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ABSTRACT

This study aimed to determine the level of inclusive assessment practices of
teacher-respondents and examine the significant relationship between these practices
and the challenges encountered in assessing learners with special needs education
(SNEd) learners. The study employed a mixed-methods approach, specifically a descrip-
tive-correlational design for the quantitative component and thematic analysis for the
qualitative component. Quantitative data were collected through a structured survey
questionnaire and analyzed using frequency, percentage, weighted mean, and correlation
analysis. Qualitative data were gathered through open-ended responses and analyzed
to identify emerging themes related to the challenges experienced by the teacher-re-
spondents. The findings in the quantitative study revealed that the teacher-respondents
were predominantly female, with an average age of 41.8 years, moderate teaching expe-
rience, and limited formal training in SNEd. The results showed a high level of inclusive
assessment practices across planning, implementation, documentation, and feedback.
Qualitative study findings identified major challenges encountered by teachers, including
structural and resource constraints, time and workload pressures, learner diversity and
communication barriers, gaps in training and assessment competence, and concerns re-
garding the validity and fairness of assessment. Despite these challenges, teach-
ers demonstrated adaptive practices such as collaboration, modification of materials, and
use of technology, although they emphasized the need for stronger systemic support. In
conclusion, while teachers demonstrate a high level of inclusive assessment practices,
the presence of both systemic and professional challenges underscores the need for



targeted professional development, adequate resources, and sustained institutional sup-
port to enhance inclusive assessment for learners with special educational needs.

Keywords: challenges, inclusive education, Special Needs Education (SNEd), assess-
ment practices

INTRODUCTION

Inclusive education has become a worldwide priority in the quest for equitable and
quality access to education for all, including those with special educational needs (SNEdJ).
This has been reinforced by the need for the education system to adapt and accommo-
date diverse learning needs, which are catered for in the classroom (Krischler, Powell, &
Pit-Ten Cate, 2019). Despite the growing worldwide commitment to the implementation
of inclusive education, many countries face challenges in the effective implementation of
inclusive education. According to the study of Atanasova and Papen (2025), there are still
many implementation issues being encountered in various schools in Southeast Asia,
which necessitate the assessment and improvement of inclusive education programs to
ensure that students with special educational needs are provided with the necessary sup-
port for their development. These include teacher training, learning resources, and the
availability of specialized services, as well as the challenge of catering for diverse learning
needs in the classroom (Namanyane & Shaoan, 2021). This has created a significant
concern in the gap between inclusive education and its implementation in the classroom.

At the national and local levels, the Philippines has adopted inclusive education as
an integral part of its education system through various policies that provide equal learn-
ing opportunities to all learners, including those with disabilities and other special educa-
tional needs (Dep. Ed. Order No. 21, s. 2019; R.A. No. 11650, 2022). Despite various
efforts to promote inclusive education at all levels of education, there have been problems
with its implementation at many public elementary schools, especially in rural and devel-
oping districts. At the elementary schools of Zamboanguita District, there is an increasing
number of learners with diverse needs in regular classrooms. There is concern about
providing appropriate learning strategies and materials to effectively respond to the edu-
cational needs of learners (Oswal, et.al, 2025).

Although there are already various studies that have attempted to examine and
explore inclusive education in relation to the broader context of education, there is still
little research available on the assessment of inclusive education practices at the district
level, specifically in elementary schools within Zamboanguita District. This is another rea-
son why there is still a need to conduct localized studies to examine the status of the
implementation of inclusive education, as well as to identify and determine areas that
need improvement (Avramidis & Norwich, 2022).

Therefore, this study was carried out with the objective of evaluating the practice

of inclusive education among learners with special educational needs in the elementary
schools of Zamboanguita District. The findings of this research study are hoped to
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generate valuable insights that may be instrumental in improving the practice of inclusive
education among learners with special educational needs. Therefore, this study is hoped
to make a positive contribution to improving inclusive education practices in elementary
schools to enable all learners to realize their full potential.

Research Questions

This study aimed to assess the inclusive assessment practices of teachers han-
dling Special Needs Education (SNEd) learners in the elementary schools of Zamboan-
guita District. Specifically, this study sought to answer the following questions:

1. What is the profile of the teacher-respondents handling Special Needs Educa-
tion in terms of:
1.1 age;
1.2 sex;
1.3 educational attainment;
1.4 SPED specialization or relevant training;
1.5 teaching experience;
1.6 years of experience in teaching SNEd learners;
1.7 grade level handled;
1.8 academic workload;
1.9 class size; and
1.10 types of exceptionalities/difficulties handled?
2. What is the level of inclusive assessment practices of teacher-respondents in
Special Needs Education in terms of:
2.1 assessment planning;
2.2 assessment implementation;
2.3 assessment documentation; and
2.4 feedback?
3. Is there a significant relationship between the challenges encountered by
teacher-respondents and their inclusive assessment practices in terms of:
3.1 assessment planning;
3.2 assessment implementation;
3.3 assessment documentation; and
3.4 feedback?
4. Is there a significant relationship between the profile of the teacher-respondents
and their inclusive assessment practices?
5. What challenges do teachers encounter in assessing SNEd learners?

METHODOLOGY
Research Design

The research study was conducted using a mixed-method research approach,
specifically the descriptive-correlational method combined with the qualitative method, in
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order to comprehensively investigate the inclusive assessment practices of teachers who
handle Special Needs Education (SNEd) learners in public elementary schools in
the Zamboanguita District, Division of Negros Oriental. This triangulated research ap-
proach was deemed appropriate as it enabled the researcher to obtain both quantitative
and qualitative data, thereby providing a more complete understanding of the phenome-
non being researched. The quantitative part of the study, which was based on the de-
scriptive-correlational method, was used to describe and analyze the inclusive assess-
ment practices of teachers who handle learners with special needs. The descriptive part
of the method identified the profile of the teacher-respondents based on the following:
age, sex, educational attainment, SNEd specialization or training, teaching experience,
experience in handling SNEd learners, grade level handled, academic workload, class
size, and exceptionalities of learners in the classroom. Moreover, it established the level
of inclusive assessment practices of teachers in terms of assessment planning and im-
plementation. The study also included a qualitative research design. This was
done through the use of interviews with teacher-respondents to gain deeper insights into
their experiences and the challenges they face when assessing learners with special ed-
ucational needs. The results of the interviews were audio-recorded and analyzed to obtain
deeper insights into the experiences of teachers when assessing learners with special
educational needs.

By using a mixed research design, the study was able to not only describe the
research problem and relationships between variables but also to gain deeper insights
into the experiences of teachers when assessing learners with special educational needs.
The use of a mixed research design helped to increase the validity of the study as the
results can be triangulated to gain deeper insights into the research problem.

Research Environment

This study was conducted in Zamboanguita District, located in the municipality
of Zamboanguita in Negros Oriental, Philippines. The municipality lies along the south-
eastern coast of Negros Island, approximately 28 kilometers south of Dumaguete City
and is bounded by the municipalities of Dauin to the north and Siaton to the south, with
coastal areas facing the island province of Siquijor. Zamboanguita is a fourth-class mu-
nicipality composed of ten barangays, with a relatively 30, 000 people that reflects a
close-knit rural community. The local economy is primarily based on fishing and agricul-
ture. Many residents depend on marine resources for their livelihood, while others engage
in farming activities such as the cultivation of rice, coconut, corn, and sugarcane. Small-
scale businesses and local markets also contribute to the economic life of the commu-
nity.

In terms of education, Zamboanguita is divided into two districts namely Zambo-
anguita Districts 1 and 2, which comprise several public elementary and secondary
schools, and a few private institutions. These two districts provide a suitable research
environment due to its rural setting, socio-economic characteristics, and educational con-
ditions. It offers a meaningful context for examining educational practices, particularly in
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relation to inclusivity, community engagement, and resource management in public
schools.

Research Respondents

The respondents to the study included 78 teachers from the public elementary
schools within the Zamboanguita District, Negros Oriental, who handles SNEd learners.
The teachers play an important role in the effective implementation of inclusive education,
especially in the assessment of learners with special needs. The data gathered from the
survey questionnaire provided by the teachers served as the quantitative data, while the
data gathered from the interviews provided qualitative data, which offered deeper insights
into the challenges faced by the teachers in the assessment of SNEd learners.

Research Instrument

The study utilized a structured survey questionnaire to gather quantitative data on
the inclusive assessment practices of teachers handling Special Needs Education (SNEd)
learners. The instrument consisted of two parts: (1) the teachers’ profile, including demo-
graphic and professional characteristics, and (2) their level of inclusive assessment prac-
tices in terms of planning, implementation, documentation, and feedback, measured us-
ing a five-point Likert scale. To ensure content validity, the questionnaire was reviewed
by experts in Special Education, Educational Measurement, and Educational Research,
and revised accordingly. It was then pilot-tested among 16 teachers from Sibulan District
to assess clarity and reliability, leading to further refinement. For the qualitative compo-
nent, a semi-structured interview guide was used to explore the challenges teachers face
in assessing SNEd learners. Responses were audio-recorded, transcribed, and analyzed
using coding to identify themes and patterns, providing deeper insights into teachers’ ex-
periences.

Data Gathering Procedures

The study employed analytical triangulation by integrating quantitative and quali-
tative data. Prior to data collection, permission was secured from the Schools Division
Office of Negros Oriental and school heads in Zamboanguita District. Teacher-respond-
ents were oriented on the study’s purpose, ethical considerations, and their rights, and
informed consent was obtained.

