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Abstract

This study explored the lived experiences of general education teachers handling learners with special educational needs
in inclusive classrooms as a basis for developing an Enhanced Inclusive Instruction Training Program. Anchored on the
Universal Design for Learning framework, the study examined teachers’ instructional practices, classroom challenges, and
adaptive responses in selected public and private schools in San Jose del Monte, Bulacan. A qualitative phenomenological
research design was employed, using a researcher-developed semi-structured interview guide validated by experts. Twelve
general education teachers were purposively selected based on their direct experience in teaching learners with autism
spectrum disorder, attention-deficit/hyperactivity disorder, learning disabilities, and/or psychosocial disorders in inclusive
classroom settings. Data were gathered through face-to-face or online interviews, supported by field notes, verbatim
transcription, member checking, and thematic analysis with the aid of NVivo. Findings revealed that teachers used
instructional differentiation, interest-based engagement, and peer-supported learning to address learner variability.
However, they also experienced behavioral and participation difficulties, lack of formal training, workload and time
constraints, limited institutional support, weak coordination, and assessment challenges. The study concluded that inclusive
teaching relied largely on teacher initiative and experiential strategies, highlighting the need for structured, context-
responsive professional development. The proposed training program focuses on inclusive education foundations,
Universal Design for Learning, differentiated instruction, classroom management, flexible assessment, and collaboration.
The study aligns with SDG 4, SDG 10, SDG 3, SDG 16, and SDG 17 by promoting inclusive education, reduced
inequalities, well-being, institutional support, and collaborative partnerships. Its sustainability impact lies in strengthening
educational, institutional, social, policy, and community support systems for inclusive classroom implementation.

Keywords: Differentiated Instruction, Enhanced Inclusive Instruction, General Education Teachers, Inclusive
Classrooms, Inclusive Education, Teacher Resilience

1. Introduction

This study examines the lived experiences of general education teachers handling learners with special educational needs
in inclusive classrooms. It is grounded in the premise that inclusive education requires more than physical placement in
mainstream classrooms; it demands meaningful participation, accessible instruction, responsive support, and sustained
teacher preparedness. Anchored on Universal Design for Learning (UDL), the study explores teachers’ instructional
practices, classroom challenges, and adaptive responses as bases for developing an Enhanced Inclusive Instruction Training
Program. By focusing on public and private school contexts in San Jose del Monte, Bulacan, the study addresses the gap
between inclusive education policy and actual classroom implementation, particularly in resource-diverse Philippine
settings.

Inclusive education has become a global educational priority because it promotes equitable learning opportunities for all
learners, especially those with special educational needs. It reflects a movement away from uniform instructional models
toward flexible, learner-centered practices that recognize learner variability as a natural part of education. Genuine
inclusion goes beyond the placement of learners with disabilities in general education classrooms; it ensures their
meaningful participation in learning activities, peer interaction, and academic growth within the classroom community
(UNESCO, 2020). In the Philippine context, inclusive education is supported by national policies and laws that promote
equitable access to quality education for learners with disabilities. These include DepEd Order No. 044, s. 2021, Republic
Act No. 7277, or the Magna Carta for Disabled Persons, and Republic Act No. 11650, or the Inclusive Education Act.
These policy instruments institutionalize inclusive education, strengthen support services, and affirm the right of learners
with disabilities to participate meaningfully in the basic education system. However, policy progress has not fully resolved
implementation challenges. Schools continue to encounter difficulties in providing adequate instructional support,
institutional resources, and responsive learning environments for learners with diverse needs (Florian, 2014). Resource-
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limited schools often struggle with shortages of trained teachers, limited assistive technologies, and insufficient
instructional materials (UNESCO, 2020). Resource-rich schools may have better facilities, yet they may still fall short
when inclusion results only in physical placement rather than meaningful engagement (Ainscow, 2020). Teachers remain
central to the success of inclusive education because they translate inclusive principles into classroom practice through
differentiated instruction, flexible strategies, and responsive classroom management (Loreman, 2017). In this regard,
Universal Design for Learning offers a useful framework for addressing learner variability through multiple means of
engagement, representation, and action and expression (CAST, 2018). Nevertheless, how teachers apply these principles
in actual classrooms is shaped by their preparation, institutional context, available resources, and emotional capacity to
manage diverse learner needs.

