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Abstract 
Aim: This study determined the pedagogical practices of receiving teachers in promoting inclusion and examined their 
relationship with demographic profiles in the Schools Division of Vigan City during School Year 2025–2026. The study 
sought to generate evidence that may inform professional development initiatives and strengthen inclusive teaching 
practices in elementary schools. 
Methodology: The study employed a mixed-method descriptive-correlational research design involving the total 
enumeration of 62 Key Stage 1 receiving teachers. Quantitative data were gathered through a validated questionnaire 
and analyzed using descriptive statistics and Pearson’s correlation, while qualitative responses were examined through 
thematic analysis. 
Results: Findings revealed that receiving teachers demonstrated an overall high level of pedagogical practices in 
promoting inclusion (M = 4.11). Teaching strategies obtained the highest rating, whereas the use of instructional 
materials received the lowest rating among the six pedagogical domains. Most demographic variables showed no 
significant relationship with overall pedagogical practices. However, attendance in inclusive education trainings was 
positively associated with differentiated instruction, while years of experience as a receiving teacher showed negative 
associations with lesson planning, instructional material updating, and parent engagement. Thematic analysis identified 
key challenges, including difficulties in designing differentiated lessons, limited instructional resources and specialized 
training, classroom management concerns, and emotional and physical exhaustion. Despite these challenges, teachers 
demonstrated resilience and adaptive instructional practices. 
Conclusion: Receiving teachers generally exhibit effective inclusive pedagogical practices; however, gaps in 
professional development, instructional resources, and institutional support remain. Strengthening teacher training 
programs, resource provision, and school-based support systems may enhance inclusive teaching effectiveness and 
improve learning opportunities for learners with disabilities in mainstream classrooms. 
Keywords: inclusive education, inclusive pedagogy, receiving teachers, learners with disabilities, pedagogical 
practices, teacher resilience 
 
 
INTRODUCTION 

Inclusive education has become a cornerstone of modern educational policy, driven by the global recognition that 
education is a fundamental human right. The UNESCO Global Education Monitoring Report (2020) defines inclusive 
education as an approach that removes barriers to provide equitable, quality learning for every learner regardless of 
difference. The United Nations Convention on the Rights of Persons with Disabilities (UNCRPD) and Sustainable 
Development Goal 4 mandate inclusive education worldwide, shifting the foundation from a medical model of deficit 
toward a rights-based model that transforms systems to embrace diversity (UNESCO, 2020). Ainscow (2022) clarifies 
that true inclusion requires fundamentally restructuring education, not merely placing learners with disabilities in regular 
classrooms. Despite these global advances, recent literature confirms that teacher preparedness remains uneven, with 
inclusive pedagogical knowledge often underdeveloped in both pre-service and in-service training (Kakos, 2024). 
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The Philippines has operationalized these commitments through a robust legal framework, including RA 11650 
(Inclusive Education Act of 2021), which mandates inclusive learning resource centers and teacher training (Official 
Gazette, 2021). Despite these policy advances, research reveals persistent implementation gaps. Moon (2023) found 
that Filipino teachers struggle with large class sizes, limited adaptive materials, insufficient training, and weak 
stakeholder partnerships. Mpu and Adu (2021) emphasize that inadequate teacher preparation remains a significant 
barrier in developing countries. A critical current challenge is that recent curriculum reforms such as the Revised K to 
12 Curriculum have focused training almost exclusively on regular learners, leaving regular classroom teachers who 
accommodate learners with special needs (receiving teachers) with little specialized preparation.  

The trends observed nationally are reflected sharply in Region I, specifically Vigan City. Recent research on the 
Philippine inclusive education system indicates that while the enrollment of learners with disabilities in public schools 
has increased steadily, the availability of properly trained special education teachers and adequate instructional 
materials has not kept pace (Dayso et al., 2025). Within the division of Vigan City, enrollment of learners with special 
educational needs rose by 25.26% (from 392 to 491 learners), with elementary enrollment increasing from 185 to 253 
learners. This growing mismatch places a heavy burden on receiving teachers, who have explicitly reported that recent 
training for the Revised K to 12 Curriculum ignored learners with special needs, leaving them under-equipped to 
facilitate genuine inclusion. 

The role of teacher self-efficacy and pedagogical practices in inclusive education is well-established: self-efficacy 
in handling classroom challenges is a key influential factor across educational contexts (Menon et al., 2024). Bessarab 
et al. (2024) affirm that pedagogical practices are the decisive factor translating policy into classroom realities. 
However, a clear research gap exists while previous studies have documented macro-level barriers and general teacher 
attitudes, no recent study has systematically examined the specific pedagogical practices of receiving teachers across 
multiple instructional dimensions in a Philippine classroom setting rapidly implementing RA 11650. The present study 
improves upon prior research by: (1) focusing exclusively on receiving teachers (not special education specialists), (2) 
operationalizing practices across six concrete domains, and (3) situating inquiry within a high-need locale where policy 
implementation has outpaced teacher support. 