Data collection was conducted from February to March 2026. Survey question-
naires were administered through video calls, physical distribution, and Google Forms to
ensure accessibility. The researcher provided instructions and assistance to ensure ac-
curate responses, while confidentiality and anonymity were maintained. For the qualita-
tive phase, selected teachers participated in interviews conducted either face-to-face or
virtually. Responses were audio-recorded, transcribed, and analyzed using thematic anal-
ysis to identify recurring themes. All collected data were securely stored and organized.
Quantitative data were analyzed using descriptive and correlational statistics, while
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qualitative findings complemented the results by providing deeper insights into teachers’
challenges. Ethical standards were observed throughout the study.

Statistical Treatment of Data

The collected data were systematically organized, coded, and analyzed using both
quantitative and qualitative techniques to address the study objectives. Descriptive and
inferential statistics were applied to quantitative data, while thematic analysis was used
for qualitative data. To ensure credibility and depth of analysis, the study employed ana-
lytical triangulation by integrating statistical results with qualitative themes. Frequency
count and percentage were used to describe the profile of the teacher-respondents,
providing a clear overview of their demographic and professional characteristics. The
weighted mean was utilized to determine the level of inclusive assessment practices in
terms of planning, implementation, documentation, and feedback, based on a five-point
Likert scale. To determine significant relationships between teachers’ profiles and their
assessment practices, Spearman’s Rho and Fisher’s Exact Test were employed. These
inferential statistics measured the strength and direction of associations among variables.
For the qualitative data, responses from interviews were transcribed, coded, and ana-
lyzed using thematic analysis to identify recurring patterns, themes, and subthemes re-
lated to the challenges faced by teachers in assessing SNEd learners.

Overall, triangulation allowed the integration of quantitative trends and qualitative
insights, resulting in a more comprehensive understanding of inclusive assessment prac-
tices and the challenges encountered by teachers.

Scope and Limitations of the Study

This study evaluated the inclusive assessment practices of teachers handling Spe-
cial Needs Education (SNEd) learners in public elementary schools in Zamboanguita Dis-
trict, Negros Oriental. It examined teachers’ profiles and their practices in terms of plan-
ning, implementation, documentation, and feedback, as well as the relationship between
these variables. A qualitative component was also included to explore the challenges
teachers encounter in implementing inclusive assessment.

The study focused on selected teacher characteristics such as age, sex, educa-
tional attainment, training, teaching experience, workload, class size, and types of excep-
tionalities handled. It was limited to public elementary schools within the district during
the 2024-2025 academic year, excluding private schools and other educational levels.
Several limitations were noted. The small sample size may affect the generalizability of
the findings, and limited access to assessment records restricted document analysis. Re-
sponses may have been influenced by social desirability and recall bias, while some sub-
jectivity in qualitative interpretation was unavoidable. Additionally, time constraints and
external factors such as scheduling, internet connectivity, and weather conditions affected
data collection. Despite these limitations, the study provides meaningful insights into in-
clusive assessment practices and highlights the challenges faced by teachers, offering
implications for professional development and policy improvement.
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RESULTS AND DISCUSSION

Table 1.1: Age Distribution of Teacher-Respondents
Handling Special Needs Education
N Missing Mean Median SD Minimum  Maximum

Age 78 0 418 40 10.2 28 60

Table 1.1 shows that teacher-respondents have a mean age of 41.8 years, indicat-
ing a predominantly mid-career workforce with moderate variability. This suggests that
inclusive assessment practices are largely carried out by experienced teachers who rely
on accumulated knowledge and classroom experience, especially in a resource-con-
strained setting like Zamboanguita District.

However, the relatively high average age points to a potential gap in the entry and
preparation of younger teachers in SNEd, resulting in a reliance on experiential learning
rather than updated training. While experienced teachers demonstrate adaptability, they
may have limited exposure to modern inclusive assessment strategies such as assistive
technologies and data-driven approaches. Overall, the findings highlight the need for con-
tinuous professional development and stronger preparation of younger teachers to sus-
tain and enhance inclusive assessment practices in the long term.

Table 1.2: Frequency Distribution of Sex Among
Teacher-Respondents Handling Special Needs Education

Sex Counts % of Total Cumulative %
Female 69 88.50 88.50
Male 9 11.50 100.00

Table 1.2 reveals that 88.50% of the teacher-respondents are female, indicating a
strong gender imbalance in handling SNEd learners. This reflects a common trend and
suggests that inclusive practices may be shaped by care-oriented and relational teaching
approaches, which support individualized attention and positive classroom environments.

However, the underrepresentation of male teachers limits diversity in teaching
styles and perspectives, which are important in addressing varied learner needs. While
female teachers contribute strong nurturing skills, inclusive assessment also requires
technical competencies that must be supported through continuous professional devel-
opment. Overall, the findings highlight the need for greater gender diversity and balanced
workforce development to strengthen inclusive education practices.
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Table 1.3: Frequency Distribution of the Educational Background of Teacher-Re-
spondents Handling Special Needs Education

Educational Attainment Counts % of Total Cumulative %
Bachelor's Degree 32 41.00 41.00
Master's Degree 14 17.90 59.00
Bachelor's Degree with Educa-29 37.20 96.20

tion Units

EdD/PhD 2 2.60 98.70
Bachelor's Degree, MA/IMS 1 1.30 100.00

Table 1.3 shows that most teacher-respondents hold undergraduate qualifications,
with 41.0% having a Bachelor’s Degree and 37.2% with additional education units, total-
ing 78.2%. Only a small proportion have graduate degrees, with 17.9% holding a Master’s
and 2.6% a Doctorate.

This indicates that teachers handling SNEd learners generally have basic profes-
sional preparation, but limited advanced specialization. As a result, inclusive assessment
practices are largely grounded in general pedagogy rather than specialized training,
which may affect the depth of strategies such as individualized assessment and data-
driven feedback. Overall, the findings highlight a need for greater access to graduate
studies and specialized training to strengthen teachers’ capacity in inclusive education.

Table 1.4: Frequency distribution of the teacher respondents with rele-
vant SNEd trainings handling special needs education

SNEd Specialization Counts % of Total Cumulative %
No 70 89.70 89.70
'Yes, SNEd-trained/certified 8 10.30 100.00

Table 1.4 shows that 89.7% of teacher-respondents have no Special Needs Education
(SNEd) specialization, while only 10.3% are trained. This indicates that most teachers rely on
general teaching experience rather than formal SNEd training.

The findings suggest a gap between the demand for inclusive education and the
availability of trained teachers. Without specialized preparation, teachers may struggle
with individualized assessment, instructional adaptation, and targeted feedback for learn-
ers with special needs. Overall, the results highlight the need for stronger and more ac-
cessible SNEd training programs to improve teachers’ competence in implementing in-
clusive education effectively.
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Table 1.5: Teaching Experience of Teachers Handling Special Needs Education

N Missing Mean Median SD Minimum Maximum
Teaching Experience 78 0 14.4 13 8.69 1 34

Table 1.5 shows that teacher-respondents have an average teaching experience
of 14.4 years, with a median of 13 years and a range of 1 to 34 years, indicating a gen-
erally experienced workforce with moderate variability.

The findings suggest that experienced teachers dominate SNEd handling, which
may positively influence inclusive education through stronger classroom management,
confidence, and practical strategies. However, experience alone does not ensure exper-
tise in inclusive assessment, especially without continuous training. Overall, the results
highlight that while the district benefits from experienced teachers, there is still a need for
ongoing professional development to align long-serving educators with updated inclusive
education practices.

Table 1.6: Distribution of the Years of Experience
in Teaching Special Needs Education

N Missing Mean Median SD Minimum Maximum

Years Handling
SNEd learners 78 O 7.6 55 6.2 1 21

Table 1.6 shows the distribution of the experiences of the teachers in handling
learners with special needs. The results show that the teachers have an average experi-
ence of 7.6 years in handling learners with special needs, a median of 5.5 years, and a
standard deviation of 6.2 years. The range of the experiences of the teachers in handling
the needs of the learners with special needs is from 1 year to 21 years.

The results have shown that the teachers have a lot of experience in teaching, but
the experience of the teachers in handling the needs of the learners with special educa-
tional needs is moderate, averaging 7 years. Experience gained in teaching learners with
special needs is another factor that affects teachers’ effectiveness in implementing effec-
tive inclusive practices. Teachers who have worked for longer periods teaching learners
with special needs are likely to gain insight into effective approaches for teaching learners
with special needs. They are likely to gain experience and insight into effective ap-
proaches for designing learning activities that cater to learners’ diverse learning abilities
and encourage learners’ effective participation in class activities. Fuego (2024) noted that
teachers who have extensive experience teaching learners with special needs are likely
to develop effective instructional adaptability and confidence in teaching learners with
special needs. Kleinlein (2025) noted that experience gained by teachers in inclusive ed-
ucation is likely to enhance effective teaching and effective approaches for assessing
learners.
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The results, therefore, point out the significance of enhancing teachers’ special ex-
pertise in special needs education. As indicated, teachers have substantial general ex-
pertise in teaching, but more opportunities for professional development in special needs
education may be beneficial in improving their capabilities in handling special educational
needs. Some suggestions for schools and education institutions for improving teachers’
capabilities in handling SNEd may involve mentorship programs, training, and continuous
professional development that focus on special education practices. These programs can
be beneficial for teachers in improving their capabilities in handling SNEd learners. Alt-
hough teachers have substantial general teaching experience, their average of 7.6 years
in handling SNEd learners indicates only moderate specialization. This gap highlights a
critical issue: inclusive education is being implemented by teachers whose exper-
tise in SNEd is still developing. In the district context, this suggests that many teachers
may have been assigned to SNEd roles without formal preparation, learning through ex-
posure rather than structured training. This contributes to variability in practice and may
explain why teachers experience challenges in adapting assessments effectively.

