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ABSTRACT 

 

Inclusive education has become a key priority in educational reform, 
promoting equitable access, participation, and learning opportunities 
for students with diverse educational needs. In the Philippines, national 
policies such as Republic Act No. 11650 mandate the provision of ap-
propriate educational programs and support services for learners with 
disabilities within inclusive learning environments. This study assessed 
the perceptions and instructional practices of Special Education and 
General Education teachers regarding inclusive education in selected 
secondary schools in the Division of Naga City, Cebu, and examined the 
relationship between teachers’ attitudes and their competence in im-
plementing inclusive practices. A quantitative descriptive–correla-
tional research design was employed involving 20 teachers, comprising 
10 Special Education and 10 General Education teachers. Data were 
gathered using adapted versions of the Multidimensional Attitudes to-
ward Inclusive Education Scale (MATIES) and the Teacher Efficacy for 
Inclusive Practices (TEIP) Scale. Descriptive statistics and Pearson cor-
relation analysis were used to analyze the data. Findings revealed that 
both Special Education and General Education teachers demonstrated 
moderately positive attitudes toward inclusive education (Special Edu-
cation mean = 3.13$; General Education mean = 3.11$). Teachers also 
reported moderately high competence in inclusive teaching practices, 
including knowledge of inclusive strategies (Special Education mean = 
3.46$; General Education mean = 3.38$), instructional skills for diverse 
learners (Special Education mean = 3.03$; General Education mean = 
3.10$), and classroom management and assessment strategies (Special 
Education mean = 3.00$; General Education mean = 3.10$). Significant 
positive relationships were found between teachers’ attitudes and their 
knowledge of inclusive practices ($r = 0.86$), instructional skills ($r = 
0.88$), and classroom management strategies ($r = 0.95$). The findings 
suggest that while inclusive education practices are increasingly evi-
dent in secondary schools through differentiated instruction, collabo-
rative teaching, and supportive classroom environments, challenges re-
main in specialized training, assessment adaptation, and disability-spe-
cific instructional competencies. Based on these results, a strategic 
training program was developed to strengthen teachers’ preparedness, 
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enhance inclusive instructional competencies, and promote collabora-
tive support mechanisms. The expected outcome of the program is the 
development of a more competent, confident, and inclusive teaching 
workforce capable of effectively supporting learners with diverse edu-
cational needs in mainstream secondary classrooms. 
 
Keywords: Differentiated instruction, Inclusive education, Instructional 

competence, Professional development, Teacher  
attitudes 

 

Introduction 
Inclusive education has emerged as a cen-

tral global priority in the 21st century, 
grounded in the commitment to uphold every 
learner’s right to quality, equitable, and acces-
sible education. International frameworks 
such as the UN Convention on the Rights of Per-
sons with Disabilities (UNCRPD) and Sustaina-
ble Development Goal 4 (SDG 4) call on educa-
tion systems to remove barriers and respond 
to learner diversity through inclusive, flexible, 
and learner-centered approaches (UNESCO, 
2020). Globally, recent policy and research em-
phasize that inclusive education can only be 
fully realized when teachers are empowered as 
agents of change who possess the values, 
knowledge, and skills needed to support all 
learners in regular classrooms (Dignath et al, 
2022; Sasikala, 2023). 

In the Philippines, this global mandate is 
reflected in a series of policy reforms. Republic 
Act No. 11650, or the Inclusive Education Act 
of 2022, institutionalizes the right of learners 
with disabilities to be educated alongside their 
peers in regular schools and mandates the es-
tablishment of Inclusive Learning Resource 
Centers nationwide. The Department of Educa-
tion (DepEd) further reinforces this commit-
ment through the Basic Education Develop-
ment Plan (BEDP, 2030) and the MATATAG 
Curriculum, both of which highlight inclusive 
education and learner well-being as core prin-
ciples of basic education reform (DepEd, 2023; 
DepEd, 2024). These policies underscore that 
inclusion is not merely a special program but a 
guiding framework for the entire basic educa-
tion system. 

Teachers, however, are the key actors in 
translating inclusive policies into classroom re-
alities. Research consistently shows that teach-
ers’ perceptions and attitudes toward inclusion 
whether positive, neutral, or resistant directly 

influence how they design learning experi-
ences, differentiate instruction, manage di-
verse classrooms, collaborate with families 
and specialists, and assess learners with disa-
bilities (Sharma & Sokal, 2016; Yada, 2022; 
Lindner, 2023). While many teachers endorse 
the ideals of inclusion, they often report feeling 
underprepared because of limited training, 
large class sizes, inadequate resources, and 
competing instructional demands (Monteiro et 
al., 2019; Alassaf, 2025). Competence in areas 
such as instructional adaptation, classroom 
and behavior management, assessment modi-
fication, collaboration, and the use of assistive 
technologies is therefore critical to making in-
clusion effective in practice. 

Philippine studies mirror these global pat-
terns. Recent investigations reveal that Filipino 
teachers generally express support for inclu-
sive education but face persistent challenges 
related to pedagogical knowledge, classroom 
environment adaptations, and sustained pro-
fessional development opportunities (Maca-
binta, 2025). Research conducted in Cebu and 
neighboring divisions has documented varying 
levels of teachers’ preparedness, acceptance, 
and readiness to receive learners with special 
educational needs, highlighting the need for 
contextualized, evidence-based training that 
directly addresses their classroom realities 
(Jugan et al., 2024; Moon, 2023; Macabinta, 
2025). 