A critical yet underexplored dimension of inclusive pedagogy is curriculum adaptation and design for LWDs. Unlike 
mere accommodation, curriculum adaptation requires receiving teachers to intentionally modify learning goals, 
instructional methods, task complexity, and assessment formats to align with each learner's individualized education 
plan while preserving grade-level content integrity. Complementary to this, Universal Design for Learning (UDL) offers 
a proactive framework for curriculum design, embedding multiple means of representation, engagement, and 
expression from the outset to minimize barriers for all learners. However, recent Philippine studies (Beltran et al., 2025) 
indicate that receiving teachers receive minimal training on translating these principles into daily practice, leaving them 
to rely on intuition rather than evidence-based adaptation strategies. Without systematic curriculum flexibility, inclusive 
classrooms risk becoming spaces of physical presence without meaningful participation, undermining the transformative 
intent of RA 11650. 

Given this critical role, this study examines the pedagogical practices of receiving teachers in Vigan City across 
six domains: instructional planning, teaching strategies, classroom management, use of instructional materials, 
assessment and feedback, and parent engagement. The findings are intended to benefit multiple stakeholders: teachers 
gain insights for self-reflection and growth; DepEd and school administrators receive evidence for formulating targeted 
training programs; and teacher education institutions identify competency gaps to strengthen pre-service preparation. 
Ultimately, by enhancing understanding of receiving teachers' practices and challenges, this study aims to improve 
support systems for teachers and advance educational outcomes for all learners, contributing to the vision of truly 
inclusive education in the Philippines. 

 
Review of Related Literature and Studies 
 
Conceptual Foundations of Pedagogical Practices in Inclusive Education 

Pedagogical practices refer to the strategies, methods, and approaches teachers use to facilitate learning. In 
inclusive education, these practices are critical as teachers must address diverse learning needs within a single 
classroom. Florian (2015) argues that inclusive pedagogy moves beyond accommodating differences to proactively 
designing instruction that anticipates and values diversity. 

The Universal Design for Learning (UDL) framework (CAST, 2018) provides the foundational structure for this 
study, proposing three core principles: multiple means of engagement, representation, and action/expression. Kaur 
and Bhatia (2024) found that UDL benefits all learners, not only those with disabilities, while Catama (2025) affirmed 
UDL's potential as an equity-driven framework for inclusive education. 
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Teacher self-efficacy (Bandura) is equally critical. Shah (2023) found that teachers with high self-efficacy employ 
proactive management and differentiation, whereas those lacking confidence may avoid inclusive practices or 
experience burnout. Together, these frameworks affirm that pedagogical practices are inseparable from teachers' 
beliefs about their own capabilities. 
 
Domains of Pedagogical Practices for Receiving Teachers 

Receiving teachers who are regular classroom teachers who accommodate LWDs without specialized training 
must demonstrate competence across multiple pedagogical domains. Research has consistently identified six key 
domains. 

First, instructional planning requires anticipating variability before instruction begins rather than reacting to 
difficulties as they emerge (Karngbeae & Kennedy, 2022). Second, teaching strategies center on differentiated 
instruction (flexible grouping, tiered assignments, choice boards), though implementation is often inconsistent across 
subjects and throughout the instructional day (Abellana et al., 2025). Third, classroom management in inclusive settings 
is proactive rather than reactive, focusing on clear routines, positive behavior supports, and environmental 
modifications (Mitchell & Sutherland, 2020). 

Fourth, instructional materials remain a persistent challenge: most teachers lack access to modified texts, assistive 
technologies, and visual supports, often resorting to creating their own materials (Largo et al., 2025). Fifth, assessment 
and feedback require flexibility, with performance-based assessments, portfolio systems, and formative feedback loops 
recommended over traditional tests (Meylani, 2024). Sixth, parent and stakeholder engagement depends on regular 
communication, shared goal-setting, and mutual problem-solving (Koskela & Sinkkonen, 2025). Together, these six 
domains constitute the framework for examining receiving teachers' inclusive practices. 

 
Teacher Profile Factors and Pedagogical Practices 

Considerable research has investigated whether demographic and professional characteristics predict the quality 
of inclusive pedagogical practices, though findings are mixed and context-dependent. Regarding age and experience, 
Dawadi and Wolfenden (2022) found that younger, less experienced teachers often demonstrate more positive 
attitudes toward using instructional materials, while more experienced teachers may rely on established routines. 
However, Dixon (2023) reported that experience alone does not guarantee effective practice; the quality of professional 
learning matters more than years served. 

Meanwhile, educational attainment shows inconsistent relationships. Carlos and Joson (2026) suggest that 
teachers with master's degrees demonstrate significantly higher knowledge and more positive attitudes toward 
contemporary instructional strategies, implying that advanced education may enhance pedagogical competence beyond 
basic technique acquisition. This suggests that professional development at this level can be a powerful tool for 
pedagogical change, aligning with national research priorities on teacher quality and professional development as 
identified by the Teacher Education Council under the NTERA 2026-2030 (Teacher Education Council, 2026) 

Furthermore, training attendance is the most consistently supported predictor. Chelouche-Dwek and Fonagy 
(2026) reported that seminar attendance strongly affected strategies that were demonstrated with concrete examples 
and practiced during training, while theoretically discussed strategies showed no change. Delima et al. (2025) found 
that a combination of pre-service and in-service training significantly predicted self-efficacy in inclusive practices, with 
both together being more effective than either alone. 