Pedagogically, experience in SNEd is crucial because it builds: understanding of
diverse learner profiles, familiarity with adaptive strategies, and confidence in modify-
ing assessments. The moderate level of experience implies that while teachers are not
novices, they may still be in a transitional stage of competence, where support systems
such as mentoring, coaching, and collaborative learning are essential. This reinforces the
importance of targeted capacity-building programs that focus specifically on SNEd, rather
than general teaching skills.

Table 1.7: Frequency Distribution of Grade Levels Handled
by Teacher-Respondents in Special Needs Education

Grade Level (s) handled Counts % of Total Cumulative %
Grade 3 13 16.70 48.70
Grade 1 12 15.40 26.90
Grade 2 11 14.10 62.80
Grade 5 9 11.50 11.50
Grade 4 9 11.50 92.30
Kinder 7 9.00 71.80
Grade 6 7 9.00 80.80
Multi-grade 3 3.80 96.20
SPED Non-graded 2 2.60 30.80
SPED HI 1 1.30 28.20
Kindergarten 1 1.30 32.10
SNED Non-Graded 1 1.30 97.40
Kinder and Grade 1 1 1.30 98.70
SNED 1 1.30 100.00
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Table 1.7 shows that teacher-respondents are distributed across Kindergarten to
Grade 6, with most handling lower grades, particularly Grade 3 (16.7%), Grade 1 (15.4%),
and Grade 2 (14.1%). Smaller proportions handle upper grades, multi-grade classes, and
non-graded SNEd learners.

The findings indicate that teachers in SNEd manage diverse grade levels, requiring
flexibility and differentiated instruction to address varying learner needs. Lower grades
focus on foundational skills, while upper grades involve more complex curriculum adjust-
ments and accommodations. Overall, the results highlight the need for continuous training
in differentiated instruction and support systems, as teachers are required to manage
both grade-level and learning diversity in inclusive settings.

Table 1.8: Academic Workload of Teachers Handling
Special Needs Education (Average Hours per Day)

)Academic Workload Counts % of Total Cumulative %
6 hours 71 91.00 91.00

5 hours 2 2.60 93.60

8 hours 2 2.60 96.20

7 hours 2 2.60 98.80

4.5 hours 1 1.30 100.10

Table 1.8 shows that most teachers (91%) have an average workload of 6 hours
per day, with only a few working slightly less or more. This indicates a generally consistent
teaching schedule among SNEd teachers.

A balanced workload supports effective planning, implementation, and assess-
ment of inclusive education by allowing teachers time for individualized instruction and
learner monitoring. However, in practice, teachers also perform additional tasks such as
lesson adaptation, assessment modification, and feedback provision, which extend be-
yond formal teaching hours. Overall, the findings suggest that while teaching hours are
manageable, attention should be given to workload quality and support systems to ensure
effective implementation of inclusive assessment practices.

Table 1.9: Frequency Distribution of Class Size Handled
by Teacher-Respondents in Special Needs Education

Class size Counts % of Total Cumulative %
31-40 36 46.20 46.20
21-30 26 33.30 87.20
20-Nov 7 9.00 98.70
10 below 3 3.80 53.80
40 and up 2 2.60 50.00
11-20, 21-30 2 2.60 89.70
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0 and up 1 1.30 47.40
21-30, 31-40 1 1.30 100.00

Table 1.9 shows that most teachers handle class sizes of 31-40 learners (46.2%),
followed by 21-30 learners (33.3%), while only a few manage very small classes. This
indicates that teachers generally work with medium to large class sizes.

Class size is a key factor in inclusive education, as larger groups may limit teach-
ers’ ability to provide individualized attention and implement effective assessment strate-
gies. Even moderate class sizes can become challenging in SNEd settings due to the
diverse needs of learners. Overall, the findings highlight class size as a structural barrier
to effective inclusive assessment, suggesting the need for support systems such as
teaching assistants or reduced learner loads.

Table 1.10: Frequency Distribution of the Types of Exceptionalities
Handled by Teacher-Respondents in Special Needs Education

Types of Exceptionalities You Handle Counts % of Total Cumulative %
Mixed Group of Learners with Difficulties 28 35.90 35.90
Difficulty in Remembering/Understanding 12 15.38 51.28
Difficulty in Concentrating 11 14.10 65.38
Difficulty in Reading/Counting/Calculating 7 8.97 74.36
Difficulty in Communicating 6 7.69 82.05
Difficulty in Dlsplaqug 6 7 69 89 75
Interpersonal Behavior

Difficulty in Seeing 2 2.56 92.31
Difficulty in Hearing 2 2.56 94.87
Difficulty in Performing Adaptive Skills 2 2.56 97.43
Difficulty in Mobility 2 2.56 100.00
Difficulty in Writing 0 0.00 0.00
Others: 0 0.00 0.00

Table 1.10 shows that teachers handle a wide range of learner exceptionalities,
with Multiple Difficulties (35.90%) being the most common, followed by difficulty in re-
membering and understanding (15.38%) and concentrating (14.10%). Other cases in-
clude reading, counting, and calculating difficulties, as well as slow learners and non-
graded SNEd learners.

The findings indicate that teachers are working in highly diverse and complex
classrooms requiring differentiated instruction and individualized assessment. Managing
learners with multiple exceptionalities demands advanced skills, flexibility, and collabora-
tive support from specialists. Overall, the results highlight the need for continuous training,
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specialized resources, and multidisciplinary support systems to effectively address the
diverse needs of SNEd learners.

Table 2.1: Level of Inclusive Assessment Practices of Teacher-Respondents in
Special Needs Education in Terms of Assessment Planning

Criteria VD SD Rank
| align assessment objec-3.69 Highly Practiced 1.03 3
tives with  the learners IEP

goals.

| select assessment 3.90 Highly Practiced 0.91 1

tools appropriate to the

learner's mode of communi-

cation (e.g., non-verbal,

sign, pictorial).

| plan alternative assess-3.86 Highly Practiced 0.91 2
ment tasks for learners who

cannot take standard tests.

| consult SPED/resource3.40 Highly Practiced 1.34 7
teachers when preparing as-

sessments for SNED learn-

ers.

| allow extended time when3.68 Highly Practiced 1.07 4
planning summative assess-

ments for SNED learners.

| include family/parents in-3.58 Highly Practiced 1.10 5
put when planning assess-

ment goals.

| use curriculum-mapped  3.44 Highly Practiced 1.16 6

target when writing assess-
ment items for SNED learn-
ers.

Grand 3.65  Highly Practiced
Legend:

4.20-5.00 Very Highly Practiced
3.40-4.19 Highly Practiced
2.60-4.39 Moderately Practiced
1.80-2.59 Slightly Practiced
1.00-1.79 Not Practiced

Table 2.1 shows the level of inclusive assessment practices of teacher-respond-
ents in special needs education in terms of assessment planning. From the table, it is
seen that there is a high level of practice in terms of assessment planning, as supported
by the grand mean of 3.65. This shows that inclusive assessment planning is highly im-
plemented in the classroom by the teacher-respondents. The highly implemented inclu-
sive assessment practices are selecting appropriate assessment tools in line with the
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learner’s mode of communication (mean = 3.90), developing alternative assessment
strategies for learners who cannot be assessed through standard tests (mean = 3.86),
and establishing alignment with learner IEP goals (mean = 3.69). This shows that the
teacher-respondents are aware of the needs of the learners and are able to address
these needs by developing strategies that are learner-centered and inclusive. The least
implemented inclusive assessment practices are consulting SPED/resource teachers in
developing assessment strategies (mean = 3.40) and developing curriculum-mapped tar-
gets in writing assessment items (mean = 3.44).

The results indicate that the teacher is a proactive and thoughtful individual in plan-
ning the assessment in an inclusive manner, reflecting a high level of understanding and
awareness of the different abilities and communication skills that the special needs edu-
cation students may require. This proactive approach in planning the assessment creates
a solid base for a successful and inclusive assessment planning, ensuring that the stu-
dents with different abilities are assessed in a fair and appropriate manner. However, the
lower-ranked areas, such as consulting the resource teacher and using the targets
mapped in the curriculum, may require specific attention and improvement to ensure the
same level of success and comprehensiveness in all the planning areas.

Research highlights the importance of planning as a fundamental aspect in the
development of inclusive assessment, where the objectives are well-aligned with the abil-
ity and communication styles of the learners (Kleinlein, 2025). Teachers are encouraged
to develop alternative assessment strategies for the learners who are unable to undertake
the standard assessment tests. Additionally, the assessment objectives are well-aligned
with the Individualized Education Program (IEP) goals to ensure that the assessments
are meaningful and provide a true reflection of the learners’ progress and ability (Xu &
Kuti, 2021).