The literature consistently presents inclusive education as a rights-based and learner-centered approach that ensures
equitable access, participation, and curriculum engagement for learners with diverse needs (Griful-Freixenet et al., 2020;
UNESCO, 2020). It also emphasizes that teacher attitudes, preparedness, instructional competence, and professional
support strongly influence the quality of inclusive classroom implementation (Dignath et al., 2022). Effective inclusive
classrooms are often characterized by differentiated instruction, collaborative learning, and adaptive teaching strategies
that respond to varied learner needs (Finkelstein et al., 2021; Griful-Freixenet et al., 2020). At the same time, inclusive
education remains unevenly implemented across contexts. Teachers frequently face classroom management concerns,
limited resources, inadequate training, and inconsistent institutional support (UNESCO, 2020; Allam & Martin, 2021;
Finkelstein et al., 2021). In the Philippines, teachers also report increased workload, limited instructional materials,
insufficient preparation, and difficulties accommodating diverse learner needs (Chavarria et al., 2023; De Guzman &
Gutierrez, 2021). Teachers without formal preparation in inclusive education tend to experience greater difficulty in
instructional adaptation, classroom management, and learner engagement (Chavarria et al., 2023; Dignath et al., 2022).
UDL is widely recognized as a framework that supports inclusive education by reducing barriers through flexible
instructional design. It encourages teachers to anticipate learner diversity and provide multiple pathways for engagement,
content representation, and learner expression (CAST, 2018; Griful-Freixenet et al., 2020; Meyer et al., 2014). Studies
indicate that UDL can improve accessibility, participation, and engagement among learners with varied needs (Moscato &
Pedone, 2024; Piticari, 2023). However, successful UDL implementation depends on teacher beliefs, self-efficacy,
instructional competence, training, and institutional support (Griful-Freixenet et al., 2020; Craig et al., 2022; Lowrey et al.,
2017). Instructional practices in inclusive classrooms commonly include differentiated instruction, learner engagement
strategies, collaborative learning, peer support, flexible assessment, and modified learning materials. Differentiated
instruction involves adjusting content, process, activities, and assessment based on learner readiness, interests, and profiles
(Tomlinson, 2017). Teachers may simplify activities, adapt materials, individualize support, and modify assessment
requirements to promote curriculum access (Mastropieri & Scruggs, 2018; Griful-Freixenet et al., 2020). Engagement-
oriented strategies, such as providing choice, using learner interests, and designing interactive activities, help sustain
motivation and participation (Griful-Freixenet et al., 2020; Han & Lei, 2024; Moffat, 2022). Collaborative and peer-
mediated approaches also promote academic participation, social interaction, and classroom belongingness (Ainscow,
2020; Finkelstein et al., 2021; Scharenberg et al., 2019). The literature further highlights the emotional dimension of
inclusive teaching. Teachers in inclusive classrooms perform emotional labor as they regulate emotions while managing
academic, behavioral, social, and emotional learner needs (Dignath et al., 2022). They may experience stress, frustration,
uncertainty, and emotional exhaustion, especially when training and support are limited (De Guzman & Gutierrez, 2021).
Resilience becomes essential as teachers adapt, collaborate with parents and colleagues, improvise strategies, and sustain
their professional commitment despite difficult conditions (Catoto & Mantawil, 2023; Lariba, 2023). However, resilience
should not be viewed only as an individual trait because it is also shaped by administrative support, collaborative school
culture, professional development, and resource availability (Craig et al., 2022; Loreman, 2017).

Globally, inclusive education is framed as a fundamental human right and a pathway toward equitable quality education.
International frameworks emphasize the removal of barriers to learning and participation, with UNESCO promoting
inclusive and equitable education systems (UNESCO, 2020). The United Nations Sustainable Development Goal 4 likewise
calls for inclusive and equitable quality education and lifelong learning opportunities for all (United Nations, 2015).
Nationally, the Philippines has institutionalized inclusive education through laws and policy issuances. Republic Act No.
11650 mandates equitable access to quality education for learners with disabilities in mainstream settings, while Republic
Act No. 7277 affirms the rights of persons with disabilities to education, rehabilitation, and full participation in society.
DepEd Order No. 044, s. 2021 provides guidelines for educational programs and services for learners with disabilities in
public and private schools. These frameworks position teachers, administrators, parents, and support personnel as partners
in providing inclusive and responsive educational support. Locally, this study focuses on selected public and private schools
in San Jose del Monte, Bulacan. The study includes grade school and high school teachers who handle learners with
formally diagnosed and disclosed cases of autism spectrum disorder, attention-deficit/hyperactivity disorder, learning
disabilities, psychosocial disorders, and learners tagged under the Special Educational Needs category in the Department
of Education Learner Information System. Learners with special educational needs are students who require additional
educational support due to developmental, cognitive, behavioral, or learning differences that may affect academic
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participation (Department of Education [DepEd], 2022). The inclusion of both public and private schools allows the study
to examine inclusive practices across resource-diverse contexts. Private schools may have learners with autism spectrum
disorder, attention-deficit/hyperactivity disorder, and other developmental conditions integrated into general education
classrooms with varying accommodations. Public schools may implement partial or full inclusion programs where SNED
learners participate in regular classes. This local focus provides context-specific insights into how institutional culture,
resources, leadership, and teacher preparedness influence inclusive classroom implementation.

This study is anchored on the Universal Design for Learning framework. UDL was developed in the 1990s by David Rose,
Anne Meyer, and colleagues at the Center for Applied Special Technology. It was inspired by Universal Design in
architecture, which emphasizes environments and products that are accessible to all individuals. Applied to education, UDL
anticipates learner diversity and reduces barriers by embedding flexibility into curriculum design, instructional strategies,
and assessment methods. The framework is grounded in cognitive neuroscience and learning sciences that recognize
student variability in instructional design (Rusconi, 2023). UDL is guided by three major principles: multiple means of
representation, multiple means of action and expression, and multiple means of engagement. Multiple means of
representation involve presenting information in varied formats, such as visual aids, multimedia, hands-on activities, and
technology-based resources. Multiple means of action and expression allow learners to demonstrate understanding through
written responses, oral presentations, collaborative tasks, or creative projects. Multiple means of engagement sustain
motivation by incorporating learner choice, real-life relevance, collaboration, and culturally responsive materials.