 
Synthesis and Research Gap 

The literature reviewed demonstrates that inclusive pedagogical practices are complex, multidimensional, and 
influenced by a combination of teacher knowledge, beliefs, training, and systemic support. While international 
frameworks and Philippine policies mandate inclusive education, significant implementation gaps persist. However, a 
significant research gap exists in literature. Few studies have systematically examined the pedagogical practices of 
receiving teachers specifically in the Philippine Key Stage 1 context where foundational literacy and numeracy skills are 
developed. Furthermore, the relationship between receiving teacher profiles and their pedagogical practices remains 
underexplored, particularly in the context of recent policy changes under RA 11650. The present study addresses these 
gaps by investigating the pedagogical practices of Key Stage 1 receiving teachers in the Schools Division of Vigan City, 
examining the relationship between demographic profiles and practices, and identifying the specific challenges teachers 
encounter in promoting inclusion. 

 
 
 



International Journal of Education, Learning, and Pedagogical Sciences (INJELPS) 

 

690 

 

Theoretical Framework 
This study was anchored on Self-efficacy Theory, Social Constructivism Theory, and Universal Design of Learning 

Theory, which collectively provides an exhaustive exploration of the theoretical frameworks and perspectives that 
inform the study. 

Self-Efficacy Theory by Albert Bandura (1977), defines as beliefs in one's capabilities to organize and execute 
actions required to produce given attainments. This theory explains why receiving teachers with high self-efficacy 
persist and adapt in inclusive classrooms, while those who doubt their capabilities may experience burnout and avoid 
inclusive practices. Thus, self-efficacy theory provides a lens for examining how teachers' beliefs relate to their 
pedagogical practices across six domains of inclusive education 

Social Constructivism Theory by Lev Vygotsky (1978), states that learning and knowledge construction occur 
through social interaction and collaboration within a community of practice. Vygotsky's Zone of Proximal Development 
(ZPD) suggests that receiving teachers' pedagogical competence can be developed through scaffolded support from 
experienced colleagues, Special Education teachers (SPET), and professional learning communities. Florian (2015) 
confirms that inclusive pedagogy flourishes when teachers engage in collaborative inquiry, shared problem-solving, 
and reflective practice within supportive networks. This theory explains how social interaction and shared expertise 
enable receiving teachers to develop and sustain effective inclusive pedagogical practices. 

Universal Design for Learning (UDL) framework by CAST, recognizes learner variability as the norm and shifts 
from accommodating individual learners to proactively designing flexible curricula that anticipate differences. Giger et 
al. (2025) found that receiving teachers who employ UDL principles demonstrate greater resilience in modifying 
curricula to meet diverse learner needs even without formal training. The UDL framework thus serves both as an 
explanatory and prescriptive guide for understanding and improving inclusive pedagogical practices across all six 
domains examined in this study. 
 
Conceptual Framework 

 
Figure 1. Research Paradigm 

 
The conceptual paradigm of this study illustrates the hypothesized relationship between the profile of receiving 

teachers and their pedagogical practices in public elementary schools of Vigan City.  
 The independent variables consist of the respondents' personal and professional characteristics, namely age, civil 

status, highest educational attainment, degree and area of specialization, position or designation, number of years in 
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the teaching profession, number of years handling learners with disabilities (LWDs), and the number of seminars or 
trainings attended related to inclusive education. These variables were informed by Bandura's Social Cognitive Theory, 
which posits that personal factors (e.g., training, experience) shape self-efficacy and subsequently influence teaching 
behavior.  

The dependent variable refers to the level of pedagogical practices across six core domains: instructional planning, 
teaching strategies, classroom management, use of instructional materials, assessment and feedback, and engagement 
of parents and stakeholders. These six domains were derived from Universal Design for Learning (UDL) and 
Differentiated Instruction, which operationalize inclusive teaching through multiple means of representation, 
engagement, and expression.  

Positioned below the dependent variable are the challenges encountered by receiving teachers, which recognizes 
that classroom practices are constrained or enabled by broader systems (school, district, community, policy). The 
horizontal line signifies the hypothesized significant relationship between teacher profiles and pedagogical practices. 
In interpreting results, a positive correlation would support Bandura (experience/training enhances practice), while low 
scores across all profiles on specific domains (e.g., assessment) would indicate UDL implementation gaps requiring 
systemic solutions. Challenges were mapped to ecological levels to distinguish individual from structural barriers. 
Ultimately, through this study, the researcher envisions that receiving teachers in the Vigan City Schools Division will 
gain greater awareness of their current practices and be inspired to improve their pedagogical approaches, thereby 
fostering more effective inclusion in their schools. 
 
