 Demographic profile of the teacher respondents in terms of Gender 
 

Gender Frequency Percent 

Male 22 22 

Female 78 78 

Total 100 100 

 

Table 1.1 presents the demographic profile of teacher respondents in terms of gender. The data show that the 

majority are female (78%), while males comprise 22%, indicating that the teaching workforce is predominantly 

female. This suggests that the sample reflects the long-standing structure of the basic education workforce where 

teaching is largely dominated by women. This may influence instructional approaches, communication styles, 

and collaborative dynamics in schools. It also reflects how teaching is often socially associated with caregiving 

and nurturing roles. 

This implies that school policies and programs should be designed to support a predominantly female workforce, 

particularly in workload distribution, wellness support, and leadership development opportunities. At the same 

time, efforts to attract more male teachers may help improve gender diversity and broaden learner role modeling 
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in schools. 

This result is supported by global education workforce data showing that women continue to dominate the 

teaching profession in basic education. UNESCO (2021) and UNESCO Institute for Statistics (2022) reported 

that female teachers consistently comprise the majority of educators worldwide. Similarly, OECD (2023) 

emphasized that the feminization of teaching remains prevalent due to long-standing cultural and structural 

norms in education systems. 

Table 1.2 Demographic profile of the teacher respondents in terms of Age 
 

Age Frequency Percent 

20-25 2 2 

26-30 15 15 

31-35 30 30 

36-40 24 24 

41-45 8 8 

46-50 8 8 

51+ 13 13 

Total 100 100 

 

Table 1.2 presents the demographic profile of teacher respondents in terms of age. The data indicate that most 

respondents belong to the 31–35 age group (30%), followed by 36–40 (24%) and 26–30 (15%), showing that the 

majority are in the early to mid-career stage. This suggests that the teaching workforce is relatively young and 

actively developing professionally. It reflects a workforce that is still strengthening instructional competence 

while gaining classroom experience. The presence of different age groups also indicates a multi-generational 

teaching environment. 

This implies that professional development programs should prioritize instructional enhancement, digital 

literacy, and inclusive education strategies. Since mid-career teachers are generally more adaptable, they can 

serve as key implementers of educational innovations, while mentoring structures should support younger 

teachers in developing pedagogical confidence. 

This result aligns with findings that mid-career teachers tend to be more receptive to educational reforms and 

instructional innovations. The World Bank (2022) noted that teachers in this stage are more responsive to 

curriculum implementation changes, while OECD (2022) emphasized their higher adaptability to technology 

integration and learner-centered approaches compared to older cohorts. 

Table 1.3 Demographic profile of the respondents in terms of Teaching Experience 
 

Teaching Experience Frequency Percent 

Less than 5 years 17 17 

5-10 years 32 32 

11-20 years 35 35 

Over 20 years 16 16 

Total 100 100 

 

Table 1.3 presents the demographic profile of respondents in terms of teaching experience. The data show that 

most respondents have 11–20 years of experience (35%), followed by 5–10 years (32%), indicating a moderately 

experienced teaching workforce. This suggests that the respondents generally possess sufficient classroom 

experience to manage diverse learners and instructional demands effectively. The mix of mid-level and early- 
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career teachers indicates a balanced workforce in terms of professional exposure. 

This implies that experienced teachers should be maximized in mentoring roles, instructional leadership, and 

peer coaching, while continuous professional development should be provided to ensure updated knowledge on 

curriculum reforms, inclusive education, and technology integration. 

This supports the findings of De Los Reyes et al. (2025), who emphasized that experienced teachers tend to 

demonstrate stronger instructional competence and greater adaptability in handling diverse learners, particularly 

learners with disabilities in inclusive classroom settings. 

Table 1.4 Demographic profile of the respondents in terms of Grade Levels Taught 
 

Grade Levels Taught Frequency Percent 

Grade 7 24 24 

Grade 8 27 27 

Grade 9 25 24 

Grade 10 24 24 

Total 100 100 

 

Table 1.4 presents the demographic profile of respondents in terms of grade levels taught. The data show a 

relatively even distribution across Grade 7 (24%), Grade 8 (27%), Grade 9 (25%), and Grade 10 (24%), 

indicating balanced representation across junior high school levels. This suggests that the respondents provide 

comprehensive insights across different stages of junior high school education. The balanced distribution allows 

for a more holistic understanding of instructional practices, classroom management, and learner development 

across grade levels. 

This implies that interventions, training programs, and instructional policies should be implemented at the junior 

high school level as a whole rather than being grade-specific to ensure consistency in teaching quality and 

learning outcomes across all levels. 

This aligns with research highlighting that teachers’ experiences at different grade levels shape their instructional 

strategies, classroom management, and responsiveness to diverse learner needs (De Los Reyes et al., 2025) 

The Level of Teachers’ Readiness in Handling Learners with Disabilities 

Table 2.1 Level of teachers’ readiness in handling learners with disabilities in regular schools in terms of 

Knowledge 
 

Indicators WM SD VI R 

1. I understand the different types and characteristics of learners with various 

disabilities. 

3.27 0.74 SA 2 

2. I am familiar with strategies suited for teaching learners with various disabilities. 3.01 0.70 A 4.5 

3. I know how to identify the learning needs of learners with various disabilities in 

my class. 

3.01 0.77 A 4.5 

4. I am aware of the policies and laws supporting inclusive education in the 

Philippines (e.g., DepEd Order No. 72, s. 2009). 

3.30 0.61 SA 1 

5. I can explain how inclusive education benefits both learners with various 

disabilities and their classmates. 

3.18 0.58 A 3 

Average Weighted Mean 3.15 0.68 A  
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Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 Strongly 

Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank (R) 

Table 2.1 presents the level of teachers’ readiness in handling learners with disabilities in regular schools in 

terms of knowledge, as perceived by the respondents. The highest mean score was recorded for the statement, “I 

am aware of the policies and laws supporting inclusive education in the Philippines (e.g., DepEd Order No. 72, 

s. 2009),” with a weighted mean of 3.30 (SD = 0.61), verbally interpreted as Strongly Agree (SA). 

In contrast, the statements “I am familiar with strategies suited for teaching learners with various disabilities” 

and “I know how to identify the learning needs of learners with various disabilities in my class” both obtained 

the lowest mean scores of 3.01 (SD = 0.70; SD = 0.77, respectively), verbally interpreted as Agree (A). 

Overall, the level of teachers’ readiness in terms of knowledge is assessed as Agree (A), obtaining an average 

weighted mean of 3.15 (SD = 0.68). This indicates that teachers have a generally adequate level of knowledge 

in handling learners with disabilities. While respondents exhibit strong conceptual understanding and policy 

awareness, the results highlight a gap between theoretical knowledge and practical application. This suggests 

that teachers possess adequate theoretical and policy-based understanding of inclusive education; however, their 

knowledge is stronger in conceptual awareness than in practical classroom application. This indicates a gap 

between knowing inclusive education principles and applying them in actual instructional settings, particularly 

in diagnosing learner needs and selecting appropriate strategies. 

This implies the need for targeted professional development programs that focus on practical applications such 

as differentiated instruction, individualized education planning (IEP), and learner assessment strategies for 

students with disabilities. Strengthening hands-on training may help bridge the gap between theoretical 

knowledge and classroom implementation. 

This finding is consistent with Alcosero et al. (2023), who found that teachers often demonstrate strong 

awareness of inclusive education policies but experience difficulty translating this knowledge into instructional 

practice. Similarly, Mabanag et al. (2024) emphasized that teachers’ limited practical knowledge in identifying 

learner needs contributes to challenges in effective inclusive classroom implementation. These results reflect the 

"Personal Factors" in Bandura’s Triadic Reciprocal Determinism. The teachers' high awareness of policies serve 

as the internal cognitive foundation that drives their instructional choices. According to Social Cognitive Theory, 

these personal characteristics are the primary step in ensuring that teachers are mentally prepared to engage in 

inclusive teaching behaviors. 