Table 2.2: Level of Inclusive Assessment Practices of Teacher-Respondents in
Special Needs Education in Terms of Assessment Implementation

Criteria VD SD Rank
| provide verbal, written, 3.94 Highly Practiced 1.00 1
and/or pictorial instructions

depending on learner

needs.

| provide accommodations 3.14 Highly Practiced 1.21 8
during assessment (e.g.

scribe, reader, extra time).

|  modify test formats 3.65 Highly Practiced 1.12 4
(shortened items, simpli-

fied language) when nec-

essary.

| administer assessments 3.51 Highly Practiced 1.14 6
in a familiar and low-dis-

traction environment.
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| allow alternative modes of 3.68 Highly Practiced 1.03 3
response (oral, typed,
point-to-picture).

| monitor and record be- 3.79 Highly Practiced 1.00 2
havior/cues that affect test

performance.

| pilot or try out assess- 3.25 Moderately Practiced 1.11 7

ment tasks with the

learner before the actual

assessment.

| adapt the level of difficulty 3.61 Highly Practiced 0.96 5
without compromising the

learning target.

Total 3.57 Highly Practiced

Legend:

4.20-5.00 Very Highly Practiced
3.40-4.19 Highly Practiced
2.60-4.39 Moderately Practiced
1.80-2.59 Slightly Practiced
1.00-1.79 Not Practiced

Table 2.2 shows the level of teacher-respondents’ inclusive assessment practices
in implementing assessment, specifically in special needs education. From the results, it
can be observed that teacher-respondents exhibit a high level of inclusive assessment
implementation, with a grand mean of 3.57, meaning that teachers are consistent in their
application of inclusive assessment strategies.

The top-rated practices include giving verbal, written, or pictorial instructions based
on students' needs, with a mean of 3.94; monitoring and recording behavior or cues that
affect test performance, with a mean of 3.79; and allowing alternative modes of response,
with a mean of 3.68. These practices reflect teachers' responsiveness to students' indi-
vidual needs, thus ensuring that assessment tools can accurately reflect students' under-
standing and performance. Lower-rated practices, though still moderate to high, include
giving accommodations such as scribe-reader, or separate room, with a mean of 3.14;
and piloting test before conducting the actual test, with a mean of 3.25.

The findings indicate that teachers are accommodating and sensitive in the imple-
mentation of the assessment, using techniques that foster equal evaluation of learners
with special educational needs. Through the provision of instructions based on learners’
modes of communication, monitoring of learners’ behavior, and offering alternative re-
sponse methods, teachers are ensuring that learners are evaluated based on their true
abilities. However, the lower-ranked aspects, such as providing accommodation and pi-
loting the assessment tasks, indicate that teachers need training and support to ensure
effective implementation of such techniques within all classrooms. Overall, the findings in-
dicate teachers’ dedication to ensuring inclusive evaluation, considering the needs of
each learner and the curriculum requirements to ensure equality and relevance.
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Inclusive assessment implementation, as highlighted by various researchers, en-
tails flexible instructions, multiple choices, and observing learner behavior (Kleinlein,
2025). Teachers are also required to make the necessary accommodations by modify-
ing the assessment tools to meet the needs of learners who have different cognitive, be-
havioral, and communication difficulties (Vasquez et al., 2025).

Effective implementation of an inclusive assessment process requires teachers to
offer flexible instruction, multiple response mechanisms, and observation of learner be-
havior so that assessment can be an accurate measure of learners’ abilities (Tai et al.,
2021). Teachers must also offer appropriate accommodation for learners with different
cognitive, behavioral, and communicative abilities. Recent research has also highlighted
these practices for the effective implementation of an inclusive assessment process. Lu-
cena-Rodriguez et al. (2025) have emphasized that continuous observation of learn-
ers’ behavior and adjusting assessment mechanisms in real time can enhance the validity
of assessment outcomes. Lawi & Muzata (2025) have also pointed out that piloting as-
sessment mechanisms before the actual assessment process helps teachers iden-
tify barriers for learners and adjust assessment mechanisms for maximum learner en-
gagement and understanding.

Table 2.3 Level of Inclusive Assessment Practices of Teacher-Respondents in
Special Needs Education in Terms of Assessment Documentation

Criteria VD SD Rank
| maintain a portfolio of learner3.84  Highly Practiced 1.00 1
work to document progress

over time.

| complete and update the3.29 Moderately Practiced 1.04 7
ILP/Individual Learning Plan

regularly.

| use progress-monitoring tools3.32  Moderately Practiced 1.02 6
(checklists, graphs) to track

growth.

| keep detailed anecdotal rec-3.33  Moderately Practiced 1.09 5
ords after assessment.

| share documented progress3.73  Highly Practiced 0.96 2

with parents/guardians on a
regular basis.

| use assessment data to set3.55  Highly Practiced 1.03 4
short-term and long-term learn-
ing goals.
| store and organize assess-3.66  Highly Practiced 1.01 3
ment records securely and ac-
cessibly.
Grand 3.53  Highly Practiced
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Legend:

4.20-5.00 Very Highly Practiced
3.40-4.19 Highly Practiced
2.60-4.39 Moderately Practiced
1.80-2.59 Slightly Practiced
1.00-1.79 Not Practiced

Table 2.3 below shows the level of inclusive assessment practices among teacher-
respondents in special needs education in relation to assessment documentation. From
the results, it is evident that teacher-respondents have a high level of practice in relation
to assessment documentation, with a grand mean of 3.53. The practices that were ranked
as having the highest levels of practice among teacher-respondents were having a port-
folio of learners’ work that can be used for documenting learners’ progress over time
(mean = 3.84), sharing learners’ documented progress with parents/guardians on a reg-
ular basis (mean = 3.73), and storing and organizing assessment records securely and
accessibly (mean = 3.66). The practices that were ranked as having low levels of practice
among teacher-respondents were completing Individual Learning Plans (ILPs) on a reg-
ular basis (mean = 3.29), and using progress monitoring tools such as checklists and
graphs (mean = 3.32).

This shows that teachers understand the significance of documenting students'
progress as a way of guiding them, as well as individualizing their support and assessing
the effectiveness of their inclusion. By using portfolios, organizing their records, and shar-
ing students' progress with parents, teachers are able to promote collaborative planning
and provide students with special educational needs with individualized opportunities.
However, the lower practices in updating ILPs, using structured tools, and recording an-
ecdotal notes indicate that schools could greatly benefit from professional development
opportunities that can improve these documentation practices.

Documentation tools, such as portfolios, anecdotal records, and progress-monitor-
ing tools, are critical in tracking learner progress and identifying specific areas of support
that may be needed. Current research also supports the role of structured documentation
in effective inclusive assessment. Lucena-Rodriguez et al. (2025) emphasized that struc-
tured documentation, such as portfolios and progress-monitoring tools, plays a critical
role in improving the accuracy of learner evaluation.

Table 2.4: Level of Inclusive Assessment Practices of Teacher-Respondents
in Special Needs Education in Terms of Feedback

Criteria VD SD Rank
| provide timely and con-3.57  Highly Practiced 1.08 4
structive feedback to SNE

learners after assessments.

| communicate assessment3.73  Highly Practiced 1.08 1
results in accessible formats

to parents/caregivers.
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| collaborate with multidisci-3.09 Moderately Practiced1.15 6
plinary teams (SPED teach-

ers, therapists) to interpret

results.

| use assessment results3.53 Highly Practiced 1.11 5
to modify daily  instruction

and learning activities.

| use assessment outcomes3.69  Highly Practiced 1.03 2
to plan remedial or enrich-

ment programs.

| involve learners (as appro-3.62  Highly Practiced 1.08 3
priate) in reflecting on their

assessment results.

Grand 3.58 Highly Practiced

Legend:

4.20-5.00 Very Highly Practiced
3.40-4.19 Highly Practiced
2.60-4.39 Moderately Practiced
1.80-2.59 Slightly Practiced
1.00-1.79 Not Practiced

Table 2.4 describes the level of inclusive assessment practice in the aspect of
providing feedback as perceived and responded to by the teacher-respondents in special
needs education. The data revealed that the overall level of practice among the respond-
ents is high, as shown in the grand mean of 3.58.

In the top tier, the most practiced inclusive assessment practices in the aspect of
providing feedback are: the communication of assessment results to parents/caretakers
in a manner that is easily understood (mean = 3.73); using assessment results in planning
remedial and enrichment classes (mean = 3.69); and involving the learner in reflecting on
the assessment results (mean = 3.62). Conversely, the least practiced aspect in this cat-
egory is working together with a team of experts, including SPED specialists and thera-
pists, in providing feedback (mean = 3.09).

The results suggest that teachers offer timely, constructive, and accessible feed-
back, which is crucial for supporting learner growth, individualized instruction, and paren-
tal participation in the learning process. Encouraging learners to reflect on their assess-
ment results fosters a sense of agency and ownership of their learning. The lower level
of collaboration with multidisciplinary teams highlights the need for enhancing strategies
that involve expert input, which can improve the accuracy of assessment interpretation
and the effectiveness of instructional adjustments. Robust feedback practices contribute
to an inclusive and responsive learning environment, supporting the use of assessment
results to inform teaching and enhance special needs education.
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Research supports these findings. Communicating results in a clear manner to
parents and involving learners in reflecting on their progress fosters collaborative and
student-centered instruction, enhancing engagement and motivation (UNESCO, 2023).
Collaboration with various experts, including SPED teachers, therapists, and allied pro-
fessionals, allows for more accurate interpretation of results and application of interven-
tions. Moreover, feedback practices that integrate learner reflection, parental involve-
ment, and teamwork are essential in facilitating adaptive and responsive teaching that
meets the diverse needs of learners while aligning with curriculum requirements (Sharma,
2024). Collectively, these practices emphasize the significance of feedback in creating an
inclusive, supportive, and equitable learning environment for learners in special needs
education.

