


KNOWLEDGE, ATTITUDE AND PRACTICES (KAP) OF TEACHERS
TOWARD INCLUSIVE EDUCATION IN PINAMUNGAJAN DISTRICT II


ABSTRACT
This study investigated the Knowledge, Attitude, and Practices (KAP) of teachers regarding inclusive education in Pinamungajan District II. Utilizing a descriptive-correlational research design, the study profiled a predominantly female, millennial, and academically ambitious teaching workforce. Results revealed that teachers possess a neutral level of knowledge (mean = 3.01), a neutral attitude (mean = 3.02), and an inconsistent implementation of inclusive practices (mean = 3.07). Significant gaps were identified in technical competencies, specifically regarding legal frameworks (RA 7277), assistive technologies, and differentiated instruction. Correlation analysis using Spearman’s Rho revealed a very strong, significant positive relationship between knowledge, attitude, and practice, confirming that cognitive understanding and emotional disposition are critical determinants of classroom execution. While most demographic factors showed no significant difference in KAP, grade level handled and training attended emerged as significant predictors of teacher readiness. Primary challenges included resource constraints, large class sizes, and diverse learner needs. To address these gaps, the study proposes the Enhancement Plan for Inclusive Education (EPIE), a strategic framework focusing on technical training, resource localization, and a tiered certification roadmap to transition inclusive education from passive compliance to a standardized, school-wide culture.
Keywords: Inclusive Education, Teacher Readiness, Knowledge-Attitude-Practice (KAP), Differentiated Instruction, Assistive Technology, Pinamungajan District II, Learners with Special Educational Needs (LSENs)
1. INTRODUCTION
Knowledge, attitude, and practices (KAP) concerning inclusive education provide a critical lens through which educators’ readiness to implement inclusive pedagogy is understood across various levels of governance. Internationally, frameworks emphasize the right of all learners to quality education in environments accommodating diverse needs, with KAP assessments serving as essential diagnostic tools to identify gaps in teachers’ theoretical understanding and routine classroom behaviors (Paler et al., 2022; Martínez, 2023; Teresa et al., 2024). Nationally, the Philippines has integrated inclusive education into equity-driven basic education reforms, placing teachers as pivotal agents in translating these mandates into practice. Locally, within the Province of Cebu, the implementation of inclusive initiatives relies heavily on context-specific assessments to tailor professional development and resource allocation to the unique needs of municipal districts.
A review of related literature reveals a consistent pattern: while many teachers possess a theoretical knowledge of inclusion, they often encounter mixed attitudes and struggle with practical implementation, such as curriculum adaptation and collaborative engagement with specialists. Factors such as training exposure, years in teaching, and access to supportive resources significantly shape a teacher's KAP. In many settings, positive attitudes toward inclusion are frequently stifled by practical constraints, signaling a critical need for research that bridges the gap between teacher knowledge and actionable instructional strategies. This synthesis suggests that the local KAP among teachers in Pinamungajan District II requires a focused examination to identify specific strengths and systemic gaps.
This study is prompted by the urgent need for contextually grounded data to guide policy and resource planning for the School Year 2025–2026. While inclusive education is a national priority, there is a notable paucity of district-level data for Pinamungajan District II. Specifically, it remains unclear how variables—such as specialized training, educational attainment, sex, and age —influence a teacher's ability to implement inclusive strategies. Furthermore, understanding the significant relationships and differences between knowledge, attitudes, and practices is essential for determining whether a teacher’s mindset truly translates into classroom action, or if structural challenges create a disconnect in service delivery.
In response to these needs, this inquiry seeks to evaluate the demographic profiles of educators and their current levels of KAP regarding inclusive education. By identifying the challenges encountered in the field and testing for significant relationships among KAP variables, the researcher aims to provide an evidence-based foundation for a targeted Enhancement Plan. Ultimately, this study intends to align local classroom practices with national mandates, ensuring that the teachers of Pinamungajan District II are not only knowledgeable and supportive in theory but are also fully equipped to foster inclusive, accessible, and high-quality learning environments for all students.