In Naga City, Cebu, the integration of learn-
ers with disabilities into public secondary 
schools reflects both noteworthy progress and 
ongoing constraints. Schools are expected to 
align with national directives such as RA 11650 
and the MATATAG Curriculum, yet they lived 
experiences of both Special Education (SPED) 
and General Education teachers remain insuf-
ficiently explored. Understanding their percep-
tions of inclusive education and examining 
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their actual instructional practices is crucial, as 
these directly shape learners’ academic out-
comes, classroom participation, and socio-
emotional well-being. Guided by these consid-
erations, this study aims to determine and an-
alyze teachers’ perceptions and instructional 
practices toward inclusive education in order 
to identify strengths, gaps, and training needs 
that will serve as the basis for developing a 
strategic training program to enhance their 
competence in implementing inclusive educa-
tion. 
 

Methodology 
Study Area 

The study was conducted in selected sec-
ondary schools in the Division of City of Naga, 
Cebu, where inclusive education programs 
have already been implemented. These schools 
provide educational services to learners with 
diverse needs, including students with disabil-
ities and those experiencing learning difficul-
ties. Both Special Education teachers and Gen-
eral Education teachers in these schools collab-
orate in implementing inclusive education 
practices. 

The school environment enhanced the eco-
logical validity of the study because the re-
spondents were actively engaged in teaching 
learners with diverse educational needs. The 
school setting therefore provided a realistic 
context in which teachers’ perspectives, in-
structional practices, and perceived compe-
tence in inclusive education could be meaning-
fully investigated. 
 
Research Design  

The study employed a quantitative descrip-
tive correlational research design to examine 
the attitudes and competence of Special Educa-
tion (SPED) and General Education teachers to-
ward inclusive education and to determine the 
relationship between these variables. A de-
scriptive correlational design is appropriate 
when the objective of the research is to system-
atically describe existing conditions and exam-
ine the statistical relationships among varia-
bles without manipulating them.  

In this study, the descriptive component 
was used to determine the level of teachers’ at-
titudes toward inclusive education and their 
perceived competence in implementing 

inclusive practices. Meanwhile, the correla-
tional component examined whether a statisti-
cally significant relationship exists between 
teachers’ attitudes and their competence in in-
clusive teaching. This design was considered 
appropriate because the study aimed to under-
stand how teachers’ perceptions toward inclu-
sive education may relate to their self-efficacy 
and professional capabilities in inclusive class-
room environments. Such a design allows the 
researcher to measure naturally occurring per-
ceptions and behaviors within real educational 
settings while identifying potential associa-
tions between constructs (Creswell & Creswell, 
2018). 

 
Respondents and Sampling Procedures 

A purposive sampling technique was em-
ployed in selecting participants. Purposive 
sampling is a non-probability sampling method 
that allows the researcher to deliberately se-
lect individuals who possess characteristics 
relevant to the objectives of the study (Etikan 
et al., 2016; Palinkas et al., 2015). 

The inclusion criteria required that partici-
pants must (1) be currently teaching in second-
ary schools within the Division of the City of 
Naga, Cebu; (2) have experience teaching 
learners with diverse educational needs; and 
(3) be actively involved in inclusive education 
practices. The respondents consisted of all ten 
(10) Special Education (SPED) teachers as-
signed to the division and ten (10) General Ed-
ucation teachers who were handling inclusive 
classes, resulting in a total sample of twenty 
(20) participants. 

Given the limited number of Special Educa-
tion teachers assigned to inclusive education 
programs within the division, a total enumera-
tion approach was adopted for the Special Ed-
ucation group. Total enumeration is appropri-
ate when the target population is small and 
when obtaining information from all available 
members increases the comprehensiveness of 
the data collected (Etikan et al., 2016). To pro-
vide a basis for comparison, ten General Edu-
cation teachers involved in inclusive classroom 
implementation were purposively selected. 

Although the sample size was relatively 
small (N = 20), it represented a substantial pro-
portion of teachers directly involved in inclu-
sive education within the participating schools. 
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The study was designed primarily to provide 
contextual insights into the implementation of 
inclusive education within the Division of the 
City of Naga. Nevertheless, the relatively small 
sample size may limit the statistical power of 
the Pearson correlation analysis and the gener-
alizability of the findings. Therefore, the results 
should be interpreted cautiously and should 
not be generalized beyond similar educational 
contexts without further validation through 
larger-scale studies. 
 
Research Instrument 

Two validated survey instruments were 
utilized to measure the key variables of the 
study: teachers' attitudes toward inclusive ed-
ucation and their competence in implementing 
inclusive practices. Teachers' attitudes toward 
inclusive education were assessed using an 
adapted version of the Multidimensional Atti-
tudes Toward Inclusive Education Scale (MAT-
IES) developed by Mahat (2008). The instru-
ment measures three dimensions of attitudes 
toward inclusion: affective, cognitive, and be-
havioral components. For this study, fourteen 
(14) items were retained from the original in-
strument. Minor adaptations were made to im-
prove contextual relevance and readability for 
Filipino secondary school teachers. Specifi-
cally, selected terms and statements were sim-
plified, educational terminologies were local-
ized to align with Philippine inclusive educa-
tion policies, and examples relevant to the local 
school setting were incorporated without al-
tering the underlying constructs being meas-
ured. 