Table 2.2 Level of teachers’ readiness in handling learners with disabilities in regular schools in terms of Skills 
 

Indicators WM SD VI R 

1. I can modify lessons to accommodate learners with learners with various disabilities. 3.13 0.74 A 1 

2. I am skilled in using differentiated instruction strategies for mixed-ability classes. 3.01 0.70 A 3 

3. I can effectively manage classroom behavior involving learners with various 

disabilities. 

3.00 0.77 A 4 

4. I can design assessment tools suited for the needs of learners with various disabilities. 3.03 0.61 A 2 

5. I can use assistive technologies or tools to support learners with various disabilities 

learning. 

2.93 0.58 A 5 

Average Weighted Mean 3.02 0.68 A  

 

Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 Strongly 

Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank (R) 

Table 2.2 presents the level of teachers’ readiness in handling learners with disabilities in regular schools in 

terms of skills, as perceived by the respondents. The highest mean score was obtained by the statement, “I can 
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modify lessons to accommodate learners with various disabilities,” with a weighted mean of 3.13 (SD = 0.74), 

verbally interpreted as Agree (A). 

On the other hand, the statement “I can use assistive technologies or tools to support learners with various 

disabilities’ learning” registered the lowest mean score of 2.93 (SD = 0.58), also interpreted as Agree (A). 

Overall, the level of teachers’ readiness in terms of skills is assessed as Agree (A), obtaining an average weighted 

mean of 3.02 (SD = 0.68). This suggests that teachers have functional instructional skills in adapting lessons, 

managing classrooms, and designing basic assessments. However, advanced inclusive teaching skills such as 

assistive technology use and highly differentiated instruction remain limited, indicating partial readiness in 

inclusive classroom practice. 

This implies that schools should strengthen capacity-building programs focused on assistive technology 

integration, inclusive assessment design, and differentiated instruction strategies. Providing access to tools and 

sustained training will enhance teachers’ ability to effectively support learners with disabilities. 

This is supported by Mabanag et al. (2024), who reported that teachers demonstrate basic inclusive teaching 

skills but lack training in specialized instructional strategies. Delos Santos et al. (2025) also found that limited 

exposure to assistive technologies significantly affects teachers’ effectiveness in inclusive classroom settings. 

Table 2.3 Level of teachers’ readiness in handling learners with disabilities in regular schools in terms of 

Attitude 
 

Indicators WM SD VI R 

1. I believe that learners with various disabilities can learn alongside 

regular students. 

3.33 0.70 SA 4 

2. I feel comfortable teaching learners with various disabilities in an 

inclusive classroom. 

3.04 0.71 A 5 

3. I show patience and empathy when teaching learners with various 

disabilities. 

3.36 0.69 SA 2 

4. I am open to learning more about inclusive education practices. 3.57 0.56 SA 1 

5. I treat learners with various disabilities with the same expectations and 

respect as other learners. 

3.34 0.67 SA 3 

Average Weighted Mean 3.33 0.68 SA  

 

Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 

Strongly Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank 

(R) 

Table 2.3 presents the level of teachers’ readiness in handling learners with disabilities in regular schools in 

terms of attitude, as perceived by the respondents. The highest mean score was obtained by the statement, “I am 

open to learning more about inclusive education practices,” with a weighted mean of 3.57 (SD = 0.56), verbally 

interpreted as Strongly Agree (SA). 

In contrast, the statement “I feel comfortable teaching learners with various disabilities in an inclusive 

classroom” recorded the lowest mean score of 3.04 (SD = 0.71), verbally interpreted as Agree (A). 

Overall, the level of teachers’ readiness in terms of attitude is assessed as Strongly Agree (SA), obtaining an 

average weighted mean of 3.33 (SD = 0.68). This indicates that teachers generally exhibit a highly positive and 

supportive attitude toward learners with disabilities. 

 

Page 5186 

http://www.rsisinternational.org/


INTERNATIONAL JOURNAL OF RESEARCH AND INNOVATION IN SOCIAL SCIENCE (IJRISS) 
ISSN No. 2454-6186 | DOI: 10.47772/IJRISS | Volume X Issue XXVI June 2026 | Special Issue on Education 

www.rsisinternational.org 

 

 

This suggests that teachers have highly positive attitudes toward inclusive education, demonstrating acceptance, 

empathy, and willingness to learn. However, the slightly lower confidence in actual classroom handling indicates 

that emotional readiness is stronger than practical confidence. 

This implies that while attitudes toward inclusion are already strong, teachers still need experiential exposure, 

coaching, and mentoring to strengthen confidence in actual classroom implementation of inclusive practices. 

Building teacher confidence is essential to fully translate positive attitudes into effective instructional behavior. 

This finding aligns with Mabanag et al. (2024) and Delos Santos et al. (2025), who noted that although teachers 

show positive attitudes toward inclusion, their confidence in handling learners with disabilities is often affected 

by limited hands-on experience and insufficient practical training. The teachers' high awareness of positive 

attitudes serve as the internal cognitive foundation that drives their instructional choices. According to Social 

Cognitive Theory, these personal characteristics are the primary step in ensuring that teachers are mentally 

prepared to engage in inclusive teaching behaviors. 

Table 2.4 Level of teachers’ readiness in handling learners with disabilities in regular schools in terms of 

Training 
 

Indicators Mean SD VI R 

1. I have attended seminars or workshops related to inclusive education. 2.89 0.83 A 3 

2. My school provides opportunities for professional development on learners 

with various disabilities teaching. 

2.99 0.76 A 1 

3. I apply the strategies I learned from training sessions in my classroom. 2.98 0.77 A 2 

4. I feel confident in handling learners with various disabilities because of prior 

training experiences. 

2.79 0.83 A 5 

5. I regularly update my knowledge through reading or attending relevant 

training programs. 

2.81 0.79 A 4 

Average Weighted Mean 2.89 0.8 A  

 

Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 Strongly 

Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank (R) 

Table 2.4 presents the level of teachers’ readiness in handling learners with disabilities in regular schools in 

terms of training, as perceived by the respondents. The highest weighted mean score was obtained by the 

statement, “My school provides opportunities for professional development on teaching learners with various 

disabilities,” with a weighted mean of 2.99 (SD = 0.76), verbally interpreted as Agree (A). 

In contrast, the statement “I feel confident in handling learners with various disabilities because of prior training 

experiences” recorded the lowest mean score of 2.79 (SD = 0.83), also interpreted as Agree (A). Overall, the 

level of teachers’ readiness in terms of training is assessed as Agree (A), obtaining an average weighted mean 

of 2.89 (SD = 0.80). 

This suggests that while training opportunities exist, they are not yet sufficient to fully develop teachers’ 

confidence and competence in handling learners with disabilities. The moderate ratings also indicate that training 

may be irregular, limited in depth, or lacking in practical application. 

This implies the need for more structured, continuous, and practice-based training programs that include 

mentoring, classroom coaching, and follow-up support. Strengthening the sustainability of professional 

development is essential to improve teacher readiness in inclusive education. 

This is supported by Camacho et al. (2024), who emphasized that fragmented training programs have limited 

long-term impact on teacher readiness. Similarly, Reyes et al. (2025) found that continuous mentoring and 
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coaching significantly improve teachers’ ability to apply inclusive education strategies in real classroom settings. 

 

 

 

 

Table 2.5 Level of teachers’ readiness in handling learners with disabilities in regular schools in terms of 

Preparedness in Instructional Materials/Resources 
 

Indicators WM SD VI R 

1. I have access to instructional materials adapted for learners with 

various disabilities. 

2.77 0.78 A 5 

2. I prepare lesson materials that are suitable for diverse learning needs. 3.01 0.64 A 2 

3. My classroom is equipped with resources that support inclusive 

learning. 

2.81 0.77 A 4 

4. I can develop visual aids or tactile materials for learners with various 

disabilities. 

3.05 0.7 A 1 

5. I collaborate with colleagues to create materials appropriate for 

learners with various disabilities. 