Table 3.1: Relationship Between the Assessment Planning of
Teacher-Respondents in Special Needs Education and Their Profile

Profile Treatment Value P-value
Age Spearman's rho -0.416 <0.001*
Teaching Experience Spearman's rho -0.396 <0.001*
Years handling SNEd Learn-Spearman's rho -203 0.077
ers

Sex Fisher's Exact Test 0.597
Educational Attainment Fisher's Exact Test 0.587
SPED specialization Fisher's Exact Test 0.583
Grade Level Handled Fisher's Exact Test 0.245
Academic Workload Fisher's Exact Test 0.136
Class Size Fisher's Exact Test 0.936
Exceptionalities Handled Fisher's Exact Test 0.177
*Significant at P <0.05

Table 3.1 shows the relationship between assessment planning practices of
teacher-respondents in special needs education and their professional profiles. The re-
sults revealed that age is negatively correlated with inclusive assessment planning prac-
tices (p =-0.416, p < 0.001), and teaching experience is also inversely related to assess-
ment planning practices (p = -0.396, p < 0.001). These findings indicate that as teachers’
age and experience increase, their engagement in inclusive assessment planning slightly
decreases.

Other professional profile variables—including years handling SNEd learners, sex,
educational attainment, SPED specialization, grade level handled, academic workload,
class size, and exceptionalities handled—were not significantly related to assessment
planning practices (p > 0.05).

This suggests that continuing professional development (CPD) is essential for all
teachers, regardless of age or experience, in reinforcing and advancing best practices in
inclusive assessment planning. While formal qualifications, specialization, or workload
may not significantly influence assessment planning, teacher attitudes, flexibility, and
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engagement in CPD are critical, particularly for veteran teachers. Promoting a culture of
continuous learning encourages all educators to maintain and enhance inclusive assess-
ment practices.

Research supports this assertion. Teacher involvement in inclusive assessment is
influenced by experience, but ongoing training is crucial in sustaining high standards of
inclusive assessment (Vergara, et.al 2025). Professional development activities improve
teachers’ abilities to plan, adapt, and differentiate instruction, enabling them to meet the
diverse needs of learners with special educational needs (UNESCO, 2023). Recent stud-
ies also emphasize that age and experience alone are insufficient for effective inclusive
assessment; reflection, continuous learning, and targeted training are vital for maintain-
ing high-quality assessment planning (Loreman et al., 2022).

Table 3.2 Relationship Between the Assessment Implementation of Teacher-Re-
spondents in Special Needs Education and Their Profile

Profile Treatment Value P-value
Age Spearman's rho -0.458 <0.001*
Teaching Experience Spearman's rho -0.42 <0.001*
Years handling SNEd LearnersSpearman's rho -0.226 0.048*
Sex Fisher's Exact Test 0.846
Educational Attainment Fisher's Exact Test 0.923
SPED specialization Fisher's Exact Test 0.82
Grade Level Handled Fisher's Exact Test 0.719
Academic Workload Fisher's Exact Test 0.812
Class Size Fisher's Exact Test 0.751
Exceptionalities Handled Fisher's Exact Test 0.623
*Significant at P <0.05

Table 3.2 presents the correlation between the assessment implementation prac-
tices of teacher-respondents in special needs education and their professional profiles.
The results revealed negative correlations between age (p = -0.458, p < 0.001), teaching
experience (p = -0.42, p < 0.001), and years handling SNEd learners (p = -0.226, p =
0.048) with the implementation of inclusive assessments. This indicates that as teachers’
age, teaching experience, and years of handling learners with special needs increase,
their engagement in implementing inclusive assessments tends to decrease. Other pro-
fessional profile variables—including sex, educational attainment, SPED specialization,
grade level handled, academic workload, class size, and types of exceptionalities han-
dled—did not show significant correlations (p > 0.05), suggesting that these factors do
not significantly affect the implementation of inclusive assessment practices.

These findings underscore the importance of continuous professional develop-
ment (CPD) for teachers, regardless of their level of experience, to ensure active and
effective implementation of inclusive assessments. While experience and length of ser-
vice contribute to knowledge, this alone does not guarantee the use of best practices in
inclusive assessment. Promoting a culture of reflection, flexibilityy, and ongoing
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engagement is essential for ensuring that assessments are responsive to the diverse
needs of learners in SNEd programs.

Research supports this conclusion. Continuous professional development is criti-
cal for teachers to implement inclusive assessment strategies effectively, irrespective of
their years of experience (Van Mieghem et al., 2023). Even experienced teachers may
default to habitual practices, highlighting the need for ongoing learning to maintain high
standards in inclusive education (UNESCO, 2023). Moreover, effective inclusive assess-
ment requires teachers to continuously reflect, adapt, and collaborate to ensure assess-
ments are fair, student-centered, and responsive to learners’ diverse abilities and capac-
ities (Lawi et al., 2025; Nieminen, 2025). These findings emphasize that experience alone
is insufficient to guarantee the effective implementation of high-quality assessment strat-
egies for SNEd students.

Table 3.3: Relationship Between the Assessment Documentation of Teacher-Re-
spondents in Special Needs Education and Their Profile

Profile Treatment Value P-value
Age Spearman's rho -0.265 0.02*
Teaching Experience Spearman's rho -0.273 0.016*
Years handling SNEd Learners Spearman's rho -0.135 0.243
Sex Fisher's Exact Test 0.463
Educational Attainment Fisher's Exact Test 0.832
SPED specialization Fisher's Exact Test 0.445
Grade Level Handled Fisher's Exact Test 0.223
)Academic Workload Fisher's Exact Test 0.258
Class Size Fisher's Exact Test 0.43
Exceptionalities Handled Fisher's Exact Test 0.197
*Significant at P <0.05

Table 3.3 presents the relationship between the assessment documentation prac-
tices of teacher-respondents in special needs education and their professional profiles.
The results indicate a negative correlation between age and assessment documentation
practices (p =-0.265, p = 0.02), suggesting that older teachers tend to document assess-
ment practices less frequently than younger teachers. Similarly, teaching experience is
negatively correlated with assessment documentation (p = -0.273, p = 0.016), indicat-
ing that more experienced teachers are less likely to engage consistently in documenta-
tion practices compared to less experienced teachers. Other professional profile varia-
bles—including years handling SNEd learners, sex, educational attainment, SNEd spe-
cialization, grade level handled, academic workload, class size, and types of exception-
alities handled—did not show significant correlations (p > 0.05). This implies that these
factors do not significantly influence teachers’ assessment documentation practices.

These findings highlight the importance of continuous professional development

(CPD) in assessment documentation for teachers, regardless of age or years of experi-
ence. Proper and consistent use of assessment documentation is critical for tracking
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learners’ progress, informing instructional decisions, and sharing results with parents and
multidisciplinary teams.

Research supports the role of documentation as a central component of inclusive
assessment. Regular documentation enables teachers to monitor progress, plan lessons,
and make informed instructional decisions (Kavale et al., 2022). Although experienced
teachers understand the significance of inclusive assessment, they may default to habit-
ual practices, underscoring the need for refresher training and professional development
(UNESCO, 2023; Rodriguez et al., 2025). Furthermore, structured documentation is es-
sential for accountability, individualized planning, and effective support for learners with
diverse and complex needs (Loreman et al., 2022; Conception et.al., 2025). In summary,
age and teaching experience alone do not guarantee optimal assessment documenta-
tion; ongoing engagement in relevant professional development is necessary to enhance
teachers’ competencies in this critical aspect of inclusive education.

Table 3.4: Relationship Between the Feedback Practices of Teacher-Respondents in
Special Needs Education and Their Profile

Profile Treatment Value P-value
Age Spearman's rho -0.279 0.014*
Teaching Experience Spearman's rho -0.262 0.021*
Years handling SNEd Learners Spearman's rho -0.181 0.116
Sex Fisher's Exact Test 0.768
Educational Attainment Fisher's Exact Test 0.065
SPED specialization Fisher's Exact Test 0.882
Grade Level Handled Fisher's Exact Test 0.109
)Academic Workload Fisher's Exact Test 0.739
Class Size Fisher's Exact Test 0.531
Exceptionalities Handled Fisher's Exact Test 0.935
*Significant at P <0.05

Table 3.4 presents the relationship between the feedback practices of teacher-re-
spondents in special needs education and their professional profiles. The results indi-
cate a negative correlation between age and feedback practices (p =-0.279, p = 0.014),
as well as between teaching experience and feedback practices (p = -0.262, p = 0.021).
These findings suggest that teachers who are older or have more teaching experience
tend to engage slightly less in active feedback practices compared to their younger or
less experienced peers. Other professional profile variables—including years han-
dling SNEd learners, sex, educational attainment, SPED specialization, grade level han-
dled, academic workload, class size, and types of exceptionalities handled—were not
found to have significant relationships with feedback practices (p > 0.05). This implies
that these factors do not significantly affect teachers’ feedback practices.

These findings highlight the importance of continuous professional development

(CPD) in effective feedback strategies for all teachers, regardless of age or teaching ex-
perience. Timely, constructive, and learner-centered feedback is critical for supporting
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student reflection, promoting progress, and guiding instructional adaptations in inclusive
classrooms. The negative correlation with age and experience suggests that veteran
teachers may rely on habitual routines, emphasizing the need for ongoing training
to maintain best practices in feedback.