Teachers' competence in implementing in-
clusive education was measured using an 
adapted version of the Teacher Efficacy for In-
clusive Practices (TEIP) Scale developed by 
Sharma and Sokal (2016). The instrument as-
sesses teachers' self-efficacy across three do-
mains: inclusive instructional strategies, class-
room management, and collaboration with col-
leagues and specialists. Eighteen (18) items 
were selected and adapted to reflect the reali-
ties of inclusive education implementation in 
Philippine secondary schools. Adaptations pri-
marily involved simplifying language, contex-
tualizing examples, and aligning selected state-
ments with current Department of Education 
policies on inclusive education. 

Prior to data collection, both instruments 
underwent content validation by three experts 
in special education and educational research 
to ensure clarity, relevance, and contextual ap-
propriateness. Feedback from the validators 
resulted in minor revisions in wording while 
preserving the original constructs of the in-
struments. 

The internal consistency of the adapted in-
struments was assessed using Cronbach's al-
pha coefficient. The adapted MATIES obtained 
a Cronbach's alpha coefficient of α = 0.87, while 
the adapted TEIP obtained a Cronbach's alpha 
coefficient of α = 0.91, indicating acceptable to 
high internal consistency for use in the present 
study. 

 
Data Collection Procedure 

The data collection process followed sys-
tematic and ethical procedures. Prior to the ad-
ministration of the survey instruments, formal 
approval was obtained from the Schools Divi-
sion Superintendent of the City of Naga, Cebu, 
as well as from the principals of the participat-
ing secondary schools. Letters of permission 
were submitted explaining the purpose of the 
study, its significance, and the ethical safe-
guards implemented during the research pro-
cess. 

After obtaining the necessary approvals, 
the researcher coordinated with school admin-
istrators to identify teachers who met the in-
clusion criteria. The selected teachers were in-
formed about the objectives of the study and 
were assured that their participation would be 
voluntary and that their responses would be 
treated with strict confidentiality. Written in-
formed consent was obtained before the ad-
ministration of the questionnaires. 

The MATIES and TEIP instruments were 
distributed either in printed form or through 
secure digital platforms, depending on the 
preference of the participating schools. Re-
spondents were given sufficient time to com-
plete the questionnaires at their convenience. 
The researcher remained available to clarify 
instructions but refrained from influencing the 
responses to minimize response bias (Creswell 
& Creswell, 2018). Upon completion, the ques-
tionnaires were retrieved and checked for 
completeness before encoding the data into 
statistical software for analysis. 
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Data Analysis 
Both descriptive and inferential statistical 

techniques were employed to analyze the data. 
Descriptive statistics were used to summarize 
respondents' demographic characteristics, in-
cluding age, gender, educational attainment, 
teaching experience, and participation in inclu-
sive education training. Frequencies and per-
centages were computed for categorical varia-
bles, while means and standard deviations 
were calculated to describe teachers' attitudes 
and competence levels. 

Instrument reliability was evaluated using 
Cronbach's alpha coefficient to determine the 
internal consistency of the adapted MATIES 
and TEIP instruments. The obtained reliability 
coefficients were interpreted using established 
guidelines, where values of 0.70 or higher indi-
cate acceptable reliability and values above 
0.80 indicate good internal consistency 
(Tavakol & Dennick, 2011). Responses were 
measured using a five-point Likert scale rang-
ing from 1 (Strongly Disagree) to 5 (Strongly 
Agree). Mean scores were interpreted as fol-
lows: 4.50–5.00 (Very High), 3.50–4.49 (High), 
2.50–3.49 (Moderate), 1.50–2.49 (Low), and 
1.00–1.49 (Very Low). 

To determine the relationship between 
teachers' attitudes toward inclusive education 
and their competence in implementing inclu-
sive practices, Pearson Product–Moment Cor-
relation Coefficient (r) was employed. Statisti-
cal significance was evaluated at the 0.05 level. 
In reporting the results, Pearson correlation 
coefficients were presented as r values, while 
coefficients of determination were reported as 
R² values to maintain consistency with ac-
cepted statistical reporting conventions. 
 

Result and Discussion 
Profile of the Respondents 

Age. The age profile of the respondents re-
vealed a notable descriptive difference be-
tween Special Education (SPED) teachers and 
General Education teachers handling inclusive 
classes. The majority of Special Education 
teachers were within the 31–40 age bracket 
(50%), followed by those aged 41 years and 
above (40%). In contrast, all General Education 
teachers assigned to inclusive classrooms were 
below 30 years old (100%). These results indi-
cate that Special Education teachers in the 

Division of Naga City tend to be older and have 
longer professional experience than their Gen-
eral Education counterparts. 

It should be noted, however, that the age 
distributions were analyzed using descriptive 
statistics only. No inferential statistical test 
was conducted to determine whether the ob-
served difference between the two groups was 
statistically significant. Therefore, the findings 
should be interpreted as descriptive patterns 
rather than evidence of statistically significant 
group differences. 

The observed age profile may suggest that 
SPED positions are often occupied by more ex-
perienced teachers who have acquired special-
ized training and classroom expertise over 
time. Florian and Spratt (2013) reported that 
teachers with greater professional experience 
often demonstrate stronger instructional con-
fidence and adaptability when working with 
diverse learners. Similarly, Florian and Black-
Hawkins (2011) emphasized that experienced 
teachers develop professional judgment and 
problem-solving skills that support the imple-
mentation of inclusive pedagogical practices. 
Nevertheless, younger General Education 
teachers may also contribute positively to in-
clusive education through their openness to in-
novation, technology integration, and contem-
porary teaching approaches. 