Recent evidence indicates that inclusive education outcomes depend not only on favorable attitudes but also on teachers’ perceived efficacy, applied experience, and opportunities for sustained professional learning. Meta-analytic and empirical work shows a positive association between inclusive self-efficacy and attitudes, while classroom studies suggest that conceptual endorsement alone does not ensure inclusive practice without practical support and context-specific capacity building (Guillemot et al., 2022; Woodcock et al., 2022; Yada et al., 2022).
2. RESEARCH METHODOLOGY
2.1. Research Design and Location of the Study
This study employed a mixed methods research design anchored on the Knowledge, Attitude, and Practices (KAP) model. The descriptive approach was appropriate as it allowed for a systematic documentation of teachers’ professional profiles and their current perceptions of inclusive education. By focusing on three essential dimensions—what teachers knew about inclusive education (Knowledge), how they felt toward its implementation (Attitude), and how these perspectives were reflected in their classroom methods (Practices)—the design captured a holistic view of the district's educational landscape.
The quantitative phase utilized a systematic survey instrument designed to generate measurable data. This methodology facilitated the application of statistical treatments to ascertain not only the levels of KAP among respondents but also the significant differences emerged upon the categorization of teacher-respondents according to their demographic backgrounds. Furthermore, a correlational analysis was utilized to examine the relationships among the three core domains, providing empirical evidence on how knowledge and attitude influenced actual classroom practice.
This study was conducted across four public elementary schools in Pinamungajan District II, Cebu, serving diverse rural, coastal, and upland communities. Operating under DepEd Order No. 72, s. 2009 (Inclusive Education) and School-Based Management practices, these schools offer varied geographic, infrastructural, and demographic contexts to assess teachers' knowledge, attitudes, and practices regarding inclusive education for learners with special educational needs.
2.2. Data Gathering Procedure
The data collection process commenced after securing formal permission from the School Head of Federico and Soledad Villaflor Memorial Elementary School. Upon receiving approval, the researcher coordinated with the SBFP focal person to identify the target parent-respondents during the 2025-2026 school year. The researcher personally distributed the questionnaires to ensure that instructions were clearly understood and to provide immediate assistance for any clarifications. Once the respondents completed the survey, the forms were collected, and the resulting data were systematically tallied and tabulated to prepare for comprehensive statistical analysis.
2.3. Data Analysis
After securing official authorization from the Pinamungajan District II Public Schools District Supervisor (SY 2025–2026), the researcher coordinated with local school heads and distributed survey questionnaires in person. Respondents received a brief orientation regarding the study's scope before completing the forms. Retrieved responses were tallied, tabulated, and processed statistically using SPSS.
Teachers' Knowledge, Attitudes, and Practices (KAP) were evaluated using a five-point Likert scale based on specific mean ranges and qualitative interpretations. A mean range of 4.21–5.00 corresponds to a "Very High" KAP level, interpreted as "Strongly Agree" for knowledge and attitudes, and "Always" for practices. Scores between 3.41–4.20 reflect a "High" level, mapped to "Agree" and "Often," while a range of 2.61–3.40 denotes a "Moderate" level, described as "Undecided" and "Sometimes." Scores falling within 1.81–2.60 indicate a "Low" level, corresponding to "Disagree" and "Rarely." Lastly, a mean range of 1.00–1.80 signifies a "Very Low" KAP level, interpreted as "Strongly Disagree" for knowledge and attitudes, and "Never" for practices.
3. RESULTS AND DISCUSSION
3.1. Age Profile of Respondents
The largest age group among the 75 respondents consists of teachers aged 31–35 years (33.33%), followed by those aged 41–45 (18.67%) and 36–40 (16.00%). Educators aged 45 and younger comprise 68.00% of the total sample. This indicates a predominantly young to middle-aged teaching force in the active stages of their careers. As "millennial" educators, this cohort is generally receptive to modern pedagogical shifts and inclusive frameworks, provided they receive targeted institutional support (Fteiha et al., 2025).
Age composition should be interpreted cautiously as a contextual descriptor rather than a direct proxy for readiness. Meta-analytic evidence has not identified a stable age effect on inclusive attitudes, whereas experiential and school-context variables appear more consequential (Guillemot et al., 2022; Yada et al., 2018; Azevedo et al., 2025).
Table 1. Age Profile of the Respondents
	Age
	Frequency
	Percentage