The study’s conceptual framework links UDL principles with teachers’ lived experiences in inclusive classrooms.
Teachers’ experiences in applying inclusive instruction reveal both best practices and challenges. These insights then
inform the development of an Enhanced Inclusive Instruction Training Program designed to strengthen teachers’ capacity
to implement inclusive strategies. The framework views inclusive teaching as a cyclical process involving reflection,
strategy application, identification of barriers, and professional development. Key concepts also support the study’s
foundation. Attention-Deficit/Hyperactivity Disorder is a neurodevelopmental condition involving persistent patterns of
inattention, hyperactivity, and impulsivity that may affect classroom focus and participation according to the American
Psychiatric Association [APA] (Cortes, 2022). Autism Spectrum Disorder is a developmental condition involving
differences in social communication, behavior, and sensory processing that may influence classroom interaction and
learning, as per the American Psychiatric Association (APA) (Cortes, 2022). An inclusive classroom is a learning
environment where learners with and without special educational needs learn together (UNESCO, 2020). Inclusive
education is an approach in which learners with special educational needs participate in general education classrooms with
appropriate support and accommodations (UNESCO, 2020). Universal Design for Learning is a framework for designing
instruction that provides multiple means of engagement, representation, and action or expression to accommodate diverse
learning needs (CAST, 2018).

Although inclusive education and UDL are well-established in the literature, there remains limited empirical understanding
of how general education teachers translate these frameworks into actual classroom practice, particularly in diverse and
resource-constrained settings. Many studies focus on policy implementation, access, learner outcomes, teacher perceptions,
or general challenges, but fewer examine how teachers make real-time instructional decisions, combine strategies, and
sustain inclusive practices under contextual constraints. The literature also shows that challenges in inclusive education are
often discussed separately, even though teachers experience them as interconnected realities. Insufficient training, limited
resources, workload, classroom management demands, institutional gaps, and emotional strain collectively influence
teachers’ instructional choices and professional well-being (Allam & Martin, 2021; Chavarria et al., 2023; Garcia & Dizon,
2020). Local studies further indicate that Filipino teachers frequently rely on improvisation, collaboration, and self-directed
adaptation to sustain inclusive instruction (Catoto & Mantawil, 2023; De Guzman & Gutierrez, 2021). Another gap
concerns the relationship between emotional labor, resilience, and instructional decision-making. While emotional
challenges and coping strategies are documented, fewer studies examine how teachers’ emotional experiences shape
inclusive pedagogy and classroom practice. Furthermore, limited research systematically uses teachers’ lived experiences
as a basis for developing structured, context-responsive professional development programs. This study addresses these
gaps by exploring the lived experiences of general education teachers handling learners with special educational needs in
inclusive classrooms. It specifically examines teachers’ best instructional delivery practices, the challenges they encounter,
and how their experiences can inform an Enhanced Inclusive Instruction Training Program. The target sample of 10-12
participants is consistent with qualitative research guidance suggesting that phenomenological studies may reach saturation
within 612 interviews (Creswell & Poth, 2018). Through this focus, the study seeks to bridge inclusive education policy,
UDL-based instructional theory, and classroom realities in the Philippine setting.

This study aligns most directly with SDG 4 — Quality Education because it focuses on inclusive and equitable learning
opportunities for learners with special educational needs. By examining how teachers support accessibility, participation,
differentiated instruction, and learner engagement, the study contributes to the goal of improving education systems that
serve diverse learners (United Nations, 2015). The study also supports SDG 10 — Reduced Inequalities, although not listed
explicitly in the sample SDGs, because inclusive education aims to reduce barriers experienced by learners with disabilities
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and other special educational needs. Its focus on meaningful participation, reasonable accommodation, and inclusive
classroom practices reflects the broader equity orientation of inclusive education (UNESCO, 2020). The study connects
with SDG 3 — Good Health and Well-Being through its attention to learners’ socio-emotional participation and teachers’
emotional labor and resilience. Inclusive classrooms affect not only academic access but also belongingness, emotional
support, and teacher well-being. Addressing teacher stress, emotional exhaustion, and support needs can contribute to
healthier and more sustainable educational environments (Allam & Martin, 2021; Dignath et al., 2022). The study further
relates to SDG 16 — Peace, Justice, and Strong Institutions because inclusive education depends on laws, policies,
institutional accountability, and school-level systems that uphold the rights of learners with disabilities. Republic Act No.
11650, Republic Act No. 7277, and DepEd Order No. 044, s. 2021 provide the legal and institutional basis for strengthening
inclusive education in the Philippines. Finally, the study supports SDG 17 — Partnerships for the Goals by emphasizing
collaboration among teachers, administrators, parents, support personnel, policymakers, and inclusive education advocates.
Literature shows that effective inclusive education requires collaborative systems rather than isolated teacher effort (Craig
et al., 2022; Loreman, 2017).