Gender. Among SPED teachers, 80% are fe-
male while only 20% are male, and a similar 
pattern appears among General Education 
teachers, with 90% female and 10% male. The 
findings descriptively show that teaching posi-
tions in both SPED and General Education re-
main predominantly occupied by female teach-
ers. According to UNESCO (2021), caregiving-
oriented fields such as early childhood and spe-
cial education tend to attract more women due 
to societal expectations associating women 
with nurturing and relational roles. Research 
further suggests that female teachers often 
demonstrate higher levels of empathy, pa-
tience, and emotional sensitivity, traits that 
contribute positively to handling learners with 
special needs (Sharma et al., 2021). Because 
SPED is largely staffed by women, female 
teachers frequently acquire more hands-on ex-
perience in individualized instruction, behav-
ior management, and inclusive practices, 
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increasing their competencies in supporting 
students with disabilities (Sharma et al., 2021). 

While male teachers are fewer in number, 
their presence in SPED remains valuable. Stud-
ies have shown that male educators can serve 
as important role models, particularly for 
learners especially boys who exhibit behav-
ioral or emotional challenges, and a more gen-
der-balanced teaching workforce can contrib-
ute to diverse perspectives and stronger class-
room dynamics (Florian and Spratt, 2013). The 
results of this study are consistent with related 
research in the Philippines, where more than 
80% of the basic education teaching force is fe-
male (DepEd, 2020), as well as international 
studies that similarly report female dominance 
in SPED professions (Florian and Spratt, 2013). 
Moreover, Sharma et al., (2021) found that fe-
male teachers often hold more positive atti-
tudes toward inclusive education, which is 
closely linked to competence and willingness 
to teach students with disabilities. Overall, the 
gender profile of the respondents underscores 
the importance of supporting both male and fe-
male teachers in developing inclusive compe-
tencies. It also highlights the need to encourage 
greater male engagement in SPED to promote 
diversity and strengthen the professional land-
scape for teaching learners with special needs. 

Educational Attainment. The result of the 
study show that a majority of the Special Edu-
cation (SPED) teachers (80%) had earned units 
in a master’s degree, while only 20% were 
bachelor’s degree holders. In contrast, among 
General Education teachers, 60% had earned 
master’s units, 30% had completed a full mas-
ter’s degree, and 10% had earned doctoral 
units. Descriptive results of this study indicate 
that General Education teachers reported a 
slightly higher level of completed graduate ed-
ucation than SPED teachers. However, no sta-
tistical test was conducted to determine 
whether these differences were significant. De-
spite this, the high proportion of SPED teachers 
pursuing graduate studies (80%) implies a 
strong commitment to professional develop-
ment, which is essential when working with 
learners with diverse needs. 

Higher educational attainment has been 
consistently linked to increased teacher com-
petence, particularly in areas requiring special-
ized skills such as managing students with 

disabilities. According to Darling-Hammond 
(2017), advanced degrees often enhance 
teachers’ instructional decision-making, reflec-
tive practice, and adaptability in complex class-
room environments. In special education, addi-
tional training is even more critical, as it equips 
teachers with evidence-based strategies in be-
havior management, differentiated instruction, 
and individualized education planning (Florian 
and Spratt, 2013). Thus, SPED teachers with 
graduate-level training, even if still in-pro-
gress, are likely to demonstrate more confi-
dence and proficiency in handling behavioral 
and learning difficulties. 

Comparatively, several related studies sup-
port the finding that teachers with higher edu-
cational attainment generally exhibit stronger 
competencies in inclusive or special education 
settings. Teachers with graduate degrees dis-
played more positive attitudes and higher self-
efficacy in managing students with disabilities. 
Postgraduate training significantly improves 
teachers’ readiness and behavioral manage-
ment skills in inclusive classrooms (Sharma et 
al., 2021). In the local context, research by 
Rogayan Jr et al. (2022) in the Philippines 
found that teachers who pursued continuing 
education were more competent in adapting 
instruction and managing challenging behav-
iors among special learners. 

The educational profile of the respondents 
implies further that although General Educa-
tion teachers had more completed graduate 
degrees, SPED teachers were also actively en-
gaged in advanced studies, which likely con-
tributes to their competencies and profes-
sional behavior when handling special stu-
dents. Continuous graduate education remains 
a crucial factor in improving teacher perfor-
mance, particularly in specialized and demand-
ing fields such as special education. 

Length of Service. The study shows 10% 
of the respondents have less than five years of 
teaching experience, while a significant major-
ity of 90% have served for more than five 
years. In contrast, among general education 
teachers, 60% have less than five years of ex-
perience, and 40% have more than five years. 
The descriptive findings indicate that SPED 
teachers generally reported longer teaching 
experience than General Education teachers. 
Experience in special education is generally 
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associated with improved classroom manage-
ment, enhanced pedagogical strategies, and a 
deeper understanding of individualized in-
struction, which are critical for effectively han-
dling students with special needs. Research in-
dicates that teaching experience contributes to 
the development of teachers’ self-efficacy, con-
fidence, and instructional skills when working 
with diverse learners (Zee & Koomen, 2016). 
As teachers accumulate years of practice, they 
often gain practical knowledge that enhances 
their ability to manage inclusive classrooms 
and implement differentiated instruction (Po-
dolsky et al., 2019). However, years of service 
alone do not necessarily guarantee higher com-
petence. Studies emphasize that the quality of 
teacher preparation, ongoing professional de-
velopment, and institutional support systems 
significantly influence teachers’ effectiveness 
in inclusive education (Zhou et al., 2023). Con-
sequently, continuous professional develop-
ment and access to structured training pro-
grams are essential to strengthen teachers’ 
pedagogical competencies and ensure effective 
instruction for learners with special needs. 