	56 – 60
	4
	5.33

	51 – 55
	6
	8.00

	46 – 50
	6
	8.00

	41 – 45
	14
	18.67

	36 – 40
	12
	16.00

	31 – 35
	25
	33.33

	26 – 30
	8
	10.67

	Total
	75
	100.00



3.2. Sex Profile of Respondents
Female teachers comprise 89.30% (n = 67) of the respondents, while male teachers account for 10.70% (n = 8). This distribution mirrors broader trends in Philippine elementary public education. Consequently, the study's findings on Knowledge, Attitude, and Practices (KAP) regarding inclusive education primarily reflect the perspectives, classroom management styles, and instructional approaches of female educators (Medina & Chua, 2024).
Similarly, the sex distribution of the sample does not by itself establish differences in inclusive competence. Large-scale and comparative evidence suggests that demographic effects, including gender, are often smaller or less consistent than the effects of training, experience with learners with disabilities, and perceived efficacy (Yada et al., 2022; Yada et al., 2018; Guillemot et al., 2022).
Table 2. Sex Profile of the Respondents
	Sex
	Frequency
	Percentage

	Male
	8
	10.70

	Female
	67
	89.30

	Total
	75
	100.00



3.3. Highest Educational Attainment
A majority of respondents hold master's units (50.70%), followed by those with a Bachelor’s degree (29.30%) and a completed Master’s degree (16.00%). Only 4.00% have doctoral units or degrees. While the workforce demonstrates strong motivation for professional development through ongoing graduate coursework, the concentration of uncompleted advanced degrees correlates with the moderate confidence observed in specialized inclusive competencies.
Graduate study may provide broader professional learning opportunities, but formal educational attainment should not be assumed to translate directly into inclusive competence. Evidence indicates that targeted inclusion-focused preparation and structured practicum experiences are more directly associated with changes in teachers’ attitudes and readiness than qualification level alone (Hassanein et al., 2021; Mosia & Kotelo, 2024; Mourtziapi et al., 2026).
Table 3. Highest Educational Attainment of Respondents
	Highest Educational Attainment
	Frequency
	Percentage

	Bachelor’s Degree
	22
	29.30

	With MA/MS Units
	38
	50.70

	Master’s Degree
	12
	16.00

	With Doctoral Units
	2
	2.70

	Doctoral Degree
	1
	1.30

	Total
	75
	100.00



3.4. Years of Teaching Experience
More than half of the participants have 6–10 years of teaching experience (53.30%), while 20.00% have 16 or more years, 16.00% have 11–15 years, and 10.70% have 1–5 years. This reflects a stable, mid-career workforce past the initial induction phase. However, with 89.30% having over five years of service, continuous professional development is required to align established classroom routines with modern inclusive education frameworks (Adigun, 2021).
Years of service can interact with experience of inclusion rather than operate as an independent determinant. Cross-national evidence shows that direct experience teaching learners with disabilities is a stronger and more consistent correlate of self-efficacy and attitudes than career length alone (Yada et al., 2018; Ediyanto & Kawai, 2023; Azevedo et al., 2025).
Table 4. Years of Teaching Experience
	Years of Teaching Experience
	Frequency
	Percentage

	1–5 yrs
	8
	10.70

	6-10 yrs
	40
	53.30

	11-15 yrs
	12
	16.00

	16 yrs and above
	15
	20.00

	Total
	75
	100.00



3.5. Grade Level Handled
Elementary teachers make up 89.33% (n = 67) of the sample, while Kindergarten teachers represent 10.67% (n = 8). The findings predominantly reflect inclusion dynamics within elementary classrooms. This highlights a need for specialized early-childhood inclusive strategies to ensure seamless educational transitions for young learners with special needs (Fteiha et al., 2025).
Grade level can shape the demands teachers face and the types of accommodations required; however, effects are context dependent. Studies across kindergarten, primary, and secondary settings have reported level-related differences in attitudes in some contexts, while structured preparation can reduce such differences, underscoring the importance of grade-responsive training rather than assumptions based solely on grade assignment (Scanlon et al., 2022; Ediyanto & Kawai, 2023; Hassanein et al., 2021).
Table 5. Grade Level Handled
	Grade Level Handled
	Frequency
	Percentage