Statement of the Problem 

Pedagogical practices of receiving teachers play a vital role in promoting inclusive education for learners with 
disabilities because these practices influence how instruction is planned, delivered, assessed, and adapted to meet 
diverse learner needs. Effective inclusive pedagogy enables learners with disabilities to participate meaningfully in 
classroom activities, achieve learning outcomes, and experience equitable educational opportunities. However, many 
receiving teachers continue to encounter difficulties in implementing inclusive practices consistently, particularly in 
differentiated instruction, classroom management, instructional material adaptation, assessment, and stakeholder 
engagement. 

In the Philippine basic education system, inclusive education has been strengthened through Republic Act No. 
11650 or the Inclusive Education Act of 2021. Despite the existence of policy frameworks and implementation 
guidelines, challenges remain in translating these policies into effective classroom practices. Many receiving teachers 
continue to experience limited access to specialized training, instructional resources, and professional support 
necessary for addressing the diverse needs of learners with disabilities. These conditions may affect the quality of 
inclusive instruction and learner participation. 

Teacher characteristics such as age, educational attainment, teaching experience, and participation in professional 
development activities have been identified as factors that may influence pedagogical practices. However, limited 
empirical evidence exists regarding how these characteristics relate to inclusive pedagogical practices among receiving 
teachers in Philippine elementary schools. Furthermore, few studies have examined these relationships across multiple 
domains of inclusive teaching while simultaneously exploring the challenges teachers encounter in implementing 
inclusion. 

Given these concerns, it is necessary to investigate the pedagogical practices of receiving teachers in the Schools 
Division of Vigan City, determine whether demographic characteristics are associated with these practices, and identify 
the challenges encountered in promoting inclusion. Findings of the study may contribute to teacher professional 
development, curriculum implementation, educational leadership, resource planning, and the enhancement of inclusive 
educational practices in elementary schools. 

 
General Objective 

To determine the pedagogical practices of receiving teachers in promoting inclusion and their relationship with 
demographic profiles in the Schools Division of Vigan City during School Year 2025–2026. 
 
Specific Objectives 

The study aims to: 
1. Describe the profile of receiving teachers in the Schools Division of Vigan City in terms of age, civil status, 

highest educational attainment, degree and area of specialization, position or designation, number of years 
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in the teaching profession, number of years as a receiving teacher, and number of seminars or trainings 
attended related to inclusive education. 

2. Determine the level of pedagogical practices of receiving teachers in promoting inclusion across the domains 
of instructional planning, teaching strategies and methods, classroom management, use of instructional 
materials and resources, assessment and feedback practices, and engagement of parents and stakeholders. 

3. Determine whether a significant relationship exists between the profile of receiving teachers and their level of 
pedagogical practices across the six domains. 

4. Identify the challenges encountered by receiving teachers in handling learners with disabilities (LWDs). 
 
Research Questions 

1. What is the profile of receiving teachers in the Schools Division of Vigan City in terms of age, civil status, 
highest educational attainment, degree and area of specialization, position or designation, number of years 
in the teaching profession, number of years as a receiving teacher, and number of seminars or trainings 
attended related to inclusive education? 

2. What is the level of pedagogical practices of receiving teachers in promoting inclusion across the domains of 
instructional planning, teaching strategies and methods, classroom management, use of instructional 
materials and resources, assessment and feedback practices, and engagement of parents and stakeholders? 

3. Is there a significant relationship between the profile of receiving teachers and their level of pedagogical 
practices across the six domains? 

4. What challenges are encountered by receiving teachers in handling learners with disabilities (LWDs)? 
 
Hypothesis 
H₀₁: There is no significant relationship between the demographic profile of receiving teachers and their level of 
pedagogical practices in promoting inclusion. 
 
METHODOLOGY 
 
Research Design 

 The study employed a mixed-method descriptive-correlational research design to investigate the relationship 
between teacher profiles and the level of pedagogical practices of receiving teachers in promoting inclusive education 
in the Schools Division of Vigan City. This design integrates both quantitative and qualitative approaches within a single 
methodological framework to provide a comprehensive understanding of the phenomenon under investigation. 

Quantitatively, the study examined teachers’ pedagogical practices across six domains, namely: instructional 
planning, teaching strategies, classroom management, use of instructional materials, assessment and feedback, and 
parent engagement. Data were gathered using a Likert-scale questionnaire to measure the level of pedagogical 
practices and to determine the relationships between selected teacher profile variables (age, educational attainment, 
years of teaching experience, and training attendance) and their pedagogical practices. 

Qualitatively, open-ended questions were included in the same instrument to capture teachers’ experiences and 
the challenges they encounter in implementing inclusive education. These qualitative responses were analyzed to 
identify recurring themes that provide deeper context to the quantitative findings. 