In this study, the length of service of the re-
spondents suggests potential strength in expe-
rience; however, to ensure high competence in 
special education, it is essential to complement 
experience with training, adaptive practices, 
and ongoing support, as experience alone may 
not fully reflect a teacher’s ability to meet the 
complex needs of learners with disabilities. 

Number of Inclusive Education trainings 
attended. The data reveal that the majority of 
both Special Education (SPED) and General Ed-
ucation teachers had attended fewer than five 
trainings related to inclusive education, with 
80% of SPED teachers and 70% of General Ed-
ucation teachers falling within this category. 
Only a small proportion of SPED teachers 
(10%) had participated in more than five train-
ing sessions, while none of the General Educa-
tion teachers had comparable extensive train-
ing. Notably, 10% of SPED teachers and a sig-
nificantly larger proportion of General Educa-
tion teachers (30%) reported having no train-
ing at all. Descriptive results show that SPED 
teachers generally attended more inclusive ed-
ucation trainings than General Education 
teachers. However, the study did not examine 

whether the observed differences were statis-
tically significant. 

Training in inclusive education has consist-
ently been linked to more positive attitudes 
and stronger competencies among teachers. 
Studies such as Florian and Spratt (2013) 
found that educators who participated in more 
training sessions demonstrated increased self-
efficacy and more favorable attitudes toward 
accommodating learners with special needs. 
This aligns with the current findings, wherein 
the limited number of trainings, especially 
among General Education teachers, may lead to 
lower preparedness and potentially fewer pos-
itive attitudes toward inclusion. Similarly, Gü-
lsün et al. (2023) emphasized that teachers’ 
competence in implementing inclusive prac-
tices improves significantly with sustained 
professional development, suggesting that the 
respondents with fewer than five trainings 
may still be in the early stages of skill develop-
ment. 

The findings further indicate that teachers 
who attended more than five trainings though 
only represented by a small percentage of 
SPED teachers are likely to possess stronger 
competencies, particularly in instructional ad-
aptation, behavior management, and individu-
alized support. This supports the conclusions 
of Florian & Spratt (2013), who reported that 
extended training exposure fosters greater 
confidence and more effective inclusive teach-
ing strategies. Conversely, the notable propor-
tion of untrained General Education teachers 
underscores a critical gap, as their lack of expo-
sure may negatively influence their attitudes, 
resulting in hesitance or discomfort in han-
dling students with special needs. 

Teacher’s attitudes toward inclusive ed-
ucation. The findings of this study provide val-
uable insights into how secondary schools in 
the Division of Naga City are responding to the 
mandates of DepEd Order No. 44, s. 2021 (De-
pEd, 2021), which requires schools to provide 
accessible and inclusive learning environ-
ments for learners with disabilities through 
competent teachers, appropriate instructional 
strategies, and collaborative support systems. 

The results revealed that both Special Edu-
cation (SPED) and General Education teachers 
demonstrated moderately positive attitudes  
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toward inclusive education, with mean scores 
of 3.13$ and 3.11$ respectively. These findings 
suggest that teachers generally support the 
philosophy of inclusion, which is consistent 
with the policy directive that promotes the in-
tegration of learners with disabilities into reg-
ular classrooms whenever feasible. Teachers’ 
recognition that inclusive settings enhance so-
cial interaction, communication, and emotional 
development among learners reflects the 
broader goals of inclusive education articu-
lated in the policy guidelines. This finding sup-
ports earlier research by Florian & Spratt, 
(2013) which found that teachers often recog-
nize the social benefits of inclusion even when 
they hold reservations about its academic or 
logistical feasibility. This reinforces Mahat’s 
(2008) findings using the same MATIES scale, 
where teachers tended to value the social di-
mension of inclusion. 

However, despite these positive percep-
tions, teachers reported moderate levels of 
confidence in their ability to implement inclu-
sive practices, particularly in areas such as as-
sessment adaptation, behavioral management, 
and referral procedures. This finding indicates 
that while schools are making progress in em-
bracing the principles of inclusion, there re-
main gaps in teacher preparedness that may af-
fect the full implementation of the policy. De-
pEd Order 44 emphasizes the need for contin-
uous capacity-building programs for teachers, 
and the limited number of inclusive education 
trainings reported by respondents highlights 
an area where further institutional support is 
necessary. 

 
Teachers’ Competence in Implementing In-
clusive Education 

Knowledge of Teachers on inclusive 
teaching practices. The results showed that 
both SPED and General Education teachers 
demonstrated moderately high knowledge of 
inclusive teaching practices, with mean scores 
of 3.46$ and 3.38$ respectively. These findings 
suggest that teachers frequently apply inclu-
sive instructional strategies such as the use of 
visual aids, step by step instructions, task mod-
ification, and peer assisted learning. These 
strategies are essential components of inclu-
sive pedagogy, which emphasizes adapting in-
struction to ensure that all learners 

particularly those with disabilities can partici-
pate meaningfully in classroom activities (Flo-
rian & Black-Hawkins, 2021). 