2.96 0.72 A 3 

Average Weighted Mean 2.92 0.72 A  

 

Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 Strongly 

Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank (R) 

Table 2.5 presents the level of teachers’ readiness in handling learners with disabilities in regular schools in 

terms of preparedness in instructional materials/resources, as perceived by the respondents. The highest mean 

score was obtained by the statement, “I can develop visual aids or tactile materials for learners with various 

disabilities,” with a weighted mean of 3.05 (SD = 0.70), verbally interpreted as Agree (A). In contrast, the 

statement “I have access to instructional materials adapted for learners with various disabilities” recorded the 

lowest mean score of 2.77 (SD = 0.78), also interpreted as Agree (A). Overall, the level of teachers’ readiness 

in terms of instructional materials/resources is assessed as Agree (A), obtaining an average weighted mean of 

2.92 (SD = 0.72). 

This suggests that teachers have moderate capacity to create instructional materials but face limitations in 

resource availability within their schools. This imbalance indicates that teacher effort is compensating for 

insufficient institutional support in inclusive learning resources. This implies that improving inclusive education 

requires not only teacher competence but also stronger institutional investment in instructional materials, 

assistive devices, and learning resources. Collaboration among teachers should also be strengthened to maximize 

resource development and sharing. 

This finding is supported by Lapeña et al. (2023), who emphasized that lack of instructional resources is a major 

barrier to inclusive education implementation. Likewise, Karaan Jr. et al. (2024) highlighted that teacher 

effectiveness in inclusive settings is strongly influenced by the availability of appropriate learning materials and 

institutional support. The lower access to adapted materials represents a gap in the 'Environmental Factors' of 

Bandura’s triad. Even when 'Personal Factors' (knowledge and attitude) are high, a restrictive environment—

such as a lack of resources—can hinder the 'Behavioral' outcome of effective inclusive instruction." 

Table 3.1 presents the performance rate of learners with disabilities (LWDs) in regular schools in terms of 

academic performance, as perceived by the respondents. The highest mean score was obtained by the statement, 

“Learners with various disabilities in my class show improvement in their academic performance over time,” 

with a weighted mean of 3.06 (SD = 0.69), verbally interpreted as Agree (A). 
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In contrast, the statement “Learners with various disabilities meet most of the learning competencies set for their 

grade level” recorded the lowest weighted mean score of 2.83 (SD = 0.73), also interpreted as Agree (A). Overall, 

the performance rate of learners with disabilities in terms of academic performance is assessed as Agree (A), 

obtaining an average weighted mean of 2.91 (SD = 0.72). 

The Performance Rate of Learners with Disabilities 

Table 3.1 Performance rate of learners with disabilities in regular schools in terms of Academic 

Performance 
 

Indicators WM SD VI R 

1. Learners with various disabilities in my class show improvement in their academic 

performance over time. 

3.06 0.69 A 1 

2. Learners with various disabilities can accomplish learning tasks with minimal 

assistance. 

2.94 0.72 A 2 

3. Learners with various disabilities meet most of the learning competencies set for 

their grade level. 

2.83 0.73 A 5 

4. Learners with various disabilities demonstrate mastery of basic literacy and 

numeracy skills. 

2.85 0.76 A 4 

5. Learners with various disabilities’ academic records reflect consistent progress 

throughout the school year. 

2.87 0.72 A 3 

Average Weighted Mean 2.91 0.72 A  

 

Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 Strongly 

Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank (R) 

These results suggest that learners with disabilities are able to demonstrate gradual academic improvement, 

particularly in terms of skill development and task completion. However, the lower rating in meeting grade-level 

competencies indicates that while progress is evident, mastery of expected learning standards remains a 

challenge. This reflects a gap between improvement and full academic achievement, suggesting that learners are 

progressing but may still require additional support to meet curriculum expectations. This reflects a gap between 

improvement and full academic achievement, suggesting that learners are progressing but may still require 

additional support to meet curriculum expectations. This gap is a practical illustration of Vygotsky’s Zone of 

Proximal Development (ZPD). While learners show improvement, their struggle with grade-level competencies 

indicates they are still in the phase where they require scaffolding. The teachers' role, as established by Vygotsky, 

is to act as the "More Knowledgeable Other" (MKO) who provides the right amount of help to move learners 

from their current ability toward independent mastery. 

This implies that schools should strengthen instructional interventions tailored to the needs of learners with 

disabilities. There is a need to enhance differentiated instruction, provide targeted remediation programs, and 

ensure continuous monitoring of learner progress. Teachers may also require additional support in designing 

adaptive learning strategies that align with grade-level competencies while considering individual learner needs. 

Furthermore, collaboration among teachers, special education specialists, and school administrators is essential 

to provide a more structured and responsive support system for learners with disabilities. 

These findings align with recent studies indicating that inclusive education can positively influence the academic 

progress of learners with disabilities when appropriate instructional adaptations are implemented. Ola Williams 

and Adeyinka (2024) found that learners with disabilities demonstrate improved academic outcomes when 

supported by differentiated instruction and inclusive practices. However, Makwelo et al. (2025) emphasized that 

achieving full competency mastery in inclusive settings depends largely on the quality of teaching, availability 
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of learning resources, and the consistent application of individualized instructional strategies. 

Table 3.2 Performance rate of learners with disabilities in regular schools in terms of Classroom 

Participation 
 

Indicators WM SD VI R 

1. Learners with various disabilities actively participate during class discussions and 

activities. 

2.91 0.71 A 4 

2. Learners with various disabilities collaborate effectively with peers in group 

activities. 

2.89 0.65 A 5 

3. Learners with various disabilities respond positively when asked to recite or share 

ideas in class. 

2.97 0.66 A 3 

4. Learners with various disabilities show interest and motivation during lessons. 2.99 0.66 A 1.5 

5. Learners with various disabilities regularly attend classes and complete assigned 

tasks. 

2.99 0.69 A 1.5 

Average Weighted Mean 2.95 0.67 A  

 

Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 Strongly 

Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank (R) 

Table 3.2 presents the performance rate of learners with disabilities (LWDs) in regular schools in terms of 

classroom participation, as perceived by the respondents. The highest mean scores were obtained by the 

statements, “Learners with various disabilities show interest and motivation during lessons” and “Learners with 

various disabilities regularly attend classes and complete assigned tasks,” both with a weighted mean of 2.99 

(SD = 0.66; SD = 0.69, respectively), verbally interpreted as Agree (A). 

In contrast, the statement “Learners with various disabilities collaborate effectively with peers in group 

activities” recorded the lowest weighted mean score of 2.89 (SD = 0.65), also interpreted as Agree (A). Overall, 

the performance rate of learners with disabilities in terms of classroom participation is assessed as Agree (A), 

obtaining an average weighted mean of 2.95 (SD = 0.67). 

These results suggest that learners with disabilities are generally active participants in classroom activities, 

demonstrating motivation, consistent attendance, and responsiveness during lessons. However, the 

comparatively lower rating in peer collaboration indicates that while individual participation is evident, social 

interaction and group engagement remain areas that require further development. This reflects a situation where 

learners are engaged at an individual level but may still experience challenges in fully participating in 

collaborative and social learning contexts. 

The lower rating in peer collaboration suggests a need for more social interaction, which Vygotsky identifies as 

the catalyst for cognitive development. Since learning occurs first through social interaction before being 

internalized, strengthening group-based participation is essential to move learners through their Zone of 

Proximal Development (ZPD), where guided interaction with peers and teachers supports the development of 

higher levels of learning and independence. 

This implies that teachers should strengthen inclusive classroom strategies that promote cooperative learning, 

peer interaction, and social skill development. Structured group activities, guided peer support, and intentional 

facilitation of inclusive participation can help improve learners’ confidence and ability to collaborate effectively. 