The use of a mixed-method descriptive-correlational design is appropriate for this study as it allows for the 
examination of relationships among variables without manipulation, while also incorporating qualitative insights to 
enrich and contextualize the statistical results. The integration of both data types enhances triangulation and 
strengthens the validity of the findings by providing a more holistic understanding of inclusive pedagogical practices in 
actual classroom settings. 
 
Population of the Study 

Since the population was relatively small (N = 62), total enumeration was employed to ensure complete 
representation and eliminate sampling error. There was a total of 62 key stage 1 receiving teachers of learners with 
disabilities (LWDs) in public elementary schools within the Division of Vigan City for the School Year 2025–2026. These 
teachers were selected as respondents because they are the regular classroom teachers directly responsible for 
accommodating learners with disabilities in inclusive classrooms, making them the most qualified informants on the 
pedagogical practices, challenges, and support needs in implementing inclusive education at the foundational level of 
basic education. 
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Table 1.  
Distribution and Summary of the Population of Receiving Teachers in Elementary Schools in Vigan City 

Elementary Schools in Vigan City  Number of Receiving 
Teachers 

Vigan Central School 16 
Tamag Elementary School 3 

Salindeg-Pung-ol-Barraca Elementary School 2 
Bulala Paratong Elementary School 3 

Mindoro Elementary School 2 
Governor Evaristo Singson Elementary School 1 

Burgos Memorial School East 3 
Camangaan Elementary School 4 
Nagsangalan Elementary School 6 

Cabaroan-Cabalangegan Elementary School 4 
Raois Elementary School 3 

Burgos Memorial School West 5 
Capangpangan Elementary School 4 
Ayusan-Paoa Elementary School 2 
Jose Singson Elementary School 2 
San Julian Elementary School 2 

TOTAL 62 
 

Research Instruments 
This study used two primary instruments: a structured questionnaire for the quantitative phase and open-ended 

questions for the qualitative phase. The researcher-constructed questionnaire served as the main data-gathering tool. 
To ensure validity and contextual relevance, the instrument was contextualized to align with the framework of DepEd 
Order No. 044, s. 2021 (Policy Guidelines on the Provision of Educational Programs and Services for Learners with 
Disabilities), with items adapted from Gonzaga et al. (2024), which was originally designed to assess general education 
teachers' preparedness for inclusive education implementation. 

The questionnaire consisted of 88 items distributed across six pedagogical domains using a five-point Likert 
scale.   

 
Content Validation 

The instrument underwent content validation by five experts, consisting of: 
• One Education Program Supervisor (EPS) for Special Needs Education (SNED) from the Schools Division Office 

(SDO) Ilocos Sur  
• One Education Program Supervisor (EPS) for Special Needs Education (SNED) from the Schools Division Office 

(SDO) Candon City 
• One Education Program Supervisor (EPS) for Special Needs Education (SNED) from the Schools Division Office 

(SDO) Vigan City 
• Two Master Teachers who are receiving teachers in the Ilocos Sur Division. 
Each validator possessed at least a master’s degree and extensive experience in inclusive education. A 5-point 

Likert-type scale was used for validation, where 5 indicated very highly valid and 1 indicated poorly valid. The 
instrument obtained a mean validity rating of 4.96, interpreted as Very Highly Valid, indicating excellent content 
adequacy and relevance. 
  
Reliability Testing 
       Reliability testing was conducted through a pilot administration involving 30 receiving teachers from a neighboring 
schools division who were not part of the actual study sample. Using Cronbach's alpha, the instrument yielded an 
overall reliability coefficient of 0.97, with domain-specific coefficients ranging from 0.89 to 0.94, which indicated 
excellent internal consistency and suitability for research use. 
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Data Collection 
Following approval from the University of Northern Philippines College of Teacher Education Graduate Studies 

Research Committee, the Schools Division Superintendent of Vigan City, and the respective school principals, data 
collection was conducted from March to April 2026. Data were collected using a validated and pilot-tested researcher-
constructed questionnaire consisting of Likert-scale items and open-ended questions during the fourth quarter of School 
Year 2025–2026 in public elementary schools within the Schools Division of Vigan City. The researcher personally 
distributed and retrieved the questionnaire from the 62 Key Stage 1 receiving teachers over one week, with 
appointments scheduled at convenient times to avoid class disruption. Completed questionnaires were checked for 
completeness and consistency; quantitative data were coded and analyzed using descriptive statistics (means, 
frequencies, Pearson's correlation), while qualitative data from open-ended responses underwent thematic analysis to 
identify recurring patterns and themes related to challenges encountered in handling learners with disabilities. 

 
Data Analysis 

Descriptive statistics were used to address the research objectives. Frequency (F) and Percentage (%) were used 
to characterize the demographic profile of respondent teachers. Mean (M) was used to analyze Likert-scale data on 
pedagogical practices, ranking challenges by perceived intensity. Pearson's correlation (r) was calculated to measure 
the strength and direction of linear relationships between teacher profiles and their pedagogical practices. 

Thematic analysis was employed to analyze qualitative data from open-ended responses. This involved identifying, 
coding, and categorizing recurring patterns or themes from participants' responses, allowing the researcher to extract 
meaningful insights and triangulate findings with quantitative data for a comprehensive understanding of inclusive 
pedagogical practices. 