The study contributes to educational sustainability by supporting the development of inclusive teaching practices that can
be sustained across diverse classroom contexts. By grounding the proposed Enhanced Inclusive Instruction Training
Program in teachers’ lived experiences, the study promotes professional development that is practical, context-responsive,
and aligned with actual classroom realities. It also contributes to institutional sustainability by identifying how schools can
strengthen support systems, mentoring structures, instructional resources, and inclusive policies. School administrators
may use the findings to improve professional development initiatives, allocate resources more effectively, and foster a
school culture that values inclusion and diversity. The study supports socio-economic sustainability by promoting equitable
access to education for learners with special educational needs. Inclusive education can improve participation,
belongingness, and long-term opportunities for learners who might otherwise experience marginalization. In this way, the
study contributes to reducing educational exclusion and strengthening learners’ capacity for future social and economic
participation. The study also advances public health and well-being sustainability by recognizing the emotional demands
placed on teachers in inclusive settings. Teacher resilience, emotional support, and manageable instructional expectations
are necessary for sustaining effective inclusive classrooms. Addressing these concerns may reduce burnout and promote
healthier school environments. In terms of policy and governance sustainability, the study provides classroom-based
evidence that can inform more responsive inclusive education policies and training initiatives. By connecting national
mandates with teachers’ lived experiences, the study helps clarify what support teachers need to translate inclusive
education policy into effective classroom practice. Finally, the study contributes to community and cultural sustainability
by reinforcing the Philippine inclusive education advocacy “Lahat Kasali. Kasali Lahat.” This principle emphasizes that
inclusion is not only about access but also about meaningful participation, shared responsibility, and recognition of learner
diversity within the classroom community.

The study is geographically limited to selected schools in San Jose del Monte, Bulacan. It focuses on public and private
schools recognized for their commitment to inclusive education. Participants are general education teachers who directly
handle learners with special educational needs in inclusive classrooms and who have relevant experience teaching learners
with ASD, ADHD, learning disabilities, and/or psychosocial disorders. The study does not directly assess student
performance or school infrastructure. Instead, it examines teachers’ experiences in implementing inclusive practices,
managing classrooms, adapting instruction, and responding to learner needs. Parental involvement and institutional support
are considered only when they influence teachers’ strategies and perceptions. This scope allows the study to generate
context-specific insights that may inform inclusive instruction training programs grounded in Philippine classroom
realities.

2. Material and methods

2.1 Research Design

This study employed a qualitative phenomenological research design to examine the lived experiences of general education
teachers handling learners with special educational needs in inclusive classrooms. The phenomenological approach was
appropriate because the study aimed to understand not only teachers’ instructional practices and classroom challenges but
also the meanings they attached to their experiences in inclusive instruction. The phenomenon examined was the experience
of teaching learners with special educational needs in inclusive classrooms. Compared with descriptive qualitative
approaches that mainly report observable practices, phenomenology allowed deeper exploration of teachers’ perceptions,
interpretations, and professional realities. To analyze these experiences systematically, the study used thematic analysis
procedures following Creswell and Poth (2018), allowing recurring themes to be identified while remaining grounded in
participants’ perspectives.
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2.2 Locale of the Study

The study was conducted in selected public and private schools in the City of San Jose del Monte, Bulacan that implement
inclusive education practices. These schools were selected because they provided varied instructional contexts, institutional
structures, and levels of resource availability that could influence teachers’ experiences in inclusive classrooms. The
inclusion of both public and private schools enabled the study to examine how differences in school context shaped
inclusive teaching practices.

2.3 Respondents of the Study

The respondents were general education teachers who were currently handling or had recently handled learners with special
educational needs in inclusive classroom settings. They were selected because of their direct involvement in teaching
learners with autism spectrum disorder, attention-deficit/hyperactivity disorder, learning disabilities, and/or psychosocial
disorders. Their experiences provided relevant insights into inclusive instruction, classroom management, instructional
adaptation, and the realities of supporting learners with diverse needs.

2.4 Sample and Sampling Procedure

The study used purposive sampling to select participants with direct and relevant experience related to the phenomenon
under investigation. Twelve teachers from public and private schools participated in the study. The sample size was
consistent with phenomenological research, which prioritizes depth of insight rather than numerical representation.
Participants were included if they were currently teaching or had recently taught in an inclusive classroom, handled at least
one learner with special educational needs, had one to three years of experience teaching learners with autism spectrum
disorder, attention-deficit/hyperactivity disorder, learning disabilities, and/or psychosocial disorders, and were willing to
participate voluntarily and share their teaching experiences.

2.5 Research Instrument

The study used a researcher-developed semi-structured interview guide to gather qualitative data. The instrument was
designed to elicit in-depth responses about the lived experiences of general education teachers handling learners with
special educational needs in inclusive classrooms. It underwent content validation by qualified experts in inclusive
education and educational research to ensure the clarity, relevance, and alignment of the questions with the study objectives.
Revisions were made based on validators’ suggestions before data collection. The interview guide gathered information on
participants’ teaching background, grade level handled, and formal or informal training related to inclusive education. It
also included fifteen open-ended questions aligned with the research questions. These questions explored teachers’
instructional best practices, including how they presented lesson content, facilitated engagement, and provided varied ways
for learners to demonstrate understanding. The guide also examined challenges related to lesson delivery, classroom
management, assessment, and collaboration with stakeholders. The questions were organized around representation,
engagement, and action and expression based on Universal Design for Learning principles. The semi-structured format
allowed the researcher to ask follow-up questions when clarification or elaboration was necessary.