Additionally, creating a supportive classroom environment that encourages interaction and mutual respect is 

essential in enhancing both participation and inclusion among learners with disabilities. 
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Table 3.3 Performance rate of learners with disabilities in regular schools in terms of Overall School 

Progress 
 

Indicators WM SD VI R 

1. Learners with various disabilities demonstrate social growth and 

improved peer relationships. 

3.09 0.67 A 2 

2. Learners with various disabilities show improved self-confidence and 

independence in school activities. 

3.04 0.67 A 3 

3. Learners with various disabilities are able to adapt well to the routines 

and expectations of school life. 

3.01 0.64 A 5 

4. The majority of Learners with various disabilities progress to the next 

grade level each year. 

3.24 0.65 A 1 

5. Learners with various disabilities show overall improvement in 

behavior, attendance, and engagement in school programs. 

3.03 0.73 A 4 

Average Weighted Mean 3.08 0.67 A  

 

Legend: 1.00 - 1.74 Strongly Disagree (SD); 1.75 - 2.49 Disagree (D); 2.50 - 3.24 Agree (A); 3.25 - 4.00 Strongly 

Agree (SA); Weighted Mean (WM); Standard Deviation (SD); Verbal Interpretation (VI); Rank (R) 

Table 3.3 presents the performance rate of learners with disabilities (LWDs) in regular schools in terms of overall 

school progress, as perceived by the respondents. The highest mean score was obtained by the statement, “The 

majority of learners with various disabilities progress to the next grade level each year,” with a weighted mean 

of 3.24 (SD = 0.65), verbally interpreted as Agree (A). 

In contrast, the statement “Learners with various disabilities are able to adapt well to the routines and 

expectations of school life” recorded the lowest mean score of 3.01 (SD = 0.64), also interpreted as Agree (A). 

Overall, the performance rate of learners with disabilities in terms of overall school progress is assessed as Agree 

(A), obtaining an average weighted mean of 3.08 (SD = 0.67). 

These results suggest that learners with disabilities generally demonstrate positive overall school progress, 

particularly in terms of grade advancement, participation in school activities, and development of social and 

personal skills. The relatively high rating in progression to the next grade level indicates that learners are able to 

meet minimum academic and institutional requirements. However, the comparatively lower score in adapting to 

school routines suggests that some learners may still encounter challenges in adjusting to structured expectations, 

daily classroom routines, and school norms. 

This implies that while inclusive education supports both academic and psychosocial development, there is a 

continued need to strengthen structured support systems that facilitate learners’ adjustment to the school 

environment. Teachers and school personnel should implement consistent routines, behavior support strategies, 

and transition programs that help learners with disabilities develop independence and adaptability. Strengthening 

collaboration among teachers, guidance personnel, and parents is also essential to ensure that learners receive 

consistent support both in school and at home. 

These findings align with Kirana et al. (2024), who emphasized that inclusive education environments contribute 

significantly to the social development, self-confidence, and independence of learners with disabilities. The 

study further highlights that positive school progress is more evident when appropriate support mechanisms, 

structured routines, and inclusive practices are consistently implemented 
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The Significant Relationship between Teachers’ Readiness and the Promotion Rate 

Table 4 Significant Relationship between teachers’ readiness and the performance rate of learners with 

disabilities in regular schools 
 

Variable Pair r p-value Decision Interpretation 

Knowledge vs Skills .774** 0.00 Reject H₀ Significant 

Knowledge vs Attitude .499** 0.00 Reject H₀ Significant 

Knowledge vs Training .444** 0.00 Reject H₀ Significant 

Knowledge vs Preparedness .529** 0.00 Reject H₀ Significant 

Knowledge vs Academic Performance .529** 0.00 Reject H₀ Significant 

Knowledge vs Classroom Participation .503** 0.00 Reject H₀ Significant 

Knowledge vs Overall School Progress .488** 0.00 Reject H₀ Significant 

Skills vs Attitude .549** 0.00 Reject H₀ Significant 

Skills vs Training .449** 0.00 Reject H₀ Significant 

Skills vs Preparedness .509** 0.00 Reject H₀ Significant 

Skills vs Academic Performance .509** 0.00 Reject H₀ Significant 

Skills vs Classroom Participation .559** 0.00 Reject H₀ Significant 

Skills vs Overall School Progress .545** 0.00 Reject H₀ Significant 

Attitude vs Training .354** 0.00 Reject H₀ Significant 

Attitude vs Preparedness .457** 0.00 Reject H₀ Significant 

Attitude vs Academic Performance .457** 0.00 Reject H₀ Significant 

Attitude vs Classroom Participation .487** 0.00 Reject H₀ Significant 

Attitude vs Overall School Progress .545** 0.00 Reject H₀ Significant 

Training vs Preparedness .452** 0.00 Reject H₀ Significant 

Training vs Academic Performance .452** 0.00 Reject H₀ Significant 

Training vs Classroom Participation .498** 0.00 Reject H₀ Significant 

Training vs Overall School Progress .428** 0.00 Reject H₀ Significant 

Preparedness vs Academic Performance .745** 0.00 Reject H₀ Significant 

Preparedness vs Classroom Participation .762** 0.00 Reject H₀ Significant 

Preparedness vs Overall School Progress .731** 0.00 Reject H₀ Significant 

Academic Performance vs Classroom Participation .762** 0.00 Reject H₀ Significant 

Academic Performance vs Overall School Progress .731** 0.00 Reject H₀ Significant 

Classroom Participation vs Overall School Progress .717** 0.00 Reject H₀ Significant 

 

Table 4 presents the correlation analysis between teachers’ readiness and the performance rate of learners with 

disabilities in regular schools. The results show that all relationships between the variables are statistically 

significant, with p-values less than 0.05, leading to the rejection of the null hypothesis. The computed Pearson 

correlation coefficients indicate moderate to strong positive relationships among teachers’ readiness 

dimensions—knowledge, skills, attitude, and training—and learner performance indicators, including 

preparedness, academic performance, classroom participation, and overall school progress. 

These results suggest that higher levels of teachers’ readiness are consistently associated with better performance 

outcomes among learners with disabilities. Notably, strong correlations were observed among learner 

performance variables themselves, particularly between preparedness and classroom participation (r = 0.762), 

academic performance and classroom participation (r = 0.762), and preparedness and academic performance (r 

= 0.745). This indicates that learner success in inclusive classrooms is multidimensional, where academic 

achievement, engagement, and overall progress are interconnected. 

These significant correlations provide empirical proof for Bandura’s Triadic Reciprocal Determinism. The data 

confirms that improvements in teacher readiness (Personal Factors) are directly linked to better learner outcomes 
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(Environmental/Performance outcomes), showing that these factors influence one another in a dynamic, ongoing 

process rather than a simple cause-and-effect relationship. 

Furthermore, the strong relationship between knowledge and skills (r = 0.774) highlights that teachers’ 

conceptual understanding is closely linked to their ability to implement inclusive practices effectively. This 

implies that enhancing teachers’ readiness is critical in improving learner outcomes in inclusive education 

settings. Schools should prioritize comprehensive professional development programs that simultaneously 

develop teachers’ knowledge, practical skills, positive attitudes, and sustained training experiences. The findings 

also suggest that improving one aspect of teacher readiness can positively influence other areas, creating a 

cumulative effect on instructional quality and learner performance. Additionally, strengthening classroom 

preparedness and participation may serve as key entry points in improving overall academic success and school 

progression of learners with disabilities. 

These findings align with recent studies emphasizing the significant role of teacher readiness in inclusive 

education. Mabanag et al. (2024) found that teachers’ competence in knowledge and instructional skills directly 

influences learners’ academic performance and engagement in inclusive classrooms. Similarly, Delos Santos et 

al. (2025) reported that continuous training and positive teacher attitudes significantly contribute to improved 

participation and overall progress of learners with disabilities. Furthermore, OECD (2023) highlights that teacher 

preparedness is a key determinant of successful inclusive education implementation, particularly in improving 

both academic and socio-emotional outcomes of learners. 