The following scale was used to interpret the quantitative findings: 
 
Table 2.   
Likert Scale Interpretation 

Range Descriptive Rating Overall Descriptive Rating 
4.21 - 5.00 Strongly Agree (SA) Very High (H) 
3.41 - 4.20 Agree (A) High (H) 
2.61 – 3.40 Neutral (N) Average (A) 
1.81 – 2.60 Disagree (D) Low (L) 
1.00 – 1.80 Strongly Disagree (SD) Very Low (VL) 

 
Ethical Considerations 

Ethical standards were strictly observed throughout the conduct of the study. Approval to conduct the research 
was obtained from the University of Northern Philippines College of Teacher Education UNP-CTE Graduate Studies 
Research Committee and the Schools Division Superintendent of Vigan City. 

Since the participants were receiving teachers, written informed consent was secured from each respondent prior 
to data collection. Participation was voluntary, and respondents were informed of their right to withdraw at any time 
without penalty. Confidentiality of respondents' identities and data was maintained using code numbers, and all 
information collected was used solely for academic and research purposes. No conflict of interest existed, as the 
researcher had no financial or personal gain from the study. 

All collected data were stored in a password-protected computer accessible only to the researcher. Raw data files, 
including completed questionnaires and coded responses, were saved with encrypted file names containing no 
identifiable participant information. Access to the data was restricted solely to the researcher and his research adviser; 
no third party was granted access. All printed documents, including signed consent forms, were kept in a locked filing 
cabinet within the researcher's office. All data, both electronic and physical, will be securely discarded one year after 
completion of the study by permanent deletion from the computer and shredding of paper documents. 
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RESULTS and DISCUSSION 
This section presents and discusses the results of the study based on the research questions. Findings are 

interpreted in relation to learning theory and relevant empirical studies to explain observed outcomes. 
 

Profile of the Key Stage 1 Respondents of the Division of Vigan City 
Most respondents are middle-aged (38–50 years), married, and hold a Bachelor in Elementary Education (BEED) 

degree with Master's units. The majority have 1–10 years of teaching experience and 1–10 years specifically as 
receiving teachers. Alarmingly, 45% attended only 1–2 seminars on inclusive education, and nearly 10% attended 
none. The lack of training is not merely a knowledge gap but a source of moral distress, wherein teachers want to help 
learners but do not know how, leading to trial-and-error practices and burnout. This aligns with Beltran et al. (2025), 
who found that Filipino teachers face large class sizes and uneven professional support. 

The finding that most respondents hold BEED degrees yet remain underprepared for inclusive classrooms signals 
a critical gap in pre-service teacher education. Teacher education institutions (TEIs) must integrate mandatory courses 
on inclusive pedagogy, Universal Design for Learning (UDL), and behavior management for learners with disabilities 
(LWDs) into the core curriculum rather than offering them as electives. Field study and practice teaching hours should 
require direct exposure to inclusive settings under the mentorship of experienced receiving teachers or special 
education specialists. 

Meanwhile, the concentration of experienced but under-trained teachers in inclusive classrooms represents an 
underutilized workforce asset. Rather than replacing these teachers, DepEd and school divisions should leverage their 
classroom experience by upskilling them through structured, sustained professional development pathways. A career 
ladder for receiving teachers, of which with competencies, certifications, and corresponding salary upgrade could 
incentivize specialization in inclusive education and reduce turnover among trained personnel. 

Moreover, the finding that 55% of teachers attended three or fewer inclusive education seminars, with nearly one 
in ten attending none, indicates that one-off workshops are insufficient and inequitably distributed. Professional 
learning must shift from episodic seminars to continuous, job-embedded models such as learning action cells (LACs) 
focused on inclusive practices, coaching by special education coordinators, and online micro-courses tailored to specific 
disability categories. Schools should establish professional learning communities (PLCs) where receiving teachers 
collaboratively problem-solve real-time challenges, share adapted materials, and co-develop assessment strategies for 
LWDs. 

 
The Level of the Pedagogical Practices of the Respondents 
 
Table 3.  
Summary of the Level of the Pedagogical Practices of the Respondents along with the Six Key Domains 

Domains of Pedagogical Practices M DR 
A. Instructional Planning 4.03 High 
B. Teaching Strategies 4.26 Very High 
C. Classroom Management 4.06 High 
D. Use of Instructional Materials 3.96 High 
E. Assessment and Feedback 4.22 Very High 
F. Engagement of Parents and Stakeholders 4.13 High 

Overall mean 4.11 High 
 

The overall mean rating of pedagogical practices was 4.11 ("High"), indicating that respondents demonstrate 
consistently strong practices across all six domains, developed through experience, peer collaboration, and personal 
dedication despite systemic challenges. 