Research underscores that effective feedback—when timely, constructive, and ac-
cessible—fosters inclusion, learning, and motivation, particularly for students with special
educational needs (Plua Alarcon & Vidal Velasquez, 2025). CPD ensures that all teach-
ers, irrespective of experience, maintain consistent and effective feedback strategies,
avoiding the pitfalls of routine practice (UNESCO, 2023). In conclusion, the findings high-
light that feedback practices should not rely solely on teachers’ age or experience; in-
stead, active engagement in professional development and the application of evidence-
based feedback strategies are essential to ensure quality inclusive education
in SNEd classrooms.

4. Relationship Between Inclusive Assessment Practices and Challenges Encoun-
tered in Assessing SNE Learners

The research indicated a significant relationship between teachers’ inclusive as-
sessment practices and the challenges they face while assessing with SNEd learn-
ers. Looking at all the themes, it is apparent that the challenges teachers face, whether
structural, professional, or pedagogical, have a significant influence on the application of
inclusive assessment practices. The teachers cited challenges, which included a lack of
specialized assessment tools, a lack of assistive devices, large classes, and a lack of
support from their institutions. The structural challenges sometimes compel teachers to
develop their own tools, which might not be as effective as the standard tools. The re-
search indicates that systemic barriers and a lack of resources have a significant influ-
ence on the quality of assessment in inclusive classes, as teachers face a challenge in
ensuring individualized and equitable assessment for learners. Time constraints and
workload pressures were also identified as being significant issues. As inclusive assess-
ment is by its very nature time-consuming, especially if differentiation and adaptation
are required, it is clear why time constraints are a significant issue. Teachers have many
roles, including teaching, marking, planning, and administrative roles, all of which require
time, yet they are trying to be inclusive in assessment. As research has identified, without
adequate time allocation and workload management, inclusive assessment is not as ef-
fective, leading to teacher burnout (Pocaan, 2022).

The diversity of learners, including differences in abilities, learning styles, and com-
munication styles, is another factor that adds another layer of complexity. Teachers are
required to use various forms of assessment, including oral, written, and visual, to cater
for all learners, yet differences in communication styles, attention spans, and engagement
levels all add another layer of difficulty in assessing learners effectively. This is in line with
the principles of Universal Design for Learning (UDL), but as research has identified,
teachers are not adequately prepared or resourced to effectively implement Universal
Design for Learning (Seymour, 2024). Inadequate training and professional competence
add to the complexities of the challenges faced. Most teachers indicated that their training
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was mostly theoretical and generalized without adequate applied learning, collaborative
learning, or continuous professional learning. Research supports the fact that applied
learning is critical to the teacher to effectively apply inclusive assessment strategies (Sar-
agoca et al, 2025; Dayso, 2025). Without adequate training, the teacher is left to their
own learning and experience, which may result in a lack of uniformity in the application of
assessment strategies and uncertainty about the validity of the assessment.

In conclusion, the teachers applied teacher adaptability through collaborative
learning, the use of technology, and creativity to meet the learners’ needs. Although the
teachers applied inclusive assessment strategies, the literature shows that inclusive as-
sessment requires adequate resource support, small class sizes, teacher mentorship,
and continuous professional learning to be effective (Kleinlein, 2026).

5. Challenges SNEd teachers encounter in assessing SNEd Learners
Theme Discussion: Teachers’ Challenges in Assessing SNEd Learners

A. Structural and Resource Constraints. One of the most common issues identi-
fied by the teacher-respondents is the lack of assessment tools and resources de-
signed to meet the unique requirements of the SNE learners. The teachers indi-
cated that the majority of the assessment tools available to them were designed to
cater to the regular learners, which necessitated the teachers to modify the tools
extensively or develop their own tools to meet the requirements of the SNE learn-
ers. Research studies have indicated how teacher shortages can be a hindrance
to the assessment of learners with disabilities (Dayso, 2025). In such situations,
the teachers have to manage the responsibilities without the necessary infrastruc-
ture to facilitate the assessment of the learners with disabilities individually. More-
over, the larger the number of students in the classrooms of such teachers, the
greater the difficulties faced in providing the necessary assessment tools to the
SNE learners.

B. Constraints and Workload Pressure. Time constraints and workload pressure
have been identified as a major challenge, especially in designing, modifying, ad-
ministering, and grading the assessments. The teachers have pointed out that in-
dividualized assessments take much longer to be conducted, and the continuous
process of adaptation and modifications becomes repetitive and tiring. The global
discussion on the development and administration of inclusive assessments has
pointed out that authentic and performance-based assessments take much longer
to be conducted and graded, compared to traditional assessments, and this puts
pressure on teachers without allocating time for the same (Kauffman, et. al, 2022).
This has a major impact on the burnout and affects the quality of the development
and administration of inclusive assessments.

C. Complexity of Learner Diversity and Communication Barriers. The complexity
of learner diversity, which includes learners with different abilities, styles, and com-
munication needs, was cited as a significant barrier to inclusion. SNE learners, for
instance, often require a number of assessment approaches, which might include
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oral, written, and visual forms, to fully assess their understanding. Moreover, com-
munication barriers, which might take the form of delayed speech or non-verbal
learners, pose a significant barrier to effective assessment. Studies have shown
that the complexity of learner diversity requires a range of approaches to inclusion,
which might not always be effective, as teachers often lack the ability to execute
this approach well (Dayso, 2025). The use of a number of approaches to assess
learners aligns with the principles of Universal Design for Learning, which empha-
sizes the use of diverse representation and engagement strategies.

D. Gaps in Training and Assessment Competence. A need for further, in-depth
training in inclusive methodologies of assessment was highlighted. Many teachers
reported that their training was lacking in terms of scope, with a general introduc-
tion to concepts of inclusion rather than practical application of the skills required in
assessing students with varying learning needs. This mirrors the international lit-
erature, which indicates that training that is theoretical and lacking in continuity
does not adequately equip teachers with the competencies required to effectively
address the demands of the classroom. In a study conducted on attitudes toward
inclusion, it was noted that whilst having a theoretical knowledge of inclusion does
not automatically translate into competent practice, having a training that is appli-
cation-based, practice-embedded, and collaborative is vital if teachers are to feel
competent in their practice (Saragoca, et al. 2025). If they have not received ade-
quate training, they have to rely on self-learning and experiences gained through
practice.

E. Challenges in Ensuring Valid, Fair, and Effective Assessment. There were un-
certainties regarding the effectiveness of the modified assessment in measuring
the learners’ abilities and the fairness of the grading systems. This was a challenge
because the teachers were concerned about the validity and fairness of the as-
sessment results in evaluating learners along a highly diverse range. Inclusive
and equitable assessment research suggests that the assessment processes
must be subjected to critical examination to ensure that learners with specialized
needs are not at a disadvantage (Jabri, 2025). Inequity may arise if the assess-
ment processes are not adapted according to the learners’ profiles. Without a
framework for inclusive assessment practices, it is difficult for the teachers to en-
sure fairness and effectiveness. Feedback and constant evaluation, which are im-
portant principles in inclusive education, may not be consistent or possible (Felder,
2022).

F. Adaptive Teaching Practices and Need for Systemic Support. In spite of the
challenges, the teaching staff showed their resourcefulness by developing their
own teaching materials, working together, and taking advantage of the use of tech-
nology. This is a manifestation of the dedication and ingenuity of the teaching staff.
This type of approach is in line with the literature that promotes the need for con-
tinuous and flexible processes to assess, rather than fixed and standardized crite-
ria (Beltran, et al, 2025; Evans, et. al. 2021). The teaching staff, however, pointed
to the need for systemic support, indicating that perhaps the resourcefulness of
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the teaching staff alone may not be enough to address the challenges. This reso-
nates with the literature on the need for coherent and comprehensive approaches
to inclusive assessment, taking into account the relevance to teaching, equity, and
support for teachers.

Conclusions

Based on the findings of the study, the profile of the teacher-respondents handling
Special Needs Education indicates that most are female, with an average age of 41.8
years, moderate teaching experience, and limited formal SPED training. They handle a
wide range of grade levels, class sizes, and types of exceptionalities, demonstrating ver-
satility and adaptability in their roles as SPED teachers.

The study revealed that teachers generally practice inclusive assessment at a high
level across planning, implementation, documentation, and feedback. Key practices in-
clude selecting assessment tools aligned with learners’ communication modes, provid-
ing alternative response options, using portfolios, informing parents of student progress,
and using assessment results to guide instruction. Some practices, such as consultation
with resource teachers, piloting assessment tools, updating ILPs, and working with mul-
tidisciplinary teams, were moderately implemented. However, the study also found that
teachers face significant challenges in implementing inclusive assessment. Structural lim-
itations, time constraints, learner diversity, communication barriers, and gaps in training
were identified as factors that influence the effectiveness and consistency of assessment
practices. While adaptive strategies such as collaboration, creative modifications, and
digital tools help mitigate these challenges, systemic support is essential to sustain and
enhance inclusive assessment practices.

Furthermore, age and teaching experience were negatively correlated with inclu-
sive assessment, suggesting that more experienced teachers may be less active in cer-
tain stages of assessment. Other profile factors—sex, educational attainment, SPED spe-
cialization, grade level handled, academic workload, class size, and type of exceptional-
ities—showed no significant impact on assessment practices.