2.6 Data Gathering Procedure

Before data collection, permission was secured from the administrators of the selected schools. Participants were informed
that participation was voluntary and that they could withdraw at any time without penalty. They received an information
sheet explaining the purpose of the study, expected interview duration, confidentiality measures, and their rights as
participants. They were also allowed to ask questions and clarify concerns before giving informed consent. Interview
schedules were arranged at times convenient for the participants. Depending on availability, interviews were conducted
either face-to-face or through online platforms. Semi-structured interviews were used to allow an in-depth exploration of
participants’ experiences, and each interview lasted approximately 30 to 45 minutes. Field notes were taken to document
contextual observations and details not fully captured in the audio recordings. With participants’ consent, interviews were
audio-recorded and later transcribed verbatim to ensure accurate representation of responses. Data collection was conducted
from June to September 2025. After transcription, participants were invited to review their interview transcripts to confirm
accuracy and provide clarifications when necessary. This member checking process was used to enhance data credibility
(Creswell & Poth, 2018). Audio recordings, transcripts, and field notes were stored in password-protected files accessible
only to the researcher, and participants’ identities were kept confidential throughout the study.

2.7 Data Analysis Techniques

Data were analyzed using thematic analysis within a phenomenological framework. The analysis began with repeated
reading of interview transcripts to gain a comprehensive understanding of participants’ narratives. Significant statements
related to teachers’ experiences in inclusive instruction were identified and assigned descriptive codes. These codes were
then grouped into broader categories corresponding to the study’s major areas, including instructional best practices,
classroom challenges, and inclusive teaching practices. NVivo qualitative data analysis software was used to assist in
organizing, coding, and managing the data. However, interpretation and synthesis of themes remained the responsibility of
the researcher. Final themes were interpreted in relation to the research questions and supported by verbatim excerpts from

International Journal of Sustainability and Advanced Integrated Research
Volume 2, Issue 2 (July-September 2026) | ISSN: 3107-7854



International Journal of Sustainability and Advanced Integrated Research
Volume 2, Issue 3 (July-September 2026) | ISSN: 3107-7854

the interview transcripts to preserve the authenticity of participants’ voices. Trustworthiness was ensured through
credibility, dependability, confirmability, and transferability. Credibility was supported through prolonged engagement
with the data, use of verbatim quotations, and member checking. Dependability was addressed through systematic
documentation of data collection and analysis procedures. Confirmability was supported through reflexive journaling to
reduce researcher bias. Transferability was addressed by providing detailed descriptions of the research context,
participants, and procedures so that readers could assess the applicability of the findings to similar educational settings.
The themes generated from the analysis of instructional best practices and challenges served as the basis for developing
the Enhanced Inclusive Instruction Training Program.

2.8 Ethical Considerations

Ethical principles were observed throughout the research process. Participation was voluntary, and participants were
informed that they could withdraw at any time without consequences. Informed consent was obtained before data collection
after the purpose, procedures, and participant rights were explained. To protect identities, pseudonyms were used in
reporting the findings. All audio recordings, transcripts, and related data were treated with strict confidentiality and stored
securely in password-protected files accessible only to the researcher. No identifying information was included in the
transcripts or final report to ensure anonymity.

3. Results and Discussion

3.1 Instructional Practices in Inclusive Classrooms
3.1.1 Instructional Differentiation

The findings showed that teachers commonly used instructional differentiation to support learners with special educational
needs. They modified worksheets, simplified tasks, adjusted pacing, provided individualized instruction, and gave one-on-
one assistance when possible. These practices were used to help learners participate in lessons and meet expected
competencies despite differences in ability, attention, and readiness. However, some teachers reported that even simplified
activities were not always completed by learners, especially when class size and time limitations prevented sustained
individualized support. These findings indicate that teachers recognized learner variability as a practical classroom reality
requiring flexible instruction rather than uniform teaching. Differentiation functioned as both an inclusive strategy and a
compensatory response to limited formal preparation. Griful-Freixenet et al. (2020) emphasized that flexible instructional
approaches help improve accessibility and participation for learners with diverse educational needs. Chavarria et al. (2023)
likewise noted that teachers’ readiness for inclusive education is closely connected to their capacity to adapt instruction to
varying learner profiles. Rusconi and Squillaci (2023) argued that teachers require sustained professional preparation to
apply differentiated and inclusive strategies more consistently across classroom contexts. These practices also reflect
Universal Design for Learning because they provide flexible ways for learners to access information and demonstrate
understanding (CAST, 2018; Meyer et al., 2014).

3.1.2 Interest-Based Engagement

The findings revealed that teachers used learners’ personal interests to encourage participation and sustain attention.
Teachers observed learners’ preferences and incorporated familiar topics, preferred activities, reinforcement, and
alternative tasks to motivate participation. For example, one teacher used a learner’s interest in planets to encourage task
completion, while others asked learners about their preferred activities to help them engage in class. These strategies were
generally informal and based on teacher observation rather than formal intervention plans. These results suggest that
engagement in inclusive classrooms is shaped by learners’ motivation, familiarity, and emotional connection to classroom
activities. Interest-based strategies helped make learning more accessible by connecting tasks to what learners already
valued or enjoyed. Such practices align with the engagement dimension of Universal Design for Learning, which
emphasizes meaningful and relevant learning experiences that reduce barriers to participation (CAST, 2018; Meyer et al.,
2014). Han and Lei (2024) similarly found that learners were more likely to participate actively when instructional
approaches acknowledge their interests, preferences, and motivational needs. Griful-Freixenet et al. (2020) further noted
that personalized learning experiences could strengthen classroom participation among learners with diverse educational
needs. However, because these strategies depended largely on teacher initiative, the findings also support Ainscow (2020),
who argued that inclusive practices became more sustainable when supported by institutional structures rather than
individual teacher effort alone.