	Kindergarten
	8
	10.67

	Elementary
	67
	89.33

	Total
	75
	100.00



3.6. Number of Trainings/Seminars Attended on Inclusive Education
Nearly half of the respondents have attended only 1–2 trainings on inclusive education (46.67%), 28.00% have attended four or more, 13.33% have attended 3–4, and 12.00% have received no formal training. This demonstrates that while initial awareness exists, deep technical mastery remains limited. Superficial exposure through basic orientation seminars is insufficient to establish expert inclusive practice (Abed & Shackelford, 2020).
The training profile is therefore particularly relevant to interpretation of the KAP results. Studies consistently show that inclusion-focused professional development can strengthen knowledge, self-efficacy, and attitudes, especially when training includes applied practice, reflection, and sustained engagement rather than brief awareness sessions (Scanlon et al., 2022; Vieira et al., 2024; Mourtziapi et al., 2026).
Table 6. Number of Trainings/Seminars Attended on Inclusive Education
	Number of Trainings/Seminars
	Frequency
	Percentage

	None
	9
	12.00

	1-2 trainings
	35
	46.67

	3-4 trainings
	10
	13.33

	4 or more trainings
	21
	28.00

	Total
	75
	100.00



3.7. Knowledge on Inclusive Education
The overall weighted mean for knowledge was 3.01 (Neither Agree Nor Disagree). The highest indicator was the understanding that inclusion promotes equal opportunities (mean = 3.11, SD = 1.78), while the lowest was familiarity with basic concepts (mean= 2.93, SD = 1.66) and assistive technologies (mean = 2.95, SD = 1.43). High standard deviations (1.43–1.78) point to varied individual knowledge. Teachers understand general inclusion aims but lack confidence in technical, legal, and adaptive instructional frameworks (Batista et al., 2021).
The neutral knowledge score is consistent with literature distinguishing general conceptual awareness from applied competence. Teachers may endorse the principles of inclusion yet still require practical support to translate knowledge into lesson adaptation, collaborative planning, assessment, and accessible instruction (Woodcock et al., 2022; Mosia & Kotelo, 2024; Mourtziapi et al., 2026).
Table 7. Knowledge on Inclusive Education
	Statements
	Weighted Mean
	Standard Deviation
	Verbal Interpretation

	I am familiar with the concept and principles of inclusive education.
	2.93
	1.66
	Neither Agree Nor Disagree

	I understand that inclusive education promotes equal learning opportunities for all learners.
	3.11
	1.78
	Neither Agree Nor Disagree

	I am knowledgeable about DepEd policies and legal frameworks related to inclusion (e.g., RA 7277, RA 10533, DO 72 s. 2009).
	2.99
	1.59
	Neither Agree Nor Disagree

	I can identify learners with special educational needs (LSENs) in my classroom.
	3.07
	1.54
	Neither Agree Nor Disagree

	I know how to design lesson plans suitable for learners with diverse needs.
	3.07
	1.44
	Neither Agree Nor Disagree

	I am aware of instructional accommodations and modifications for LSENs.
	3.05
	1.48
	Neither Agree Nor Disagree

	I am knowledgeable about assistive technologies that support inclusive learning.
	2.95
	1.43
	Neither Agree Nor Disagree

	I know how to collaborate with SPED teachers and parents in supporting LSENs.
	2.96
	1.45
	Neither Agree Nor Disagree

	I can interpret learners’ needs based on assessment results and observations.
	3.04
	1.47
	Neither Agree Nor Disagree

	I know the difference between integration and inclusion in education.
	2.96
	1.56
	Neither Agree Nor Disagree

	Overall Weighted Mean
	3.01
	
	Neither Agree Nor Disagree



3.8. Attitude Toward Inclusive Education
Attitudes yielded an overall weighted mean of 3.02 (Neither Agree Nor Disagree). Teachers reported the highest scores for perceived administrative support (mean= 3.14, SD = 1.62) and welcoming students with disabilities (mean = 3.11, SD = 1.67), but lowest regarding the belief that inclusion benefits both regular and special-needs learners (mean = 2.92, SD = 1.50). Moving teachers from passive acceptance to active advocacy requires structured professional development and evidence-based demonstrations of classroom success (Chilla et al., 2024).
The neutral attitude score should likewise be interpreted as potentially modifiable rather than fixed. Meta-analytic and intervention evidence indicates that inclusive attitudes are associated with self-efficacy and can improve through well-designed teacher education, practical experience, and supportive school climates (Yada et al., 2022; Vieira et al., 2024; Azevedo et al., 2025).
Table 8. Attitude Toward Inclusive Education
	Statements
	Weighted Mean
	Standard Deviation
	Verbal Interpretation