The domain "Teaching Strategies or Methods" scored highest (4.26, "Very High"), reflecting teachers' ability 
to employ varied instructional approaches, differentiate assessments, and use formative feedback. Conversely, "Use of 
Instructional Materials" scored lowest (3.96, "High"), indicating room for growth. 
 For teachers, this finding encourages continued peer collaboration and prioritization of low-cost material 
adaptation strategies. School leaders should provide structured time for teachers to co-create adaptive materials and 
allocate school funds for essential resources. Curriculum developers are urged to integrate practical guidance on using 
locally available materials into DepEd curriculum guides. Policymakers must establish specific budget lines for adaptive 
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materials and assistive devices in inclusive classrooms. Teacher education institutions need to strengthen pre-service 
training on material improvisation and resource development for diverse learners. 
 
The Relationship between the Profile of Receiving Teachers and the Level of Pedagogical Practices 
 
Table 4.  
Correlation Coefficient between the Profile of Receiving Teachers and the Level of Pedagogical Practices 

Independent Variable Overall Pedagogical Practices 
Age 0.000 
Civil Status 0.057 
Highest Educational Attainment -0.145 
Degree a 
Area of Specialization -0.015 
Teaching Position 0.084 
Number of Years in Teaching Profession 0.047 
Number of Years as a Receiving Teacher -0.107 
Number of Seminars or Trainings Attended in Inclusive 
Education -0.166 

*-Significant at 0.05 
a-constant variable 

 
The table shows that none of the demographic variables (age, educational attainment, years of experience, or 

seminars attended) demonstrated a significant relationship with overall pedagogical practices, as all coefficients were 
very close to zero. This finding suggests that effective inclusive teaching practices are shaped by factors beyond 
personal demographics, such as personal commitment, teaching philosophy, school support systems, and the quality 
of professional development—not by who teachers are demographically.  

For teachers, this means recognizing that their effectiveness is not limited by age, years of experience, or degree; 
instead, they should focus on cultivating a growth mindset and reflective practice. School leaders should avoid 
assuming that only experienced or specially trained teachers can succeed and instead cultivate a supportive school 
culture that empowers all receiving teachers equally. Curriculum developers are advised to design professional learning 
materials that address teacher beliefs and attitudes toward disability, not just technical skills. Policymakers should shift 
from quantity-based training targets such as number of seminars attended to quality-based indicators like demonstrated 
classroom competency and learner outcomes. Teacher education institutions must emphasize the development of 
inclusive teaching philosophy and adaptive expertise in pre-service programs, moving beyond mere content knowledge 
or coursework completion. 

This aligns with Briones et al. (2025) who found that demographic profiles do not significantly correlate with 
teaching effectiveness. Notably, the negative correlation with number of seminars attended, though not significant, 
hints that training quality and relevance may matter more than quantity, pointing to the need for more impactful 
professional development programs. 
 
The Challenges Encountered by the Respondents in Handling LWDs  

The thematic analysis revealed four major challenges faced by receiving teachers in handling learners with 
disabilities, alongside one dominant coping mechanism that sustains their practice. 

 
Theme 1: Diverse Learning Needs 

Teachers consistently expressed difficulty designing lessons that simultaneously engage learners with different 
abilities, paces, and backgrounds, from learners with significant disabilities to struggling readers to advanced learners. 
Respondent R4 identifies the core tension: learners possess different abilities, yet teachers are expected to design a 
single lesson suitable for everyone. Respondent R43 specifies learner variability (learning difficulties, disabilities, slow 
readers, fast learners) and names unavailable resources (extra time, differentiated activities, additional materials). Two 
negative outcomes emerge: teachers experience moral distress, feeling they fail some learners regardless of lesson 
design, and instruction degrades into a one-size-fits-all approach that undermines inclusion. Giger et al. (2025) 
corroborate that receiving teachers implement inclusive practices independently with no systematic guidelines, 
revealing that this difficulty is a systemic rather than individual deficit. 
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Theme 2: Resource and Systemic Limitations 

This theme encompasses insufficient teaching materials and limited specialized training. Teachers lack adapted 
texts, visual aids, assistive tools, and modified worksheets. Multiple respondents (R31, R40, R41, R39, R51, R59) 
reported a widespread lack of specialized training in inclusive education. Respondent R8 explicitly uses the word 
"burdens," indicating emotional weight from professional unpreparedness. These barriers are interconnected: without 
training, teachers do not know what materials they need; without materials, trained teachers cannot implement what 
they learned. Giger et al. (2025) confirmed insufficient resources and inequitable distribution as critical barriers. 
 
Theme 3: Limited Knowledge on Classroom Management 

Unlike traditional classroom management focused on order, inclusive classroom management requires addressing 
behavioral and social needs of learners with and without disabilities simultaneously. Respondent RT29 calls this "my 
biggest challenge," indicating that behavioral issues consume disproportionate teacher time and energy. Respondent 
R1 introduces physical vulnerability: "especially that I am pregnant," revealing occupational safety concerns. 
Respondent RT9 provides the most concerning insight: "My regular kids are being affected," showing that the entire 
classroom ecosystem suffers. Kilcrease (2024) found that loss of instruction time is a primary barrier, and  documented 
that managing unexpected behaviors contributes directly to teacher burnout, confirming this is a systemic gap in 
preparation and support. 
 