These practices represent essential ele-
ments of inclusive pedagogy, which empha-
sizes adapting instruction to accommodate di-
verse learning needs. Teachers’ ability to mod-
ify lessons and provide flexible learning oppor-
tunities indicates that inclusive instructional 
practices are already being integrated into 
classroom teaching within the Division of Naga 
City. 

However, teachers reported slightly lower 
confidence in implementing strategies that re-
quire specialized expertise, such as individual-
ized learning plans, disability specific instruc-
tional interventions, and assistive technolo-
gies. This finding suggests that while teachers 
possess foundational knowledge of inclusive 
teaching, additional professional training is 
needed to strengthen their capacity to support 
learners with more complex needs. 

Instructional skills for diverse learners. 
The findings of the study revealed that both 
Special Education (SPED) and General Educa-
tion teachers in the City of Naga, Department of 
Education division, demonstrate moderately 
high instructional skills in addressing the 
needs of diverse learners, with mean scores of 
3.03 and 3.10 respectively. Although SPED 
teachers are expected to have a stronger back-
ground in handling learners with disabilities, 
the results interestingly show that General Ed-
ucation teachers report slightly higher overall 
competence. Both groups exhibit strong skills 
in essential inclusive practices such as adjust-
ing lessons to meet diverse needs, managing 
classroom behavior, collaborating with sup-
port staff, utilizing available or improvised ma-
terials, and creating welcoming classroom en-
vironments. These competencies indicate that 
teachers are generally capable of fostering in-
clusive learning spaces and adapting instruc-
tion to support a range of learner abilities. 

The moderate mean scores indicate that 
teachers are developing the skills necessary for 
inclusive classrooms but require further sup-
port, particularly in specialized areas such as 
functional behavior assessment, disability-spe-
cific pedagogy, and understanding of referral 
procedures. The slight edge in competency 
among General Education teachers further 
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suggests an increasing readiness to take part in 
inclusive education initiatives, which echoes 
similar findings from national and interna-
tional studies. Studies by Florian & Black-Haw-
kins (2021) in the Philippines, and Sharma et 
al. (2021) internationally confirm that teachers 
often feel confident in general inclusive strate-
gies but still require targeted professional de-
velopment to handle disability-specific chal-
lenges effectively. 
 
Use of Classroom Management and Assess-
ment Strategies Appropriate for Inclusive 
Settings 

The result indicates that both Special Edu-
cation (SPED) and General Education teachers 
in the City of Naga Division demonstrate mod-
erately high self-rated competence in applying 
classroom management and assessment strat-
egies appropriate for inclusive settings, with 
overall mean scores of 3.0$ and 3.1$ respec-
tively. These results suggest that teachers gen-
erally feel capable of employing varied assess-
ment methods, managing classroom behavior, 
supporting diverse learners, and collaborating 
with families and other professionals. Notably, 
General Education teachers rated themselves 
slightly higher in most items, including provid-
ing alternate explanations, gauging student 
comprehension, and engaging parents imply-
ing a growing readiness among them to partic-
ipate actively in inclusive education initiatives.  

However, slightly lower ratings in areas 
such as adapting assessments for students with 
disabilities and managing physically aggres-
sive behaviors indicate that both groups may 
still require targeted professional develop-
ment. These findings align with the work of 
Florian & Spratt (2013), who emphasized that 
teachers often feel more confident with general 
pedagogical strategies than with specialized 
tasks required for inclusion.  

Similarly, studies by Florian & Black-Haw-
kins (2021) found that while teachers show 
positive attitudes toward inclusion, gaps re-
main in specific competencies such as individ-
ualized assessment adaptations and behavior 
management for students with complex needs. 
Overall, the results show that the City of Naga 
teachers possess foundational readiness for in-
clusive classrooms, but continuous capacity-

building is essential to ensure they can fully 
support learners with special needs. 
 
Significant Relationship Between the 
Teacher’s Attitudes and Their Level if Com-
petence in Inclusive Education 

Relationship between teachers’ attitude 
and knowledge towards inclusive learning. 
In this study there is a strong positive relation-
ship between teachers’ attitudes and their 
knowledge of inclusive learning in the Division 
of Naga City. The regression equation y = 
1.555x – 1.03 and the coefficient of determina-
tion R² = 0.7452$ indicate that approximately 
74.52% of the variance in teachers’ knowledge 
can be explained by their attitudes toward in-
clusion. Converting this to a Pearson correla-

tion coefficient yields r ≈ 0.86$, which reflects 
a strong positive correlation. This means that 
teachers who display more positive attitudes 
toward inclusive education also tend to have 
higher levels of knowledge about inclusive in-
structional strategies, assessment modifica-
tions, and behavioral support practices. How-
ever, teachers with less favorable attitudes to-
ward inclusion possess comparatively lower 
knowledge about handling diverse learners. 
This pattern emphasizes that teachers’ belief 
systems significantly influence their profes-
sional competence and willingness to apply in-
clusive teaching practices. 