	I believe that all learners, regardless of ability, have the right to study in regular classrooms.
	2.97
	1.79
	Neither Agree Nor Disagree

	I feel confident in teaching learners with disabilities.
	3.08
	1.35
	Neither Agree Nor Disagree

	I am willing to adjust my teaching strategies to accommodate diverse learners.
	3
	1.65
	Neither Agree Nor Disagree

	I think inclusive education benefits both regular learners and those with special needs.
	2.92
	1.5
	Neither Agree Nor Disagree

	I believe that learners with disabilities can achieve as much as others when given support.
	2.97
	1.61
	Neither Agree Nor Disagree

	I feel that inclusion increases my workload beyond what is manageable.
	2.95
	1.45
	Neither Agree Nor Disagree

	I welcome the presence of learners with disabilities in my classroom.
	3.11
	1.67
	Neither Agree Nor Disagree

	I believe that inclusive education helps build empathy among students.
	3.01
	1.7
	Neither Agree Nor Disagree

	I am open to receiving feedback to improve my inclusive teaching practices.
	3.07
	1.76
	Neither Agree Nor Disagree

	I think my school administration provides enough support for inclusive education.
	3.14
	1.62
	Neither Agree Nor Disagree

	Overall Weighted Mean
	3.02
	
	Neither Agree Nor Disagree



3.9. Practices in Implementing Inclusive Education
Inclusive practices obtained an overall weighted mean of 3.07 (Sometimes). Adaptive classroom management received the highest mean ($3.13, SD = 1.66$), whereas differentiated instruction scored the lowest ($3.00, SD = 1.70$). These results indicate that inclusive strategies are implemented intermittently rather than systematically. Targeted capacity-building is necessary to embed differentiated instruction routinely into daily teaching (Mkhonta-Khoza & Dlamini, 2022).
The intermittent pattern of inclusive practice suggests that implementation support is as important as conceptual understanding. Research with practicing teachers shows that stronger self-efficacy is associated with more accessible and student-centered inclusive practices, while attitudes and self-efficacy also predict willingness to employ collaborative approaches such as peer tutoring (Woodcock et al., 2022; Avramidis et al., 2019; Mourtziapi et al., 2026).
Table 9. Practices in Implementing Inclusive Education
	Statements
	Weighted Mean
	Standard Deviation
	Verbal Interpretation

	I modify my lesson plans to meet the needs of learners with disabilities.
	3.05
	1.54
	Sometimes

	I use differentiated instruction strategies in my class.
	3
	1.7
	Sometimes

	I collaborate with parents and SPED teachers to support LSENs.
	3.08
	1.46
	Sometimes

	I utilize learning materials that cater to varied learning styles and abilities.
	3.12
	1.66
	Sometimes

	I attend trainings and seminars related to inclusive education.
	3.09
	1.65
	Sometimes

	I implement classroom management strategies suitable for diverse learners.
	3.13
	1.66
	Sometimes

	I provide peer-assisted learning activities among students.
	3.07
	1.61
	Sometimes

	I assess the progress of LSENs using modified or alternative assessments.
	3.08
	1.53
	Sometimes

	I communicate regularly with parents about their child’s progress.
	3.07
	1.62
	Sometimes

	I advocate for inclusive education practices within my school.
	3.01
	1.56
	Sometimes