The Significant Difference between Teachers’ Readiness and the Profile 

Table 5.1 Difference between Teachers’ Readiness and Profile of Respondents in terms of Gender 
 

Variables Gender Mean t p-

value 

Decision Interpretation 

Knowledge Male 3.08 -0.50 0.62 Not Significant No significant difference 

Female 3.14 

Skills Male 3.08 0.64 0.52 Not Significant No significant difference 

Female 3.00 

Attitude Male 3.22 -1.17 0.25 Not Significant No significant difference 

Female 3.36 

Training Male 2.88 -0.08 0.93 Not Significant No significant difference 

Female 2.89 

Preparedness Male 2.94 0.25 0.80 Not Significant No significant difference 

Female 2.90 

 

Table 5.1 presents the comparison of teachers’ readiness when respondents are grouped according to gender 

across five dimensions: knowledge, skills, attitude, training, and preparedness. The results reveal that all 

computed p-values are greater than the 0.05 level of significance, indicating that there are no statistically 

significant differences between male and female teachers across all dimensions of readiness. 

These findings suggest that both male and female teachers demonstrate comparable levels of knowledge, 

instructional skills, attitudes toward inclusion, exposure to training, and overall preparedness in handling learners 

with disabilities. The consistency of results across all variables indicates that gender does not play a determining 

role in shaping teachers’ readiness for inclusive education. Instead, readiness appears to be uniformly developed 

among teachers regardless of gender, reflecting a shared professional foundation and similar exposure to 

educational practices and policies. 

This implies that efforts to improve teachers’ readiness for inclusive education should focus more on 
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strengthening professional development, training opportunities, and institutional support systems rather than 

differentiating interventions based on gender. Since both groups exhibit similar levels of readiness, school 

administrators and policymakers can design inclusive training programs that are universally applicable, ensuring 

equitable access to capacity-building initiatives. Emphasis should be placed on enhancing competencies, 

providing continuous learning opportunities, and strengthening practical application skills to further improve 

inclusive education practices. 

These findings are consistent with recent studies emphasizing that teacher readiness is primarily influenced by 

professional training and institutional support rather than demographic characteristics. OECD (2022) highlights 

that teacher competencies in inclusive education are shaped by access to quality training, teaching experience, 

and school support systems. Similarly, UNESCO (2021) reports that standardized teacher education and 

continuous professional development contribute to minimizing differences in teaching readiness across 

demographic groups, including gender. 

Table 5.2 presents the comparison of teachers’ readiness when respondents are grouped according to age across 

five dimensions: knowledge, skills, attitude, training, and preparedness. The results show that all computed p-

values are greater than 0.05, indicating that there are no statistically significant differences among the different 

age groups of respondents across all variables. This means that teachers, regardless of age, demonstrate relatively 

similar levels of readiness in inclusive education. 

Table 5.2 Difference between Teachers’ Readiness and Profile of Respondents in terms of Age 
 

Variables F p Decision Interpretation 

Knowledge 0.48 0.82 Not Significant No significant difference 

Skills 1.18 0.33 Not Significant No significant difference 

Attitude 0.21 0.97 Not Significant No significant difference 

Training 1.28 0.28 Not Significant No significant difference 

Preparedness 0.99 0.43 Not Significant No significant difference 

 

These findings suggest that age does not significantly influence teachers’ knowledge, skills, attitude, training 

exposure, and preparedness in handling learners with disabilities. The similarity across age groups indicates that 

both younger and older teachers are equally capable of adapting to inclusive education practices. This may be 

attributed to standardized teacher education, shared school-based practices, and continuous exposure to 

professional development activities that minimize generational differences in instructional readiness. 

This implies that interventions aimed at improving teachers’ readiness should not be age-specific but should 

instead focus on strengthening overall professional development programs. Schools should prioritize inclusive 

training, mentoring systems, and continuous capacity-building initiatives that are accessible to all teachers 

regardless of age group. Since readiness levels are consistent across age brackets, educational leaders can design 

unified training frameworks that enhance competencies in knowledge application, instructional skills, and 

classroom preparedness for inclusive education. 

These findings are supported by recent studies emphasizing that teacher readiness is more strongly influenced 

by professional development than demographic factors. Darling-Hammond et al. (2021) emphasized that 

sustained professional learning and school-based support systems are key determinants of teacher effectiveness 

rather than age or years of service. Similarly, Avalos and Valenzuela (2021) found that continuous training and 

collaborative professional learning communities significantly enhance teacher competencies, reinforcing the 

idea that readiness is shaped more by exposure to development opportunities than by chronological age. 
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Table 5.3 Difference between Teachers’ Readiness and Profile of Respondents in terms of Teaching 

Experience 
 

Variables F p Decision Interpretation 

Knowledge 0.26 0.85 Not Significant No significant difference 

Skills 2.25 0.09 Not Significant No significant difference 

Attitude 0.61 0.61 Not Significant No significant difference 

Training 2.52 0.06 Not Significant No significant difference 

Preparedness 0.75 0.53 Not Significant No significant difference 

 

Table 5.3 presents the comparison of teachers’ readiness when respondents are grouped according to teaching 

experience across five dimensions: knowledge, skills, attitude, training, and preparedness. The results show that 

all computed p-values are greater than 0.05, indicating that there are no statistically significant differences among 

teachers with varying years of teaching experience across all dimensions. This suggests that regardless of 

whether teachers are newly hired or highly experienced, they demonstrate relatively similar levels of readiness 

in handling learners with disabilities in inclusive classrooms. 

These findings imply that teaching experience alone is not a determining factor in teachers’ readiness for 

inclusive education. The similarity across experience levels suggests that both novice and veteran teachers are 

equally exposed to institutional practices, training opportunities, and school-based initiatives that shape their 

knowledge, skills, attitudes, and preparedness. Although the result for training approaches the level of 

significance, it still indicates that differences in exposure are not substantial enough to create meaningful 

variation in readiness. This highlights that readiness is more likely influenced by access to continuous 

professional development rather than years of service in teaching. 

This implies that efforts to enhance teacher readiness should focus on strengthening ongoing professional 

development programs, mentoring systems, and inclusive education training that cut across all experience levels. 

Since both early-career and experienced teachers demonstrate similar readiness levels, school leaders should 

ensure that training opportunities are equitable and sustained. In addition, mentoring programs can be 

strengthened to maximize knowledge sharing between novice and experienced teachers, particularly in applying 

inclusive instructional strategies and classroom management practices. 

These findings are consistent with recent literature emphasizing that teacher readiness is primarily shaped by 

continuous professional learning rather than length of teaching experience. OECD (2021) highlights that 

effective teaching competencies are developed through sustained training and collaborative learning 

environments rather than years of service alone. Similarly, Darling-Hammond et al. (2021) emphasize that 

ongoing professional development and structured support systems are stronger predictors of teacher 

effectiveness than teaching experience, reinforcing the importance of continuous capacity building in inclusive 

education. 

Table 5.4 Difference between Teachers’ Readiness and Profile of Respondents in terms of Grade Level 
 

Variables F p Decision Interpretation 

Knowledge 0.10 0.98 Not Significant No significant difference 

Skills 0.84 0.50 Not Significant No significant difference 

Attitude 1.03 0.40 Not Significant No significant difference 

Training 0.69 0.60 Not Significant No significant difference 

Preparedness 0.18 0.95 Not Significant No significant difference 

 

Table 5.4 presents the comparison of teachers’ readiness when respondents are grouped according to grade level 

across five dimensions: knowledge, skills, attitude, training, and preparedness. The results show that all 
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computed p-values are greater than 0.05, indicating that there are no statistically significant differences among 

teachers across different grade levels in all dimensions. This suggests that teachers handling different grade 

levels demonstrate relatively similar levels of readiness in inclusive education practices. 

These findings imply that grade level assignment does not significantly influence teachers’ readiness in terms of 

knowledge, instructional skills, attitudes, training exposure, and preparedness. The consistency across grade 

levels suggests that teachers, whether assigned to lower or higher grade levels, undergo similar training 

experiences and are guided by standardized curriculum requirements and school-based policies. This uniformity 

indicates that inclusive education readiness is developed through institutional systems rather than being shaped 

by the specific grade level handled by teachers. 