3.1.3 Peer-Supported Learning
The findings showed that teachers used peer support to assist learners with special educational needs during classroom
activities. Teachers grouped learners with supportive classmates, used buddy systems, and encouraged peer guidance to
help learners cooperate, complete tasks, and participate socially. Peer support was especially useful when teachers could
not provide constant one-on-one assistance because of large class sizes and competing classroom responsibilities. These
findings indicate that peer-supported learning served both academic and social purposes in inclusive classrooms. It helped
learners remain involved in tasks while also promoting belongingness and interaction with classmates. Previous literature
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similarly emphasized the benefits of peer collaboration in inclusive classrooms (Finkelstein et al., 2021). Scharenberg et
al. (2019) likewise found that classroom peer relationships influence both academic participation and social belonging
among learners with special educational needs. These practices also reflect inclusive education principles by supporting
participation through social interaction and shared learning experiences (CAST, 2018; Meyer et al., 2014). However, the
findings also showed that peer support was mostly informal and dependent on teacher judgment, suggesting the need for
more structured collaborative systems.

3.1.4 Synthesis of Instructional Practices

The findings showed that instructional differentiation, interest-based engagement, and peer-supported learning were
interconnected practices used by teachers to respond to learner variability. Teachers identified barriers such as difficulty
sustaining attention, low task completion, and social withdrawal, then responded through flexible and context-based
strategies. Differentiation helped adjust instruction to learner readiness, interest-based engagement supported motivation,
and peer-supported learning extended assistance beyond teacher-led instruction. These findings suggest that teachers’ best
practices were adaptive and responsive but often reactive rather than systematically planned. Because many participants
had limited formal training, inclusive practices depended heavily on observation, intuition, and trial-and-error decision-
making. The results show that teacher commitment was evident, but the sustainability and consistency of inclusive
instruction require stronger professional preparation, institutional support, and shared inclusive standards.

3.2 Challenges Encountered in Inclusive Classrooms
3.2.1 Behavioral and Participation Difficulties

The findings showed that teachers encountered challenges related to learners’ limited participation, attention difficulties,
passive behavior, fear, low confidence, and anxiety. Teachers described learners who remained silent, stared without
responding, avoided activities, hesitated to enter class, or refused to participate because they feared being called on. These
behaviors were not always disruptive; many appeared as withdrawal, hesitation, or nonparticipation. These results indicate
that participation difficulties were not purely behavioral but were also connected to emotional and psychological factors.
Learners could withdraw because of fear of failure, embarrassment, or low confidence. From a Universal Design for
Learning perspective, these challenges reflect barriers to engagement because learners who feel unsafe or anxious may be
unable to participate meaningfully even when instruction is available. This finding was consistent with Malki and Einat
(2017), who reported that teachers often encounter difficulties in engaging learners whose participation is influenced by
both emotional and cognitive factors. The findings suggest the need for teacher training that addresses emotional safety,
confidence-building, and inclusive classroom participation.

3.2.2 Lack of Formal Training

The findings revealed that teachers lacked formal preparation in handling learners with special educational needs.
Participants reported having no formal training, limited special education background, and uncertainty about how to
simplify lessons or adapt strategies. In the absence of structured preparation, teachers relied on self-learning, personal
initiative, and improvised classroom responses. These findings show a gap between inclusive education expectations and
teachers’ actual readiness. Although teachers were willing to support learners, their practices were often shaped by intuition
rather than formal pedagogical guidance. UNESCO (2020) emphasized that inclusive education initiatives are difficult to
sustain when teachers lack specialized training and ongoing professional support. Dignath et al. (2022) found that teachers’
beliefs, confidence, and classroom practices are strongly influenced by the quality of their professional preparation for
inclusive education. Craig et al. (2022) further argued that sustained professional development is essential in helping
teachers apply inclusive frameworks such as Universal Design for Learning in more intentional and consistent ways.

3.2.3 Additional Teacher Workload and Time Constraints
The findings showed that workload and time limitations were major barriers to inclusive practice. Teachers reported
difficulty providing one-on-one support in classes with many learners, especially when instructional periods were limited.
They recognized that learners with special educational needs often required additional attention, but large class sizes,
limited subject time, and multiple teaching responsibilities made individualized support difficult to sustain. These results
suggest that inclusive teaching was experienced as both professionally and emotionally demanding. The difficulty was not
teacher unwillingness but the structural challenge of implementing inclusive practices within crowded classrooms and
compressed schedules. Allam and Martin (2021) observed that teachers in inclusive settings frequently struggle with time
management and instructional demands due to large class sizes and diverse learner needs. Catoto and Mantawil (2023)
noted that teachers handling learners with special educational needs often experience increased emotional and professional
strain as they attempt to balance individualized attention with overall classroom responsibilities. The findings therefore
show that inclusive education cannot depend solely on teacher effort; it also requires institutional adjustments and support.