	Overall Weighted Mean
	3.07
	1.6
	Sometimes



3.10. Significant Relationship Between Knowledge, Attitude, and Practice
Spearman rank-order correlation revealed strong positive relationships between Knowledge and Attitude (r = .923), Knowledge and Practices (r = .932), and Attitude and Practices (r = .938), all significant at p < .001. The null hypothesis was rejected. Cognitive understanding, affective disposition, and instructional execution operate synchronously; elevating theoretical knowledge naturally enhances teacher attitudes and refines practical implementation.
The very high correlations observed here are directionally consistent with literature linking attitudes and self-efficacy, but their magnitude should not be interpreted as evidence of causation. Meta-analytic and empirical studies support positive associations among efficacy, attitudes, and inclusive behavior, while also emphasizing the influence of school climate and experience (Yada et al., 2022; Azevedo et al., 2025; Avramidis et al., 2019).
Table 10. Significant Relationship Between Teacher’s Knowledge, Attitude and Practice in Implementing Inclusive Education
	Variables
	KNOWLEDGE
Spearman Correlation Values
	ATTITUDE
Spearman Correlation Values
	PRACTICES
Spearman Correlation Values

	KNOWLEDGE
	1
	.923**
	.932**

	ATTITUDE
	.923**
	1
	.938**

	PRACTICES
	.932**
	.938**
	1



Legend: * significant    ** highly significant    ns-not significant
3.11. Significant Difference Between KAP and Demographic Profile
Kruskal-Wallis test results showed no significant differences in KAP across Age (p=.256 to .531), Sex (p = .624 to .850), Educational Attainment (p = .626 to .788), or Teaching Experience (p = .672 to .957).
However, Grade Level Handled showed significant differences across Knowledge (p = .049), Attitude (p = .044), and Practices (p = .012). Trainings Attended showed a significant difference for Knowledge (p = .040), but not for Attitude (p = .136) or Practices (p=.134). These results indicate that baseline KAP is uniform across general demographics, but specific grade-level demands and specialized training directly drive variations in inclusive competence (Adigun, 2021).
The demographic comparison should therefore be interpreted in light of mixed international evidence. Training, school level, and direct experience with inclusion have shown significant associations in some settings, whereas age, gender, educational level, and career length have produced inconsistent effects across studies, indicating that local context may moderate these relationships (Yada et al., 2018; Ediyanto & Kawai, 2023; Mosia & Kotelo, 2024).
Table 11. Significant Difference Between the Teachers’ Knowledge, Attitude and Practice and their Demographic Profile
	Variables
	KNOWLEDGE
	ATTITUDE
	PRACTICES

	Age
	0.497
	0.531
	0.256

	Sex
	0.624
	0.85
	0.63

	Highest Educational Attainment
	0.626
	0.788
	0.755

	Years in Teaching
	0.942
	0.957
	0.672

	Grade Level Handled
	0.049*
	0.044*
	0.012*

	Trainings Attended related to inclusive education
	0.04*
	0.136
	0.134



Legend: * significant    ** highly significant    ns-not significant
4. CONCLUSION
The findings demonstrate that while elementary educators in Pinamungajan District II are professionally motivated, their overall knowledge, attitudes, and practices regarding inclusive education remain at a neutral baseline, resulting in only intermittent classroom implementation. Because these three domains are highly interconnected and mutually reinforcing, elevated teacher proficiency directly fosters more positive mindsets and effective instructional delivery. Although general demographic attributes like age, sex, and years of experience have a negligible impact on inclusive readiness, the grade level handled and participation in specialized training serve as the principal determinants of capacity. Ultimately, despite teachers' resourcefulness, the full realization of inclusive education remains constrained by superficial training exposure, resource scarcity, and large class sizes, emphasizing the critical need for continuous, grade-specific professional development and institutional support.

COMPETING INTERESTS
Authors have declared that no competing interests exist.
ETHICAL APPROVAL
This study strictly adhered to ethical standards of informed consent, voluntary participation, confidentiality, and beneficence. Participating educators were fully briefed on the research objectives and guaranteed the right to withdraw at any point without personal or professional liability. To safeguard privacy and prevent administrative bias, all data were anonymized, securely stored, and reported exclusively in aggregated formats. Grounded in non-maleficence and beneficence, the findings were utilized to design an Enhancement Plan aimed at securing targeted resources, specialized training, and administrative support for teachers.

Declaration of AI Use



This manuscript was prepared through the intellectual contributions of the author(s) to the study design, data analysis, interpretation of results, and scholarly content. Grammarly and ChatGPT were used solely to assist with grammatical refinement and reference formatting during manuscript revision. The author(s) accept full responsibility for the accuracy, integrity, and final content of the manuscript.