This implies that efforts to improve teachers’ readiness should focus on strengthening school-wide professional 

development programs rather than designing interventions based on grade level assignment. Since readiness is 

consistent across grade levels, training programs, mentoring systems, and instructional support initiatives should 

be implemented uniformly to ensure that all teachers are equally equipped to handle learners with disabilities. 

This also highlights the importance of sustaining standardized inclusive education training across all grade levels 

to maintain consistency in instructional quality and learner support. 

These findings are supported by OECD (2020) and UNESCO (2021), which emphasize that teacher 

competencies in inclusive education are largely standardized through national curriculum frameworks and 

continuous professional development programs. These studies highlight that structured training systems and 

unified teaching standards contribute to minimizing variations in teacher readiness across different teaching 

assignments, including grade levels. 

Adaptive and Inclusive Instructional Strategies Employed by Teachers in Supporting Learners with Disabilities 

The focus group discussion revealed that teachers utilize a variety of adaptive, inclusive, and learner-centered 

strategies to effectively support learners with disabilities in regular classrooms. These strategies aim to ensure 

accessibility, engagement, and achievement of essential learning outcomes. The following themes emerged from 

the data: 

Theme 1: Differentiated and Inclusive Instructional Strategies 

Teachers emphasized modifying content, simplifying tasks, providing extended time, and adjusting difficulty 

based on learners’ abilities. Visual aids, tactile materials, and individualized activities were commonly used. “I 

use differentiated instruction… I give them extra time… I simplified the instructions when it is needed so they 

can really understand what they need to learn.” (T1) 

“They can’t perform the lessons at their grade level, so we modify it into a simpler or easier way… targeting 

the competency that they should achieve.” (T2) 

These practices reflect competency-based instruction, maintaining essential learning outcomes while providing 

flexibility in content and pacing (Tomlinson, 2017). Differentiation ensures that learners with disabilities can 

access the curriculum alongside their peers. 

Theme 2: Use of Assistive Technologies and Visual Supports 

Teachers employed ICT tools, visual presentations, and other assistive materials to accommodate learners with 

sensory or communication difficulties. “For a deaf and mute student, I use PowerPoint with subtitles… so the 

child can read and understand the lesson despite communication barriers.” (T3) 

Assistive technologies provide alternative modes of learning and communication, supporting inclusive 

classrooms and enhancing engagement (Edyburn, 2013). 
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Theme 3: Strength-Based and Learner-Centered Approaches 

Teachers identified learners’ strengths and interests to design activities that promote participation and 

confidence. “I coordinate with the SPED teacher to find out the child’s strengths… then I use those to design 

activities so the student can participate and not feel left out.” (T4) 

Strength-based strategies focus on students’ potential rather than limitations, consistent with inclusive education 

principles that emphasize individualized learning pathways (Florian & Black-Hawkins, 2011). 

Theme 4: Peer Support and Collaborative Learning 

Peer tutoring and collaborative activities were used to foster socialization and academic engagement. “We use 

body systems or peer tutoring… classmates help them with their weak points, and it makes them feel they belong 

in the classroom.” (T5) 

“When they present in front of the class and receive praise, it boosts their self-confidence and motivates them to 

participate more.” (T6) 

Collaborative learning promotes social-emotional development and inclusivity, allowing learners with 

disabilities to interact meaningfully with peers (Friend & Cook, 2017). 

Theme 5: Pre-Tutoring and Individualized Support 

Teachers provided one-on-one or pre-tutoring sessions to help students prepare for classroom activities. “Pre-

tutoring is effective for a deaf student… a close classmate explains the lesson first, so the student is ready to 

participate during class discussions.” (T7) 

Individualized support reduces anxiety, enhances comprehension, and ensures that learners are prepared to 

engage with group learning activities (Smith, 2015). 

Theme 6: Modifications to Assessments and Classroom Tasks 

Assessment strategies were adapted to match learners’ abilities while maintaining standards. This included 

simplified exams, hands-on tasks, and alternative ways to demonstrate understanding. “Instead of four-choice 

questions, I use two-choice items for learners with disabilities… this reduces difficulty and helps them score 

better.” (T8) 

“In problem-solving, some students illustrate equations or patterns if they cannot solve numerically, allowing 

them to participate fully.” (T9) 

Inclusive assessment ensures fairness and access, enabling learners to demonstrate mastery in ways that suit their 

abilities (Black & Wiliam, 2018). 

Theme 7: Coordination with Parents and SPED Teachers 

Teachers emphasized collaboration with parents and special education professionals to better understand 

students’ needs and implement effective interventions. “I talk to the parents and the SPED teacher to understand 

the child’s disability… this helps us provide the right support and prevent the student from feeling different.” 

(T10) 

Collaboration between home and school supports continuity in interventions and fosters a holistic approach to 

inclusive education (Villa et al., 2013). 
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Theme 8: Emotional Support and Positive Reinforcement 

Teachers provided encouragement, reassurance, and emotional regulation strategies to help learners build 

confidence and self-esteem. “When a child gets upset or frustrated, I reassure them and show patience… praise 

helps them calm down and feel encouraged.” (T11) 

Providing emotional support aligns with social-emotional learning frameworks, which are critical for learners 

with disabilities to thrive academically and socially (CASEL, 2020). 

The Challenges Encountered by Teachers in Implementing Inclusive Education for Learners with 

Disabilities 

Based on research, focus group discussions, and empirical studies, teachers encounter several challenges when 

implementing inclusive education for learners with disabilities in regular classrooms. These challenges can be 

grouped into systemic, instructional, social-emotional, and resource-related categories: 

Theme 1: Limited Training and Professional Development 

Teachers reported insufficient pre-service and in-service training on inclusive education, special education 

needs, and assistive strategies. This limits their confidence and preparedness in accommodating learners with 

disabilities. 

“I have the willingness to help, but I don’t know how to modify lessons for some learners with special needs… 

our training is very limited.” (T1) “Sometimes I feel unprepared… I wish we had more workshops on handling 

learners with diverse needs.” (T2) This indicates that professional development is crucial for equipping teachers 

with the knowledge and skills to implement inclusive practices effectively (Avramidis & Norwich, 2002). 

Theme 2: High Teacher-Student Ratio and Workload 

Teachers noted challenges in providing individualized attention due to large class sizes and multiple 

responsibilities. Managing the needs of learners with disabilities alongside the rest of the class is difficult. 

“It’s difficult to focus on one student with a disability when there are 40 others in class… sometimes I can’t 

attend to their needs properly.” (T3) “Handling a big class while trying to give special attention takes a lot of 

time and energy.” (T4) 

This reflects the impact of workload and class size on the quality of inclusive instruction and individualized 

support (Florian, 2015). 

Theme 3: Insufficient Resources and Learning Materials 

Teachers often lack specialized instructional materials, assistive devices, and technology necessary to support 

learners with disabilities. 

“We don’t have enough tactile or visual materials for children with sensory or learning difficulties… we often 

have to improvise.” (T5) “Sometimes we need adapted worksheets or visual aids, but these are not available in 

our school.” (T6) Such limitations hinder access to the curriculum and reduce opportunities for differentiated 

and multisensory learning (Edyburn, 2013). 

Theme 4: Difficulty Modifying Curriculum and Assessment 

Adapting standard curricula and assessments while maintaining competency-based standards pose a challenge 

for teachers. 

“Some competencies are too advanced… I want to simplify tasks, but I also need to cover the required 
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standards.” (T7) “It’s hard to balance between modifying lessons and meeting DepEd learning competencies.” 

(T8) This demonstrates the tension between curriculum requirements and the need for flexibility to accommodate 

diverse learners (Tomlinson, 2017). 