3.2.4 Limited Institutional Support and Coordination
The findings revealed gaps in institutional support, communication, and coordination. Teachers reported weak endorsement
procedures, limited information about learners’ needs, insufficient classroom resources, and uneven support between
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special education settings and regular classrooms. Some teachers entered inclusive classrooms without enough background
information about learners’ conditions, previous interventions, or needed accommodations. These findings indicate that
teachers were not only managing learner diversity but also compensating for weaknesses in the broader support system.
Fragmented coordination affected instructional planning, continuity of support, and consistency of accommodations.
Ainscow (2020) argued that inclusion becomes difficult to sustain when schools lack collaborative structures that connect
teachers, specialists, and administrators. In the Philippine context, Garcia and Dizon (2020) also noted that insufficient
institutional support and limited access to resources remain persistent barriers to inclusive classroom implementation,
particularly in regular public-school settings. The results show that inclusive education requires shared responsibility, clear
communication, and accessible support systems.

3.2.5 Assessment Difficulties

The findings showed that assessment was one of the most difficult aspects of inclusive classroom practice. Teachers were
uncertain about how to grade learners with special educational needs using the same standards applied to the rest of the
class. They reported difficulty obtaining recordable outputs from learners who refused to write, read, or complete
conventional tasks. This created uncertainty about fairness, grading, and documentation of learner progress. These results
suggest a mismatch between traditional assessment systems and the actual ways some learners demonstrate learning.
Teachers recognized the need for alternative assessment but lacked structured tools and guidance. Moffat (2022) noted that
conventional assessment approaches frequently fail to capture the abilities of learners with diverse educational needs,
particularly when evaluation depends heavily on reading, writing, and uniform performance measures. King-Sears and
Johnson (2020) emphasized that flexible forms of assessment allow learners to demonstrate understanding through varied
modes of expression, which may provide a more accurate representation of learning in inclusive environments. The findings
indicate that inclusive assessment must recognize learner variability and provide fair ways to document progress.

3.2.6 Synthesis of Challenges

The findings showed that teachers’ challenges were interconnected rather than isolated. Lack of formal training contributed
to uncertainty in differentiation and assessment. Large class sizes and limited time made individualized support difficult.
Weak coordination and insufficient resources increased reliance on teacher initiative. Standardized grading expectations
created additional tension between inclusive goals and conventional academic requirements. These findings indicate that
inclusive classroom implementation is shaped by broader structural conditions, not only by individual teacher capability.
Teachers attempted to support learners through adaptive strategies, but their efforts were constrained by limited preparation,
workload demands, institutional gaps, and assessment expectations. Without stronger systemic support, inclusive practices
may continue to depend on individual teacher adaptability rather than consistent educational structures.

3.3 Teachers’ Lived Experiences as Basis for an Enhanced Inclusive Instruction Training Program
3.3.1 From Experience-Based Practices to Structured Pedagogy

The findings showed that teachers were able to adapt instruction but often did so intuitively rather than through structured
frameworks. Teachers modified tasks, simplified activities, and provided individualized assistance, yet some expressed
uncertainty about how to simplify lessons effectively. These experiences pointed to the need for a training component
focused on differentiated instruction that would help teachers plan and apply inclusive strategies more intentionally. This
result suggests that teachers already demonstrate the foundations of inclusive practice but require clearer pedagogical
guidance to make these practices systematic and consistent. The need for structured inclusive pedagogy is supported by
Craig et al. (2022), who noted that teachers require sustained professional development to effectively implement inclusive
instructional frameworks such as Universal Design for Learning.

3.3.2 Addressing Emotional and Participation Barriers

The findings revealed that learners’ participation was often affected by fear, anxiety, low self-confidence, and hesitation
to engage in classroom tasks. Teachers responded to these situations based mainly on personal judgment and experience.
These findings informed the need for a training component on inclusive classroom management that would help teachers
address behavioral and emotional participation barriers. These findings indicate that inclusive classroom management must
address not only behavior but also emotional safety and learner confidence. Teachers need practical strategies to create
supportive environments that reduce anxiety and encourage participation. Loreman (2017) emphasized that inclusive
classroom environments are strengthened when teachers are prepared to address not only academic needs but also learners’
emotional and social participation.

3.3.3 Bridging the Training Gap
The findings showed that teachers lacked formal training in special and inclusive education. Participants expressed that
they were expected to support learners with special educational needs despite limited preparation. This informed the need
for a foundational training component on inclusive education and Universal Design for Learning. This finding suggests
that teacher preparedness is central to effective inclusion. Without foundational knowledge, teachers may continue to rely
on improvisation rather than systematic inclusive strategies. Crispel and Kasperski (2019) similarly argued that teacher
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preparedness and continuous professional learning are essential factors in the successful implementation of inclusive
education.