The implications of this relationship are 
substantial for teacher competence and pre-
paredness. A strong positive attitude enhances 
teachers’ openness to professional learning, 
their confidence in addressing diverse learner 
needs, and their willingness to implement dif-
ferentiated strategies all of which are essential 
in inclusive classrooms. This aligns with the 
findings of Galaterou & Antoniou (2017), who 
reported that positive teacher attitudes are 
linked to greater acceptance and effective im-
plementation of inclusive practices. Similarly, 
Florian & Spratt (2013) stressed that teacher 
attitudes heavily influence their self-efficacy 
and readiness to engage in inclusive education, 
suggesting that more positive attitudes lead to 
stronger instructional competence and class-
room preparedness. Local studies in the Philip-
pine context, such as those by Brown (2025) 
also support these findings by showing that  
 



MB Agunod , 2026 / Teachers’ Perceptions and Instructional Practices toward Inclusive Education 
 

    
IJMABER 2832 Volume 7 | Number 7 | July | 2026 

teachers with favorable attitudes tend to 
demonstrate higher levels of knowledge and 
more effective inclusive teaching behaviors. 

Furthermore, the strong correlation ob-
served in this figure highlights the essential 
role of teacher attitudes in shaping their 
knowledge and instructional capacity in inclu-
sive education. It suggests that strengthening 
teachers’ attitudes through professional devel-
opment, administrative support, and exposure 
to inclusive practices can directly enhance 
their readiness and competence to teach learn-
ers with special needs. This relationship un-
derscores the importance of prioritizing 
teacher mindset in policy-making and training 
initiatives aimed at improving inclusive educa-
tion in the Division of Naga City. 

Relationship between teachers’ attitude 
and its instructional skill towards inclusive 
learning. The upward-sloping trend line, along 
with an R² value of 0.7669$, suggests a strong 
positive relationship between the two varia-
bles. This means that as teachers demonstrate 
more positive attitudes toward inclusion, their 
instructional skills such as adapting lessons, 
modifying activities, and managing diverse 
learners also tend to increase. The regression 
equation (y = 1.55x – 1.0567) further indicates 
that improvements in instructional skill are as-
sociated with meaningful increases in teachers’ 
attitudes toward inclusive practices. In practi-
cal terms, teachers who believe in the benefits 
and feasibility of inclusion are more likely to 
invest the effort needed to refine skillful strat-
egies for teaching learners with special needs. 
This finding aligns with several studies. For ex-
ample, Galaterou & Antoniou (2017) empha-
size that positive teacher attitudes significantly 
predict the effective use of instructional strate-
gies in inclusive settings. Similarly, Florian & 
Spratt (2013) found that teachers with favora-
ble perceptions of inclusion tend to exhibit 
stronger competencies in differentiating in-
struction and managing students with disabili-
ties. Moreover, Philippine-based research 
(Rogayan Jr et al. 2022) reports that attitudes 
influence willingness to implement accommo-
dations, particularly in public-school settings 
where resources may be limited. The similarity 
across these studies suggests that attitude 
serves as a foundational factor from which in-
structional capability grows. 

The implications of this relationship are 
substantial for teacher competency develop-
ment. A strong positive correlation indicates 
that improving teachers’ attitudes through 
professional development, exposure to suc-
cessful inclusion models, and supportive 
school leadership can simultaneously 
strengthen their instructional practices. This 
means that competence in inclusive pedagogy 
is not solely technical but also shaped by be-
liefs, openness, and commitment. For the City 
of Naga Division, this highlights the importance 
of continuous trainings, mentoring, and inclu-
sive school culture to sustain both attitude im-
provement and instructional enhancement. 
When teachers hold positive attitudes, they be-
come more prepared, more confident, and 
more capable of addressing the learning needs 
of diverse students, ultimately contributing to 
a more effective and equitable inclusive educa-
tion program. 

Relationship between teachers’ attitude 
and the use of classroom management to-
wards inclusive learning. The result of the 
study illustrated a strong positive relationship 
between teachers’ attitude toward inclusive 
learning and their use of classroom manage-
ment strategies in the City of Naga Division, 
Cebu. The Pearson correlation represented by 
R² = 0.8985$ indicates that approximately 90% 
of the variance in teachers’ attitudes can be ex-
plained by their classroom management prac-
tices. The slope (y = 1.0929x) further shows 
that as teachers’ effective classroom manage-
ment increases, their attitude toward inclusive 
education improves correspondingly. This sug-
gests that teachers who feel confident in organ-
izing the learning environment, addressing be-
havioral concerns, and implementing struc-
tured routines tend to view inclusive education 
more favorably. When educators feel equipped 
to handle diverse learners through appropriate 
strategies such as differentiated behavior sup-
ports, clear routines, and adaptive instruc-
tional techniques their attitudes become more 
positive, reflecting greater openness and moti-
vation to implement inclusive practices. 

The results imply that strengthening class-
room management skills is a key component in 
enhancing teachers’ overall competencies to-
ward inclusive learning. Teachers who lack 
training or confidence in managing diverse 
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classrooms may develop less favorable atti-
tudes, affecting their willingness to accommo-
date learners with disabilities. This aligns with 
the findings of Florian & Spratt (2013) who em-
phasized that teachers with higher classroom 
efficacy and behavior-management skills 
demonstrate more positive attitudes toward 
inclusion. Similarly, a study by Mohamed 
Emam and Al-Mahdy (2020) found that effec-
tive classroom management reduced teachers’ 
stress and improved their perceptions of inclu-
sive settings. In the Philippine context, re-
search by Rogayan Jr et al., (2022) highlighted 
that teacher with strong behavioral and in-
structional management strategies were more 
prepared and more accepting of inclusive edu-
cation reforms. Overall, the strong correlation 
seen in the City of Naga indicates that develop-
ing teachers’ classroom management compe-
tencies through targeted professional develop-
ment can significantly enhance their readiness 
and positive disposition toward inclusive 
learning environments. 
 