Theme 5: Behavioral and Emotional Challenges 

Teachers encounter difficulties managing behavioral, emotional, and attention-related needs of learners with 

disabilities, which affect classroom dynamics. 

“Certain students get frustrated easily… it’s challenging to keep them focused while teaching the rest of the 

class.” (T9)“Some learners need constant reminders and guidance, which can be overwhelming in a large class.” 

(T10) This highlights the importance of social-emotional strategies and classroom management skills in 

inclusive settings (CASEL, 2020). 

Theme 6: Limited Collaboration with Specialists and Parents 

Collaboration with SPED teachers, resource teachers, and parents is not always systematic, resulting in 

inconsistent support for learners. 

“Sometimes coordination with SPED teachers or parents is delayed or inconsistent… we don’t have a clear plan 

for the child.” (T11) “I want to work with parents and specialists, but scheduling and communication are not 

always easy.” (T12) 

Effective inclusive education requires regular collaboration to ensure continuity and individualized support 

(Villa et al., 2013). 

Theme 7: Social and Peer Acceptance Issues 

Learners with disabilities may experience exclusion, stigma, or bullying, requiring teachers to actively promote 

inclusion and social interaction. 

“Some classmates unintentionally exclude the learners with disabilities… I try to encourage teamwork, but it 

takes time.” (T13) “It’s challenging to make all students feel accepted and included in group activities.” (T14) 

This underscores the role of teachers in fostering peer acceptance and a positive social environment for inclusive 

learning (Friend & Cook, 2017). 

Proposed Inclusive Education Training Module For Regular Teachers 

This study proposes an Inclusive Education Training Module for Regular Teachers, designed to enhance 

teachers’ readiness to support learners with disabilities (LWDs) in regular classrooms. The module is grounded 

in DepEd policies, current research on inclusive education, and best practices in differentiated instruction. The 

proposed module, titled No Learner Left Behind: Bridging the Gap in the Regular Classroom, is structured as 

a 40-hour blended program, comprising 20 hours of face-to-face sessions and 20 hours of self-paced activities. 

Its design emphasizes knowledge acquisition, practical skill-building, and reflective practice, based on the results 

of the study, which identified gaps in teachers’ readiness, differentiated lesson planning, and use of inclusive 

instructional strategies. For evaluation purposes, data collection tools include teacher portfolios, modified daily 

lesson logs, low-cost instructional materials, reflective journals, and post-tests, which will measure the 

effectiveness of the module in enhancing teachers’ preparedness for inclusive education. 
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DISCUSSION 

This chapter presents the summary of findings from the gathered and analyzed data, the conclusions drawn from 

the findings, and recommendations offered by the researcher in the light of the findings and conclusions. 

SUMMARY 

The goal of this study was to determine the readiness of teachers in handling learners with disabilities (LWDs) 

in regular schools and how this readiness relates to the promotion rate of LWDs in selected public elementary 

schools in the Division of Valenzuela City during the School Year 2025–2026. The findings are presented 

according to each sub-problem. 

Demographic Profile of the Respondents 

Gender. The majority of the respondents are female, comprising 78% of the sample, while 22% are male. This 

indicates that the teaching workforce represented in the study is predominantly female, reflecting the feminized 

nature of the profession in the Philippine basic education sector. 

Age. The largest proportion of respondents falls within the 31–35 age group, followed by those aged 36–40 and 

26–30. A smaller portion belongs to the 51 years and above category, while only a minimal percentage is within 

the 20–25 age group. This suggests that most respondents are in the early to mid-career stage. 

Teaching Experience. The majority of respondents have 11–20 years of teaching experience, followed by those 

with 5–10 years. Smaller proportions consist of teachers with less than 5 years and those with over 20 years of 

experience. This indicates that most respondents possess moderate to extensive teaching experience. 

Grade Levels Taught. The respondents are relatively evenly distributed across grade levels, with Grade 8 

teachers comprising the largest group, followed by Grade 9, while Grades 7 and 10 account for slightly smaller 

but comparable proportions. This reflects a balanced representation across junior high school levels. 

Level of Teachers’ Readiness in Handling Learners with Disabilities 

Knowledge. Respondents demonstrated adequate knowledge in handling learners with disabilities, particularly 

in understanding inclusive education policies, laws, and the benefits of inclusion. They showed strong awareness 

of policy frameworks but were relatively less confident in applying specific teaching strategies and identifying 

individual learner needs, indicating the need for enhanced capacity-building in practical instructional approaches 

and assessment. 

Skills. Respondents exhibited adequate instructional skills in supporting learners with disabilities. They were 

most capable in modifying lessons to suit diverse learning needs, while demonstrating comparatively lower 

competence in the use of assistive technologies. This suggests that while foundational teaching skills are evident, 

further training is necessary to strengthen technical and specialized competencies. 

Attitude. Respondents displayed a highly positive and supportive attitude toward learners with disabilities. They 
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consistently demonstrated patience, empathy, and fairness, and expressed strong openness to further learning 

about inclusive practices. However, a slightly lower level of comfort in actual classroom implementation 

indicates the need for continued mentoring and experiential learning opportunities. 

Training. Respondents showed moderate readiness in terms of training. While many have participated in 

seminars and workshops, they reported limited confidence in applying acquired knowledge to actual classroom 

situations. This implies the necessity for sustained, practice-oriented professional development and continuous 

support mechanisms. 

Preparedness in Instructional Materials/Resources. Respondents manifested moderate preparedness in 

utilizing instructional materials and resources. They were relatively capable of developing visual and tactile 

materials but experienced constraints in accessing adapted and specialized resources. This highlights the 

importance of improved resource provision and collaborative material development. 

Performance Rate of Learners with Disabilities in Regular Schools 

Academic Performance. Learners with disabilities generally demonstrate positive academic performance in 

regular school settings. They show observable progress over time, are able to complete tasks with minimal 

assistance, and attain foundational literacy and numeracy skills, although some require additional support to fully 

meet grade-level expectations. 

Classroom Participation. Learners with disabilities actively engage in classroom activities and display 

consistent participation, motivation, and responsibility. They collaborate with peers and contribute to class tasks, 

although some may encounter minor challenges in group interactions, indicating the need for continued support 

in social integration. 

Overall School Progress. Learners with disabilities exhibit positive overall school progress, including 

improvements in social interaction, self-confidence, independence, and participation in school-related activities. 

While some experience adjustment challenges, the inclusive school environment supports both their academic 

and psychosocial development. 

Relationship between teachers’ readiness and the promotion rate of learners with disabilities in regular 

schools. 

The findings reveal that teachers’ readiness, which includes knowledge, skills, attitude, and training, is 

significantly and positively related to the performance of learners with disabilities in regular schools. All 

relationships were statistically significant, leading to the rejection of the null hypothesis. Overall, higher levels 

of teacher readiness are associated with improved learner outcomes, particularly in academic performance, 

classroom participation, preparedness, and overall school progress, highlighting the crucial role of teacher 

readiness in promoting effective inclusive education. 

Significant difference between teachers’ readiness and the profile of the respondents 

Gender. The analysis revealed no significant difference in teachers’ readiness when grouped according to gender 

in terms of knowledge, skills, attitude, training, and preparedness. This suggests that male and female teachers 

demonstrate comparable levels of readiness for inclusive education. Overall, gender does not influence teachers’ 

readiness, indicating that both groups have similar competencies and perspectives in handling learners with 

disabilities. 

Age. The findings showed no significant difference in teachers’ readiness across different age groups in all 

dimensions. This indicates that teachers, regardless of age, exhibit similar levels of knowledge, skills, attitude, 

training exposure, and preparedness in implementing inclusive education. Thus, age is not a determining factor 

of teachers’ readiness. 
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Teaching Experience. Results indicated no significant difference in teachers’ readiness when grouped 

according to teaching experience. Although slight variations were observed in skills and training, these were not 

statistically significant. This implies that both novice and experienced teachers demonstrate comparable 

readiness, suggesting that experience alone does not determine preparedness for inclusive education. 