Theme 4: Emotional and Physical Imbalance 

Teachers experience emotional exhaustion from caring for vulnerable learners and physical depletion from 
sustained effort in high-demand classrooms. Respondent R47 explicitly names "stress and burnout" at a clinical level. 
Respondent R41 uses "balance" to describe an impossible juggling act, acknowledging that the work is heavy in both 
volume and emotional weight. Park and Shin (2020) found that inclusive classroom teachers experience significantly 
higher stress than those in regular classrooms. Magtalas and Eduyala (2024) said that when the work-load  increases,  
burnout  will  increase  significantly  and  vice  versa.  Al-Mahdy and Al-Harthi (2023) confirmed that lack of support 
and materials are the strongest predictors of teacher burnout, shifting responsibility to systemic failures. 

Despite these significant challenges, the data revealed that teachers do not simply succumb to these pressures. 
Instead, one dominant coping mechanism emerged:  

 
Theme 5: Teachers' Resiliency and Adaptive Strategies 

This captures how teachers develop creative strategies to serve learners effectively despite overwhelming 
challenges. Teachers demonstrate professional agency, emotional strength, and innovative practices developed 
through trial and error, peer collaboration, and personal dedication rather than formal training.  

Four interconnected resilience strategies emerged. First, affective strategies (patience, empathy, love) were 
foundational, mentioned by 42 of 62 respondents (67.7%). Second, instructional adaptation strategies were the most 
frequent (48/62, 77.4%), including differentiated instruction, one-on-one tutorials, and visual aids. Third, collaborative 
strategies with co-teachers and parents were cited by half of respondents (31/62, 50.0%), with RT25 noting "small 
progress is still meaningful." Fourth, classroom management strategies (clear routines, trigger identification, calmness) 
emerged from 26 respondents (41.9%). 

However, teacher resilience is not a solution to systemic problems. These strategies are developed despite the 
system, not because of it. The high prevalence of adaptive strategies (77.4%) indicates teachers are compensating for 
gaps in training, materials, and support. Agbisit (2025) found that patience and optimism contribute to teacher 
resilience, while Giger et al. (2025) found teachers implicitly use Universal Design for Learning principles without formal 
training. 

 
Conclusions  

Based on the analysis and interpretation of the data, the following conclusions were drawn. 
1. The Key Stage 1 receiving teachers of Vigan City are characterized as qualified generalists occupying a specialist 

role without specialist preparation. While they demonstrate professional maturity, occupational stability, and a 
foundational competency in general elementary education, they exhibit marked deficits in formal training, 
sustained professional development, and specialized experience essential for effective inclusive education 
implementation. 
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2. The findings demonstrate that receiving teachers possess a strong foundation in inclusive pedagogy. This contributes 
to improved teaching and learning opportunities for learners with disabilities and highlights the importance of 
continuous professional development in sustaining effective inclusive instructional practices. 

3. While no overall significant relationship exists between teacher profiles and pedagogical practices, isolated 
correlations emerged: seminars/trainings attended positively correlated with differentiated instruction (*r* = 
0.384), whereas higher educational attainment and longer years as a receiving teacher showed negative 
correlations with several inclusive practices across domains. Inclusive pedagogical competence is not a function of 
demographic profile but is differentially shaped by training, educational attainment, role experience, specialization, 
and interpersonal context. 

4. Teachers face four major challenges: lesson design difficulties, resource and training limitations, inadequate 
classroom management knowledge, and emotional-physical exhaustion. Despite these, they employ resilience and 
adaptive strategies such as patience, collaboration, instructional adjustments as coping mechanisms to sustain 
inclusive education. 

 
Recommendations 

Based on the conclusions of the study, the following recommendations are offered. 
1. SDO Vigan City may design sustained training on inclusive education, prioritizing teachers with only 1–3 years of 

experience as receiving teachers. 
2. SDO Vigan City may conduct a resource and needs audit, then expand ILRCs to help teachers reach "Very High" 

inclusive practice. 
3. Reorient teachers with advanced degrees via peer learning, while expanding access to quality seminars that showed 

positive effects (*r* = 0.384). 
4. Explicitly teach parent communication and stakeholder engagement skills instead of leaving them to informal 

development. 
5. Schools and educational authorities may provide adequate teaching materials, assistive tools, and structured 

planning time to support inclusive instruction. 
6. Schools may establish support systems such as teacher aides, behavior coaches, and collaborative mentoring 

structures to assist receiving teachers. 
7. Educational institutions may implement mental health support initiatives, stress management programs, and 

additional staffing support to promote teacher well-being. 
8. Teacher education institutions may strengthen the integration of inclusive education and classroom management 

courses through supervised field experiences and practice-based learning opportunities. 
9. Conduct intervention studies testing professional development, co-teaching models, or resource provisioning to 

reduce burnout. 
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