In conclusion, although teachers demonstrate a high level of inclusive assessment
practices, the challenges they encounter can constrain the quality and effectiveness of
these practices. This highlights the need for targeted professional development, adequate
resources, and systemic support to empower teachers—particularly experienced ones—
to implement inclusive assessment consistently and effectively for SNE learners.

Recommendations

Based on the findings and conclusions, the researcher would like to present rec-
ommendations. First, school administrators and Schools Division of Negros Oriental
should institutionalize a continuous professional development program for the implemen-
tation of inclusive assessment strategies. These training programs should cover the as-
pects of planning, implementation, documentation, and feedback mechanisms for the
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implementation of effective assessment strategies for SNEd learners. Second, teachers
handling SNEd learners, especially those who are not yet SNEd-certified, should be en-
couraged or assisted to take a SNEd specialization or certification course. This will en-
hance the effectiveness of the teachers in the implementation of effective assessment
strategies for the learners. Teachers should be given opportunities to develop their docu-
mentation skills in assessing learners, such as portfolios, progress monitoring, anecdotal
recording, and ILPs. Schools should also enhance collaboration between general edu-
cation teachers, SPED/resource teachers, and other specialists (such as therapists) to
enhance the implementation of effective assessment strategies for the learners. Meetings
or mentorship programs can be arranged for this purpose. Also, there should be a
stronger collaborative relationship between general education teachers and SNEd/re-
source teachers, as well as other professionals (e.g., therapists), in planning, interpreting,
and giving feedback on assessment results. Team meetings or mentorships could be ar-
ranged to encourage this collaborative relationship. As the older, more experienced teach-
ers were slightly less active in inclusive assessment practices, training programs for such
teachers should be conducted to improve their flexibility and participation in inclusive as-
sessment. Additionally, school districts or schools may tap Local Government Unit (LGU)
to allocate budget for free assessment for low-income families of identified SNEd learn-
ers as per the Multi-Factored Assessment Tool (MFAT) result. Schools should also
strengthen budget allocation through MOOE to provide assessment accommodations,
distraction-free environments, and alternative assessment tools to cater to the needs of
the diverse population of SNEd learners. Lastly, future research could be conducted to
examine the influences of the moderately practiced strategies, such as consultation with
resource teachers and piloting assessment tasks, and the effects of teacher training pro-
grams on the outcomes of learners.

Output
(Proposed Action Plan)

1. Proposed Action Plan for District-Wide Inclusive Assessment Seminar for
Teachers Handling Special Needs Education

The proposed action plan is directly derived from the key gaps and patterns identified
in the study’s findings, which consistently show that while teachers demonstrate a gener-
ally high level of inclusive assessment practices, there are specific areas that require
targeted strengthening to ensure more consistent and effective implementation across
schools in Zamboanga Districts.

First, the results on assessment planning, implementation, documentation, and feed-
back indicate that teachers are already practicing inclusive assessment at a high level.
However, the detailed item analysis shows recurring lower-performing areas such as lim-
ited collaboration with SNEd/resource teachers, less frequent piloting of assessment
tasks, inconsistent updating of Individual Learning Plans (ILPs), and weaker engagement
in multidisciplinary collaboration during feedback. These gaps suggest that while founda-
tional knowledge is present, there is a need for structured capacity-building to refine and
standardize best practices. This directly informs the design of the seminar, particularly the
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focus on differentiated assessment strategies, ILP crafting, and strengthened documen-
tation and feedback systems.

Second, the inferential results reveal that age, teaching experience, and years han-
dling SNEd learners are negatively correlated with certain inclusive assessment prac-
tices, particularly implementation, documentation, and feedback. This indicates a poten-
tial tendency for more experienced teachers to rely on routine or traditional assessment
practices over time. In response, the action plan emphasizes continuous professional de-
velopment (CPD) for all teachers regardless of experience level, ensuring that both novice
and veteran teachers are regularly updated on evolving inclusive assessment ap-
proaches. The seminar is therefore designed not as a one-time intervention but as a pro-
fessional renewal mechanism to address this identified drift in practice.

Third, the qualitative findings on challenges provide a clear explanation for why some
practices remain moderate or inconsistent. Teachers reported structural constraints such
as lack of specialized assessment tools, large class sizes, insufficient assistive resources,
and limited access to training focused on practical application. These constraints directly
justify the inclusion of hands-on training activities in the proposed seminar, such as
demonstrations of differentiated assessment strategies and workshops on ILP develop-
ment. The action plan is therefore not theoretical but response-oriented, addressing both
skill gaps and contextual limitations.

Finally, the recommendation to engage LGUs for financial and medical assess-
ment support is grounded in the identified systemic barriers, particularly the lack of re-
sources and external support systems for proper diagnosis and assessment of learners
with special needs. This aligns the action plan with a broader ecosystem approach, rec-
ognizing that effective inclusive assessment is not only dependent on teacher compe-
tence but also on institutional and community-level support.

Overall, the proposed action plan translates the findings into targeted interventions
that address three core issues identified in the study: (1) gaps in specific inclusive as-
sessment practices, (2) the need for continuous upskilling across all teacher profiles, and
(3) systemic and resource-related barriers that limit effective implementation of inclusive
assessment in SNEd classrooms. The results of the study revealed the need to
strengthen teachers’ competencies in implementing inclusive assessment practices for
learners with Special Needs Education (SNEd). In response, the researcher proposes a
District-Wide Inclusive Assessment Seminar aimed at enhancing teachers’ knowledge,
skills, and practices in planning, implementing, documenting, and providing feedback on
assessments for learners with diverse learning needs. The seminar will also serve as a
professional development opportunity to support teachers in delivering equitable and re-
sponsive assessment strategies aligned with inclusive education principles.

1. General Objective
To enhance the competencies of elementary school teachers in Zamboanguita Districts 1
and 2 in implementing effective inclusive assessment practices for learners with Special
Needs Education.
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2. Specific Objectives

a.

b.

strategies for learners with diverse needs.

learners with exceptionalities.
To enhance teachers’ capacity in implementing differentiated and inclusive
assessment strategies.

To craft an Individualized Learner’s Plan (ILP) for SNEd learners.
To discuss the financial assistance proposal with LGU about SNEd learn-

ers' needs , especially medical assessment/diagnosis aid.

Proposed Matrix

To deepen teachers’ understanding of inclusive assessment principles and

To strengthen teachers’ skills in assessment planning that accommodates

Project Title |Objectives Activities [Persons Responsible Time Expected Output Budget
Frame Source
District-Wide Orientation
Inclusive As-[To enhance . [District Supervisor, ; Teachers gain|~. ., .
; on Inclusive Begin- District
sessment teachers : School : deeper understand-
. . |[Education ning off, . ; MOOE
Seminar forknowledge of in- Heads, SNEd Teachers, ing of inclusive edu-
. and Assess-| ~ IYear INA[_ =, School
Teachers clusive assess- .~ |General and Receiving cation and assess-
. ment Princi- SET L Funds
Han- ment practices les Teachers ment principles
dling SNEd P
District-Wide .
. To improve[Demonstra-
Inclusive As- L |t . . Teachers learn
teachers’ skills intion of Dif- Begin- . : .
sessment ) ; : SNEd Teachers, General| . practical strategies|District
. planning and im-fferentiated o ning off . S o
Seminar for . . and Receiving Teachers for implementing in-[Training
plementing  in-jAssess- Year IN- .
[Teachers . Resource Speakers clusive assess-Funds
clusive assess-ment Strat- SET
Han- ments egies ment
dling SNEd 9
District-Wide Training on
Inclusive As-[To enhancel20CUmen-
, tation offSNEd Teachers, GeneralBegin- [Teachers improve|.. . .
sessment teachers’ com- o : . District
. ; Learner and Receiving Teach-ning ofldocumentation of
Seminar forpetence in docu- . School
. Progress |ers, SNEd Coordinator, |Year IN-learner perfor-
Teachers menting assess-| N . Funds
and Provid-|District Supervisors SET mance
Han- ment results ing Feed-
dling SNEd back
ﬁ]lc?ItL:Is,Citt\aNldAi-To craft an Indi-
vidualized Master Teach-Begin- [Teachers practice
sessment L s Pl \Workshop SNEd Teach . forafti iaDistri
Seminar forl-earner's ani Craftingers’ d Teac ers, |ning oficra ting and using|District
Teachers (ILP) ILP General and Receiving|Year IN-ILP for SNEd learn-MOOE
Han- for SNEd learn- Teachers SET ers
diing SNEd_ [°™

Compliance with Ethical Standards

In carrying out this study on assessing the inclusive education practices
for SNEd learners in Zamboanguita Schools District, there was a strict compliance with
ethical principles to guarantee the rights, dignity, and welfare of all the study participants.
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Before actual data collection, the participation of all participants was accompanied by an
informed consent form that described the goal of the study, the processes involved, the
expected length of their participation, and any possible risks or benefits. The form also
explicitly outlined that their participation is completely voluntary, and they can refuse or
withdraw from the study at any time without fear of punishment or adverse conse-
quences. To ensure confidentiality and anonymity, all personal identifiers, including
names of teachers, schools, or exact locations, were omitted from the final report and any
published outputs. Responses were coded and only employed for the purposes of analy-
sis. Data was securely stored, accessed only by the researcher and academic advisers.
Any data that may lead to participants or schools being identified were meticulously ex-
cised or anonymized in the reporting of the findings. It takes care to safeguard the identi-
ties and professional standing of the participants during and after the study.