Grade Level. The findings revealed no significant difference in teachers’ readiness when grouped according to 

grade level handled. This indicates that teachers teaching different grade levels have similar levels of knowledge, 

skills, attitude, training exposure, and preparedness. Therefore, grade level assignment does not significantly 

influence teachers’ readiness. 

Adaptive and Inclusive Instructional Strategies Employed by Teachers in Supporting Learners with 

Disabilities 

The findings indicate that teachers employ a range of adaptive and learner-centered strategies to support learners 

with disabilities in inclusive classrooms. These include differentiated instruction, use of assistive technologies 

and visual supports, and strength-based approaches that align learning activities with students’ abilities and 

interests. 

Teachers also promote peer support and collaborative learning to enhance both academic engagement and social 

inclusion. Individualized interventions, such as pre-tutoring and one-on-one assistance, are provided to address 

specific learning needs, while assessment and classroom tasks are modified to ensure equitable opportunities for 

demonstrating understanding. 

Furthermore, collaboration with parents and SPED teachers plays a vital role in delivering appropriate and 

consistent support. Teachers likewise emphasize emotional support and positive reinforcement to build learners’ 

confidence and motivation. 

Overall, the findings highlight teachers’ adaptability and commitment to inclusive practices, underscoring the 

importance of continuous professional development, adequate resources, and strengthened collaborative support 

systems. 

Challenges Encountered by Teachers in Implementing Inclusive Education for Learners with Disabilities 

The findings reveal that teachers encounter multiple and interrelated challenges in implementing inclusive 

education for learners with disabilities, which can be categorized into professional, instructional, systemic, and 

social dimensions. 

A primary concern is the limited training and professional development, which affects teachers’ confidence and 

competence in applying inclusive strategies. This is further compounded by high teacher-student ratios and 

heavy workloads, making it difficult to provide individualized attention and consistent support. 

Teachers also face constraints in terms of insufficient resources and learning materials, limiting their ability to 

implement differentiated and multisensory instruction. Additionally, difficulties in modifying curriculum and 

assessment requirements highlight the tension between adhering to prescribed competencies and addressing 

diverse learner needs. 

Behavioral and emotional challenges among learners with disabilities present further complexities in classroom 

management, particularly in large and diverse classes. Moreover, limited and inconsistent collaboration with 

parents and specialists affects the continuity and effectiveness of interventions. 

Finally, issues related to social and peer acceptance indicate that learners with disabilities may experience 

exclusion, necessitating deliberate efforts from teachers to foster an inclusive and supportive classroom 

environment. 
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Overall, these findings underscore the need for strengthened professional development, adequate resource 

provision, manageable class sizes, and enhanced collaboration systems to support effective inclusive education 

implementation. 

Proposed Inclusive Education Training Module for Enhancing Teachers’ Readiness 

The findings of the study led to the development of a structured Inclusive Education Training Module titled No 

Learner Left Behind: Bridging the Gap in the Regular Classroom, designed to enhance teachers’ readiness in 

handling learners with disabilities in regular classrooms. The module is anchored on Department of Education 

policies, particularly DepEd Order No. 44, s. 2021, and integrates research-based and practice-oriented 

approaches to inclusive education. 

The proposed module adopts a 40-hour blended learning format, combining face-to-face and self-paced sessions, 

and focuses on strengthening teachers’ knowledge, instructional skills, and reflective practices. It addresses 

identified gaps in learner understanding, differentiated instruction, use of assistive technologies, classroom 

management, and resource development. 

The module is organized into four key units: learner awareness, differentiated instruction, development of low-

cost instructional materials and assistive tools, and inclusive classroom management. These components 

collectively aim to equip teachers with practical strategies to support diverse learners effectively. 

Furthermore, the module incorporates performance-based and reflective evaluation tools, including teacher 

portfolios, modified lesson plans, instructional materials, reflection journals, and post-assessments, to ensure 

measurable improvements in teacher competence. 

Overall, the findings highlight that a comprehensive, context-responsive, and competency-based training module 

is essential to strengthen inclusive education practices, improve teacher preparedness, and promote equitable 

learning opportunities for learners with disabilities. 

CONCLUSIONS: 

In the light of the findings, the following conclusions were derived. 

The respondents’ profile revealed that the majority are female teachers in the early to mid-career stage, with 

moderate to extensive teaching experience and a balanced distribution across junior high school grade levels. 

This indicates a workforce with sufficient exposure to classroom practice but with varying levels of readiness 

for inclusive education. 

The level of teachers’ readiness in handling learners with disabilities is generally adequate. Teachers demonstrate 

sufficient knowledge, skills, and preparedness, and exhibit highly positive attitudes toward inclusive education. 

However, gaps remain in the application of differentiated instruction, use of assistive technologies, and 

confidence derived from training, indicating the need for more practice-oriented capacity-building. 

Learners with disabilities in regular schools show positive performance in terms of academic achievement, 

classroom participation, and overall school progress. These findings suggest that inclusive classroom practices, 

when properly implemented, contribute to both academic and psychosocial development. 

Teachers’ readiness (knowledge, skills, attitude, and training) is significantly and positively related to the 

performance of learners with disabilities in regular schools. This indicates that higher levels of teacher readiness 

are associated with better learner outcomes in terms of academic performance, classroom participation, 

preparedness, and overall school progress, highlighting the importance of teacher readiness in inclusive 

education. 

There no significant difference in teachers’ readiness when grouped according to gender, age, teaching 
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experience, and grade level. This indicates that readiness is consistent across respondent profiles. 

Teachers employ a variety of adaptive and inclusive instructional strategies, including differentiated instruction, 

assistive technologies, peer support, individualized interventions, and modified assessments. These practices 

reflect teachers’ commitment to addressing diverse learner needs and promoting inclusive classroom 

environments. 

Teachers encounter significant challenges in implementing inclusive education, including limited training, high 

workload, insufficient resources, difficulties in curriculum modification, behavioral concerns, limited 

collaboration, and issues in peer acceptance. These challenges highlight systemic and instructional constraints 

that affect the effectiveness of inclusive practices. 

A structured Inclusive Education Training Module was developed to address identified gaps in teachers’ 

readiness. The module emphasizes learner awareness, differentiated instruction, resource development, and 

inclusive classroom management, providing a comprehensive and context-responsive approach to strengthening 

inclusive education practices. 

Recommendations 

Based on the findings and conclusions of the study, the following recommendations are hereby offered: 

For Teachers. Teachers are encouraged to continuously enhance their competencies in inclusive education by 

engaging in professional development programs focused on differentiated instruction, assistive technologies, 

and inclusive assessment. They should also practice reflective teaching and actively implement learner-centered 

strategies in their classrooms. 

For School Heads and Instructional Leaders. School administrators are encouraged to provide sustained 

technical assistance, mentoring, and monitoring to support teachers in implementing inclusive practices. They 

should also promote collaborative structures such as Learning Action Cells (LAC) to facilitate sharing of best 

practices and collective problem-solving. 

For the Department of Education (DepEd). The Department of Education is encouraged to strengthen policies 

and programs on inclusive education by providing continuous, practice-oriented training, adequate funding for 

instructional materials, and access to assistive technologies. Additionally, efforts should be made to address class 

size and workload concerns to enable more effective individualized instruction. 

For Parents and Guardians: Parents are encouraged to actively collaborate with teachers and schools in 

supporting learners with disabilities. Participation in school programs, regular communication with teachers, and 

reinforcement of learning at home are essential in ensuring consistency of interventions. 

For SPED Teachers and Specialists: Special education teachers and allied professionals are encouraged to 

strengthen collaboration with regular teachers by providing guidance, intervention plans, and technical support 

to ensure that learners with disabilities receive appropriate and consistent assistance. 

For Schools and Local Government Units (LGUs): Schools, in partnership with local government units, are 

encouraged to allocate resources for the development of low-cost instructional materials, procurement of 

assistive devices, and implementation of inclusive programs that support both teachers 
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