REFERENCES
Abed, M. G., & Shackelford, T. K. (2020). Saudi Teachers’ Perceptions of In-Service Education and Training Addressing Attention-Deficit/Hyperactivity Disorder. Learning Disabilities Research and Practice, 35(2), 100–106. https://doi.org/10.1111/ldrp.12219
Adigun, O. T. (2021). Inclusive education among pre-service teachers from Nigeria and South Africa: A comparative cross-sectional study. Cogent Education, 8(1). https://doi.org/10.1080/2331186x.2021.1930491
Antwi, J., Ohemeng, A., Boateng, L., Quaidoo, E., & Bannerman, B. (2020). Primary school-based nutrition education intervention on nutrition knowledge, attitude and practices among school-age children in Ghana. Global Health Promotion, 27(4), 114-122. https://doi.org/10.1177/1757975920945241
Baş, G. (2021). Factors Influencing Teacher Efficacy in Inclusive Education. Australasian Journal of Special and Inclusive Education, 46(1), 19-32. https://doi.org/10.1017/jsi.2021.22
Batista, M. V., Ulrich, J., Costa, L., & Ribeiro, L. (2021). Multiple Primary Malignancies in Head and Neck Cancer: A University Hospital Experience Over a Five-Year Period. Cureus. https://doi.org/10.7759/cureus.17349
Chilla, S., Doetjes, G., Vogt, K., Tsagari, D., & Ibrahim, L. A. (2024). Digital-inclusive Transformation and Teacher Preparedness for Foreign Language Education – A Bilateral German-Norwegian Perspective. Center for Educational Policy Studies Journal. https://doi.org/10.26529/cepsj.1690
Clavijo-Olarte, A. (2025). Significant zones of proximal development in higher education: discussion on Caperucita Roja Aprende a Escribir / Zonas significativas de desarrollo próximo en la educación superior: discusión sobre Caperucita Roja Aprende a Escribir. Studies in Psychology Estudios De Psicología, 46(1-3), 614-636. https://doi.org/10.1177/02109395251397944
Fteiha, M., Al-Rashaida, M., & Ghazal, M. (2025). General and special education teachers’ readiness for artificial intelligence in classrooms: A structural equation modeling study of knowledge, attitudes, and practices in select UAE public and private schools. Plos One, 20(9), e0331941. https://doi.org/10.1371/journal.pone.0331941
Heck, O., Ormiston, H., & Husmann, P. (2023). Utilizing KAP in Schools: An Evaluation of Educators’ and Staff Knowledge, Attitudes, and Practices Related to Trauma. Journal of Child & Adolescent Trauma, 16(4), 889-901. https://doi.org/10.1007/s40653-023-00536-y
Martínez, J. (2023). EFFICIENCY OF HUMAN RESOURCES MANAGEMENT IN THE CONSTRUCTION INDUSTRIES IN CEBU. Cognizance Journal of Multidisciplinary Studies, 3(8), 352-534. https://doi.org/10.47760/cognizance.2023.v03i08.011
Medina, E. D., & Chua, E. N. (2024). Division Wide Initiated Program for a Gender Responsive Basic Education. An Exploratory Assessment for Public Elementary Schools. International Journal of Research Publications, 150(1). https://doi.org/10.47119/ijrp1001501620246811
Mkhonta-Khoza, P. P., & Dlamini, N. A. (2022). Analysis of Eswatini Senior Secondary School SiSwati Teachers’ Inclusive Education Practice. Journal of Education and Practice, 6(6), 51–70. https://doi.org/10.47941/jep.1153
Muhammad, A. (2025). Validating the Teachers' Attitudes Towards Inclusive Education scale: A psychometric study with pre-service teachers. British Journal of Special Education, 52(4), 523-538. https://doi.org/10.1111/1467-8578.70041
Paler, M., Tabañag, I., Siacor, F., Geraldino, P., Walton, M., Dunn, C., … & Taboada, E. (2022). Elucidating the surface macroplastic load, types and distribution in mangrove areas around Cebu Island, Philippines and its policy implications. The Science of the Total Environment, 838, 156408. https://doi.org/10.1016/j.scitotenv.2022.156408