Conclusion 
Based on the findings of this study, it can be 

concluded that secondary schools in the Divi-
sion of Naga City demonstrate partial align-
ment with the policy provisions of DepEd Or-
der No. 44, s. 2021 on the provision of educa-
tional programs and services for learners with 
disabilities. 

Teachers generally exhibit moderately pos-
itive attitudes toward inclusive education and 
moderate to high levels of competence in im-
plementing inclusive instructional practices, 
indicating that the fundamental principles of 
inclusive education are already recognized and 
practiced within the schools. The presence of 
differentiated instructional strategies, collabo-
rative practices among teachers, and support-
ive classroom environments reflects progress 
toward the policy’s goal of ensuring equitable 
access to education for learners with disabili-
ties. 

However, the findings also reveal several 
areas where policy implementation remains 
incomplete. Teachers reported limited partici-
pation in specialized inclusive education train-
ing and expressed lower confidence in areas 
such as disability-specific assessment, behav-
ioral intervention, and referral procedures. 

These gaps suggest that although inclusive ed-
ucation is being practiced, schools may still re-
quire stronger institutional support systems to 
fully meet the standards outlined in the policy 
guidelines. 

The strong positive relationship identified 
between teachers’ attitudes and their compe-
tence further emphasizes that improving 
teacher capacity through sustained profes-
sional development can significantly enhance 
the effectiveness of inclusive education pro-
grams. Strengthening teachers’ knowledge, in-
structional skills, and classroom management 
strategies will not only improve their profes-
sional competence but also reinforce positive 
attitudes toward inclusion. 
 

Recommendations 
Based on the findings of the study, the fol-

lowing recommendations are proposed: 
1. Strengthen Continuous Professional 

Development on Inclusive Education. 
The Schools Division Office should in-
tensify and institutionalize continuous 
professional development programs 
focusing on differentiated instruction, 
inclusive assessment, behavior man-
agement, disability-specific interven-
tions, and Universal Design for Learn-
ing (UDL). Priority should be given to 
practical, classroom-based training 
that enables teachers to effectively ad-
dress the diverse needs of learners in 
inclusive settings. 

2. Establish Structured SPED–General Ed-
ucation Mentoring Programs. Schools 
should develop formal mentoring and 
coaching systems that encourage col-
laboration between SPED and General 
Education teachers. Such partnerships 
may facilitate the sharing of specialized 
knowledge, classroom strategies, and 
best practices, thereby improving 
teachers’ confidence and competence 
in implementing inclusive education. 

3. Investigate Factors Influencing Teach-
ers’ Perceived Competence. Since Gen-
eral Education teachers reported 
slightly higher competence in some do-
mains despite having less specialized 
training than SPED teachers, future 
professional development initiatives 
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should explore possible explanations 
for this finding. One possible hypothe-
sis is that recent exposure to MATATAG 
curriculum orientations, inclusive edu-
cation seminars, and learner-centered 
teaching approaches may have en-
hanced General Education teachers’ 
confidence in implementing inclusive 
practices. Another possibility is that 
the difference reflects variations be-
tween perceived competence and ac-
tual classroom performance. Further 
research should therefore include 
classroom observations and perfor-
mance-based assessments to validate 
self-reported competencies. 

4. Enhance Specialized Training for SPED 
and General Education Teachers. 
Teacher development programs 
should include specialized modules on 
individualized education planning 
(IEP), disability-specific instructional 
strategies, assistive technologies, posi-
tive behavior support, transition plan-
ning, and inclusive assessment prac-
tices. These competencies were identi-
fied as areas requiring further 
strengthening among both teacher 
groups. 

5. Strengthen Administrative and Institu-
tional Support Systems. School admin-
istrators should provide adequate in-
structional resources, assistive tech-
nologies, professional learning com-
munities, and scheduled collaborative 
planning time to support inclusive edu-
cation implementation. Administrative 
support is essential in translating posi-
tive teacher attitudes into effective 
classroom practices. 

6. Promote Evidence-Based Monitoring 
and Evaluation of Inclusive Education 
Programs. Schools and division offices 
should establish mechanisms for regu-
larly monitoring teachers’ competen-
cies, training needs, and implementa-
tion challenges. Such monitoring sys-
tems can guide the development of re-
sponsive interventions and strategic 
capacity-building programs. 

7. Expand Future Research on Inclusive 
Education Implementation. Future 

studies should involve larger samples 
from multiple school divisions and in-
clude additional stakeholders such as 
school administrators, parents, guid-
ance counselors, and learners with dis-
abilities. Mixed-methods approaches 
that incorporate interviews, focus 
group discussions, and classroom ob-
servations are recommended to pro-
vide a more comprehensive under-
standing of inclusive education prac-
tices and teacher competence. 

8. Implement the Proposed Strategic 
Training Program. The strategic train-
ing program developed from this study 
should be pilot-tested and evaluated 
within the Division of Naga City. Its ef-
fectiveness in improving teachers’ atti-
tudes, instructional competence, class-
room management skills, and inclusive 
teaching practices should be systemat-
ically assessed to determine its poten-
tial for wider implementation across 
other school divisions. 
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