Additionally, involvement in the study was voluntary. Teachers were not pressured
or coerced; they were asked in a respectful manner and were provided with sufficient time
to make a decision regarding participation or not and were informed that this study should
not affect their teaching hours. No incentive or reward was applied to influence their par-
ticipation. The researcher made sure that participants' questions or concerns were clari-
fied before signing the consent form and starting to fill out the research instrument. Finally,
the research met academic and institutional ethical standards. The researcher also fol-
lowed the directions from the Department of Education- Division of Negros Oriental
as stated in the approval letter. With these safeguards in place, the study upholds high
ethical standards and contributes to the body of educational research in a responsible
and respectful manner.

REFERENCES

Atanasova, D., & Papen, U. (2025). UK university teachers on inclusive education: Conceptuali-
zations, practices, opportunities and challenges. Studies in Higher Education.

Avramidis, E., & Norwich, B. (2022). Teachers’ attitudes towards integration/inclusion: A review
of the literature. European Journal of Special Needs Education, 129-147.

Bandura, A., & Walters, R. H. (1977). Social learning theory. Prentice-Hall.

Beltran, K. A., Agripa, S. A., Bustarga, A. J. O., et al. (2025). Practices and challenges in imple-
menting inclusive education in Philippine elementary schools. Journal of Education Re-
search, 6(1), 8—22. https://doi.org/10.37985/jer.v6i1.2251

Black, P., & Wiliam, D. (2021). Classroom assessment and pedagogy. Assessment in Education:
Principles, Policy & Practice, 28(6), 551-575.
https://doi.org/10.1080/0969594X.2021.1949530

Dayso, A. L. (2025). Challenges and practices of education teachers on inclusive education.
Cognizance Journal of Education, 5(1).

Department of Education. (2019). DepEd Order No. 21, s. 2019: Policy guidelines on the K to 12
Basic Education Program. Republic of the Philippines.

Department of Education. (2021). DepEd Order No. 44, s. 2021: Policy guidelines on the provi-
sion of educational programs and services for learners with disabilities in the K to 12
basic education program. https://www.deped.gov.ph/wp-ADIENTcontent/up-
loads/2021/11/DO_s2021_044.pdf

692

Ignatian International Journal for Multidisciplinary Research Vol 4 No 5 May 2026 www.icceph.com



Evans, W., Gable, R. A, & Habib, A. (2021). Lessons from the past and challenges for the fu-
ture. Education Sciences.

Felder, M. (2022). Strategies to support teachers in inclusive education settings.

Fuego, M. R. B. (2024). Inclusive classroom assessment: K to 12 teachers’ practices and chal-
lenges. Psychology and Education: A Multidisciplinary Journal, 281-302.

Jabri, A. (2025). Challenges facing general education teachers in inclusive classrooms. Fron-
tiers in Education.

Kauffman, J. M., & Farkas, G. (2022). Veracity in special education. Exceptionality, 30,43-
56.https://journals.sagepub.com/doi/abs/10.1177/10634266231172929

Kauffman, J. M., & Hornby, G. (2021). Inclusive vision versus special education reality. Educa-
tion Sciences, 10(9), 258.

Kavale, K. A., & Spaulding, S. (2022). Teachers’ attitudes and inclusive assessment practices
for learners with disabilities. European Journal of Special Needs Education, 37(4), 499—
512. https://doi.org/10.1080/08856257.2021.1913389

Kleinlein, E. (2025). Conceptualising inclusive assessment: A critical literature review at the
nexus of education, inclusion, and assessment. Educational Assessment Journal.
https://doi.org/10.1080/08856257.2025.2500137

Kleinlein, E. (2026). Conceptualising inclusive assessment. A critical literature review at the
nexus of education, inclusion, and assessment. European Journal of Special Needs Ed-
ucation, 41(1), 101-120.

Krischler, M., Powell, J. J. W., & Pit-Ten Cate, I. M. (2019). What is meant by inclusion? Euro-
pean Journal of Special Needs Education, 34(5), 632—648.

Lawi, C., & Muzata, K. K. (2025). Inclusive assessment practices for students with visual impair-
ment in higher education. Eureka: Journal of Educational Research, 3(2).

Loreman, T., Sharma, U., & Forlin, C. (2022). Measuring inclusive education: Teacher percep-
tions and assessment practices. Educational Sciences, 12(3), Article 145.
https://doi.org/10.3390/educsci12030145

Lucena Rodriguez, C., Invernén Gémez, A. |., Ortiz Marcos, J. M., & Sanchez Mendias, J.
(2025). Preparing future teachers for inclusive practices and disability: A systematic liter-
ature review. International Journal of Instruction, 18(2), 59-78.

Namanyane, T., & Shaoan, M. R. (2021). Inclusive education: A literature review on defini-
tions, attitudes and pedagogical challenges. International Journal of Research and Inno-
vation in Social Science, 5(3), 358-365.

Nieminen, J. H. (2025). Inclusive Assessment Design: Students With Disabilities Speak Out.
Higher Education Research & Development.

Oswal, N., Al Kilani, M. H., Faisal, R., & Fteiha, M. (2025). Inclusive education strate-
gies in higher education. Education Sciences, 15(5), 518.

Plua Alarcon, M. 1., & Vidal Velasquez, M. de J. (2025). Proposal for formative assessment and
effective feedback for students with special educational needs. DISCE.

Revista Cientifica Educativa y Social, 2(2). https://doi.org/10.69821/DISCE.v2i2.21

Pocaan, J. (2022). Exploring teaching strategies and challenges towards a holistic context-
based special education teaching strategies program. The Normal Lights.

Pozas, M., & Letzel-Alt, V. (2023). Teacher collaboration and inclusive education. Cogent Edu-
cation, 10(2), Article 2240941. https://doi.org/10.1080/2331186X.2023.224094 1

Republic of the Philippines. (2022). Republic Act No. 11650: An act instituting a policy of inclu-
sion and services for learners with disabilities in support of inclusive education. Official
Gazette.

Rodriguez, C. L., Invernéon-Goémez, A. 1., Ortiz-Marcos, J. M., & Sanchez-Mendias, J. (2025).
Preparing future teachers for inclusive practices. International Journal of Instruction,
18(2), 59-78.

693

Ignatian International Journal for Multidisciplinary Research Vol 4 No 5 May 2026 www.icceph.com



Saragoga, M. J., & Candeias, A. A. (2025). Teachers’ Attitudes Toward Inclusion and the ICF:
Evidence from a National Survey in Portugal. Education Sciences, 56, 44.

Seymour, M. (2024). Enhancing the online student experience through the application of Univer-
sal Design for Learning (UDL) to research methods learning and teaching. Education
and Information Technologies, 29(3), 2767-2785.

Sharma, S. (2024). Enhancing inclusive learning environments: Strategies for curriculum adap-
tation and modification. Future of special education in India, 109, 121.

Sharma, U., Sokal, L., Wang, M., & Loreman, T. (2021). Measuring the use of inclusive practices
among pre-service educators: A multi-national study. Teaching and Teacher Education,
107, 103506.

Sharma, U., Forlin, C., & Loreman, T. (2020). Teacher self-efficacy and inclusive education.
Teaching and Teacher Education, 88, 102980.
https://doi.org/10.1016/j.tate.2019.102980

Tai, J., Ajjawi, R., & Umarova, A. (2021). Inclusive assessment experiences. International Jour-
nal of Inclusive Education, 28(9), 1936—-1953.

UNESCO. (2021). Reimagining our futures together. UNESCO.

UNESCO. (2023). Global education monitoring report: Technology in education. UNESCO Pub-
lishing.

Van Mieghem, A., Verschueren, K., & Struyf, E. (2023). Does professional development effec-
tively support the implementation of inclusive education? A meta-analysis. Educational
Psychology Review. https://doi.org/10.1007/s10648-023-09752-2

Vasquez, M. R. E., Pinili, L. C., Espina, R. C., et al. (2025). Implementing inclusive education for
learners with special needs: Exploring non SpEd teachers’ knowledge, attitudes, and
practices. International Journal of Research in Social Sciences, 9(11), 5794-5809.

Vergara, M., Pinili, L., Delos Reyes, N. R., Sitoy, R., Espina, R., & Saladaga, L. (2025). Teach-
ers’ preparedness for inclusive education: Analyzing knowledge, confidence, and class-
room management. International Journal of Educational Studies, 8(2), 54—64.
https://doi.org/10.53935/2641533x.v8i2.323

Villarente, S. V. D., Ancheta, R. A., Manalastas, R. D. C., Capuno, R. G., Delos Reyes, Xu, Y., &
Kuti, L. (2021). Aligning classroom assessment with individualized education program
goals for students with disabilities. International Journal of Inclusive Education.
https://doi.org/10.1080/13603116.2021.1994662

APA Citation:

Cadiente, J. A. (2026). AN INCLUSIVE EDUCATION ASSESSMENT PRACTICES AND CHAL-
LENGES FOR SPECIAL NEEDS EDUCATION LEARNERS IN THE ELEMENTARY SCHOOLS OF
ZAMBOANGUITA DISTRICT. Ignatian International Journal for Multidisciplinary Research, 5, 663—
694. https://doi.org/10.5281/zen0d0.20053838

Janicecadiente08@gmail.com

694

Ignatian International Journal for Multidisciplinary Research Vol 4 No 5 May 2026 www.icceph.com