Teresa, M., Ragay, A., & Machacon, A. (2024). Overcoming cultural taboo: A qualitative study of the untold lived experience of older adults’ sexual life in Cebu, Philippines. Belitung Nursing Journal, 10(6), 695-702. https://doi.org/10.33546/bnj.3484
Zhou, X. (2024). Sociocultural Theory in Early Childhood Education. Lecture Notes in Education Psychology and Public Media, 51(1), 190-196. https://doi.org/10.54254/2753-7048/51/20240981
Avramidis, E., Toulia, A., Tsihouridis, C., & Strogilos, V. (2019). Teachers’ attitudes towards inclusion and their self-efficacy for inclusive practices as predictors of willingness to implement peer tutoring. Journal of Research in Special Educational Needs, 19(S1), 49–59. https://doi.org/10.1111/1471-3802.12477
Azevedo, H., Barat, B., Coelho, V., Machado, F., Soares, M., Dias, P., Cadime, I., & Peixoto, C. (2025). Exploring teachers’ attitudes towards inclusive education: Role of self-efficacy and perceived school climate. Journal of Research in Special Educational Needs, 25(4), 1002–1020. https://doi.org/10.1111/1471-3802.70025
Ediyanto, & Kawai, N. (2023). The measurement of teachers’ attitudes toward inclusive education: An empirical study in East Java, Indonesia. Cogent Education, 10(2), 2229014. https://doi.org/10.1080/2331186X.2023.2229014
Guillemot, F., Lacroix, F., & Nocus, I. (2022). Teachers’ attitude towards inclusive education from 2000 to 2020: An extended meta-analysis. International Journal of Educational Research Open, 3, 100175. https://doi.org/10.1016/j.ijedro.2022.100175
Hassanein, E. E. A., Alshaboul, Y. M., & Ibrahim, S. (2021). The impact of teacher preparation on preservice teachers’ attitudes toward inclusive education in Qatar. Heliyon, 7(9), e07925. https://doi.org/10.1016/j.heliyon.2021.e07925
Mosia, P. A., & Kotelo, T. T. (2024). Teacher training for inclusive education in Lesotho: Assessing factors that influence teacher attitudes towards supporting LSEN in mainstream schools. Cogent Education, 11(1), 2380167. https://doi.org/10.1080/2331186X.2024.2380167
Mourtziapi, M., Lyra, O., Koinis, A., & Tzavara, C. (2026). Enhancing self-efficacy for inclusive education: A mixed-methods professional development intervention for teachers and career counsellors in Greek secondary schools. Journal of Research in Special Educational Needs, 26(3), e70103. https://doi.org/10.1111/1471-3802.70103
Scanlon, G., Radeva, S., Pitsia, V., Maguire, C., & Nikolaeva, S. (2022). Attitudes of teachers in Bulgarian kindergartens towards inclusive education. Teaching and Teacher Education, 112, 103650. https://doi.org/10.1016/j.tate.2022.103650
Vieira, L., Rohmer, O., Jury, M., Desombre, C., Delaval, M., Doignon-Camus, N., Chaillou, A.-C., Goulet, C., & Popa-Roch, M. (2024). Attitudes and self-efficacy as buffers against burnout in inclusive settings: Impact of a training programme in pre-service teachers. Teaching and Teacher Education, 144, 104569. https://doi.org/10.1016/j.tate.2024.104569
Woodcock, S., Sharma, U., Subban, P., & Hitches, E. (2022). Teacher self-efficacy and inclusive education practices: Rethinking teachers’ engagement with inclusive practices. Teaching and Teacher Education, 117, 103802. https://doi.org/10.1016/j.tate.2022.103802
Yada, A., Leskinen, M., Savolainen, H., & Schwab, S. (2022). Meta-analysis of the relationship between teachers’ self-efficacy and attitudes toward inclusive education. Teaching and Teacher Education, 109, 103521. https://doi.org/10.1016/j.tate.2021.103521
Yada, A., Tolvanen, A., & Savolainen, H. (2018). Teachers’ attitudes and self-efficacy on implementing inclusive education in Japan and Finland: A comparative study using multi-group structural equation modelling. Teaching and Teacher Education, 75, 343–355. https://doi.org/10.1016/j.tate.2018.07.011


1