3.3.4 Managing Structural Constraints

The findings showed that teachers faced structural constraints such as large class sizes, limited instructional time, and
heavy workload. These conditions made it difficult to sustain one-on-one support and consistent differentiated instruction.
The proposed training therefore included practical and time-conscious strategies that teachers could apply within existing
classroom realities. These results indicate that professional development must be realistic and responsive to teachers’ actual
working conditions. Inclusive strategies are more likely to be sustained when they are feasible within regular class
schedules and workload demands. Lowrey et al. (2017) noted that practical and sustainable inclusive strategies are more
likely to be implemented when professional development is responsive to actual classroom conditions and instructional
demands.

3.3.5 Redesigning Assessment Practices
The findings revealed that teachers struggled to assess learners with special educational needs using conventional grading
systems. Teachers had difficulty documenting performance when learners did not complete written or standard outputs.
These findings informed the need for a training component on flexible assessment and alternative learning outputs. These
results indicate that inclusive assessment should provide learners with varied ways to demonstrate understanding. King-
Sears and Johnson (2020) emphasized that inclusive assessment practices should provide learners with multiple ways of
demonstrating understanding rather than relying solely on traditional written measures. Moffat (2022) argued that flexible
assessment approaches are essential in inclusive classrooms because conventional grading systems often fail to capture the
progress of learners with diverse educational needs.

3.3.6 Strengthening Collaboration Systems

The findings showed that teachers experienced limited coordination, weak endorsement procedures, and insufficient
communication among those involved in supporting learners with special educational needs. Teachers were often left to
manage inclusive classroom concerns independently. These findings informed the need for a training component on
collaboration and communication among teachers, parents, and support personnel. These findings suggest that inclusive
education requires coordinated support rather than isolated teacher effort. Strengthening communication systems can help
ensure that teachers receive relevant learner information, appropriate guidance, and consistent support. Collaboration is
therefore necessary for improving continuity of support and making inclusive practices more sustainable across classroom
contexts.

3.3.7 Proposed Enhanced Inclusive Instruction Training Program

The proposed Enhanced Inclusive Instruction Training Program was developed from the major themes identified in
teachers’ lived experiences. It consists of five training modules focused on foundations of inclusive education and Universal
Design for Learning, differentiated instruction, inclusive classroom management, flexible assessment, and collaboration
with parents and support personnel. Each module was designed to respond to specific needs identified in the findings,
including limited training, difficulty differentiating instruction, classroom management concerns, assessment challenges,
and weak collaboration systems. The program was intended to strengthen teacher competence, confidence, classroom
management, inclusive assessment practices, and school-home collaboration. The program integrates Universal Design for
Learning with the actual experiences of teachers in inclusive classrooms. Its value lies in translating classroom-based
challenges into practical training content rather than relying only on theoretical assumptions. Consistent with Craig et al.
(2022), effective inclusive education training programs are strengthened when they are grounded in actual classroom
experiences and supported by practical instructional applications. Similarly, Crispel and Kasperski (2019) emphasized that
sustained professional development plays an important role in improving teachers’ preparedness and confidence in
implementing inclusive practices.

4. Conclusion & Recommendations

The study concluded that general education teachers handling learners with special educational needs in inclusive
classrooms relied largely on experiential knowledge, personal initiative, and adaptive strategies rather than formal
preparation. Their practices included differentiation, interest-based engagement, and peer-supported learning, which
showed responsiveness to learner diversity and alignment with Universal Design for Learning (UDL). However, the
findings also revealed a gap between inclusive education policy and classroom implementation, as teachers continued to
experience behavioral management difficulties, limited professional training, increased workload, weak parent
collaboration, and emotional strain. These realities indicate that inclusive teaching is both instructional and emotionally
demanding and that structured, context-responsive professional development is necessary to strengthen inclusive education
practices. The proposed Enhanced Inclusive Instruction Training Program provides a practical framework for translating
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teachers’ lived experiences into targeted support that can improve inclusive classroom implementation.

Schools should implement structured professional development programs grounded in inclusive education and Universal
Design for Learning (UDL), with emphasis on differentiated instruction, inclusive classroom management, flexible
assessment, and collaboration with parents and school support systems. School administrators should strengthen
coordination among general education teachers, guidance personnel, support staff, and parents to provide consistent
assistance for learners with special educational needs. Educational institutions should integrate inclusive education training
into teacher development initiatives so teachers are equipped with structured and evidence-informed instructional strategies
rather than relying only on experience-based practices. The proposed Enhanced Inclusive Instruction Training Program
may also be piloted and evaluated to determine its effectiveness in improving teacher competencies, classroom
management, instructional practices, and learner outcomes in inclusive settings. Future studies may examine the program’s
impact, use multiple data sources such as classroom observations, document analysis, and quantitative measures, include
broader school contexts and participant groups, and explore the perspectives of learners, parents, school administrators,
and special education specialists.

The study was limited to the lived experiences of twelve general education teachers from selected public and private schools
in San Jose del Monte, Bulacan; therefore, the findings may not fully represent inclusive education practices in other school
settings or regions. The data were based on semi-structured interviews and participants’ self-reported experiences, without
additional validation from classroom observations or document analysis. The study also focused only on general education
teachers, so the perspectives of learners, parents, administrators, and support personnel were not included. Despite these
limitations, the study provided contextually grounded insights into inclusive classroom practices and offered a basis for
developing responsive and practice-oriented interventions in inclusive education.
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