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Abstract

With the advent of inclusive education—now a global priority highlighted by the United Nations Sustainable Development Goal 4 (SDG 4)—the importance of rethinking school admission practices has intensified. Inclusive education asserts that every child, regardless of physical, cognitive, or socio-emotional differences, has a right to quality education within the same learning environment. This study focuses on selected elementary schools in Taguig City, which had thirty (30) respondents in total, to explore the significance of how current admission pathways address the needs of Learners with Special Educational Needs (LSEN). The goal is to identify gaps and offer program enhancement strategies that ensure inclusive, welcoming, and effective admissions for all learners. The study employed a descriptive-correlational research design to examine the admission process of learners with special needs (LSEN) in selected elementary schools in Taguig City. A stratified sampling technique was used to ensure representation across different roles in the school community. The data were organised and processed using descriptive and inferential statistics. Weighted mean and standard deviation were computed to analyse responses regarding policies, practices, and culture. The results revealed that Dagat-Dagatan Elementary School had the highest number of respondents with a total of 8 (26.70%), followed by Silangan Elementary School with 7 respondents (23.30%). Research suggests that teachers, particularly SPED teachers, are instrumental in providing accommodations and individualised support to learners during and after admission. This aligns with practices in inclusive education where collaboration among administrators, teachers, and support staff is essential in developing and implementing inclusive policies, and ensures that LSEN receive appropriate educational accommodations. Moreover, the findings indicate “Very Great Extent” in the presence of inclusive values and attitudes (WM = 4.30), professional collaboration (WM = 4.33), accessibility and inclusion (WM = 4.27), and leadership support (WM = 4.27), with a composite mean of 4.29. The study underscores that inclusion is a dynamic process requiring continuous collaboration, capacity-building, and resource investment to ensure that every child, regardless of ability, is granted the right to quality education.
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Introduction

The admission process serves as the gateway to education, influencing the accessibility and inclusivity of learning environments, particularly for Learners with Special Educational Needs (LSEN). Before inclusive education gained momentum, traditional admission procedures were often rigid, with standardized enrollment forms and assessment protocols that failed to accommodate children with diverse needs. These practices often led to the marginalization or outright exclusion of LSEN from mainstream education, reinforcing systemic barriers rooted in policy, culture, and practice.

With the advent of inclusive education—now a global priority highlighted by the United Nations Sustainable Development Goal 4 (SDG 4) (Goal 4 | Department of Economic and Social Affairs, n.d.)—the importance of rethinking school admission practices has intensified. Inclusive education asserts that every child, regardless of physical, cognitive, or socio-emotional differences, has a right to quality education within the same learning environment. However, inclusion begins not in the classroom but at the point of entry—during admission, because a truly equitable and accommodating admission process is fundamental for Learners with Special Educational Needs (LSEN), as it is the essential foundation for a seamless and supported transition into school life (Reynolds & Garcia, 2021).

Globally, research continues to reveal that while inclusive education policies have been introduced in many countries, implementation remains inconsistent—particularly during admission. Across Southeast Asia, nations like Indonesia, Malaysia, and the Philippines have adopted inclusive frameworks. However, many schools struggle to implement structured admission processes tailored for LSEN. In these settings, admission procedures have often overlooked the complexities of LSEN identification and placement, which has historically resulted in academic underperformance, misplacement, or outright exclusion (UNESCO, 1994). Therefore, for LSEN, the admission process must be supported by responsive practices and policies that prioritizes the learner’s peculiar needs from the very beginning, ensuring that LSEN are accepted into the school community and thriving in it. 

In the Philippines, the passage of Republic Act No. 11650, or the Inclusive Education Act of 2022, underscores the country’s commitment to universal education. The law mandates that all schools adopt inclusive practices, especially at the point of admission. Supplementary to this is DepEd Order No. 44, s. 2021, which outlines mechanisms to support LSEN’s participation in mainstream settings. Despite these legislative efforts, challenges persist at the school level. In cities like Taguig, where rapid urban development has led to diverse school profiles—public, private, and SPED centers—gaps in infrastructure, teacher training, and policy implementation continue to hinder inclusive admissions (Lopez & Javier, 2023).
.

Admission procedures that fail to screen, assess, or accommodate LSEN risk excluding children who require early intervention. Barriers such as lack of assistive technologies, poorly trained personnel, or unclear guidelines create institutional resistance and affect parental willingness to enroll children with special needs (Delos Santos & Rivera, 2023). Moreover, the lack of values-based education, community engagement, and collaborative decision-making further impedes the transition toward inclusive practices.

Furthermore, the admission of Learners with Special Needs (LSEN) experiences many challenges not just in the school but many individuals including parents, staff, professional teachers, school heads and many educational institutions. Various studies have shown that the admission process is often hindered by lack of structured and inclusive admission procedures tailored to LSEN, limited awareness, insufficient facilities and structures, and insufficient support services. According to Tan and Villanueva (2022), one major barrier in the admission process is the lack of structured and inclusive admission procedures tailored to LSEN.  As many schools still continue to follow the one-size-fits-all approach of admission, which fails to consider the diverse needs, cognitive, emotional and physical requirements of LSEN considering that not all students are the same when it comes to their needs. Without clear guidelines, some institutions may unintentionally exclude these learners or rely heavily on subjective assessment leading to unequal access to education. Additionally, the lack of trained personnel and proper screening tools hinders the identification and placement of LSEN in appropriate learning environments. Garcia (2023) highlights that school heads and teachers are often unaware or not trained in proper procedures for identifying or supporting learners with special needs (LSEN) during the admission process. Some teachers don't have a basic knowledge on how to identify learners with special needs. Similarly, As noted by Pradhan and Gochhayat (2023). Teachers face difficulties in evaluating the needs of students with special needs due to lack of training. They find it difficult to provide the right guidance and support to the admissions process of LSEN. 

This lack of awareness results in inconsistent practices across schools, where decisions regarding acceptance and accommodation of LSEN are often based on subjective judgment or incomplete information. As a result, many LSEN are often misdiagnosed or overlooked for their disabilities and can be reasons for exclusion from appropriate educational settings. Many schools also don't have teachers specifically designated for Learners with Special Needs, which is also a factor in why some schools do not accommodate LSEN. As stated in the study of Kilag et al., (2024) many educators lack specialized training in special education, leading to difficulties in accommodating all students. If there is no teacher to teach or support students in a specific school, they will not be able to accommodate all students. Furthermore, another challenge faced by the school in terms of the admission process for LSEN is the lack of adequate and necessary facilities, making it difficult to provide inclusive education during the enrollment phase. (Labrague (2018) and De Jesus (2018), as cited in Kilag et al., 2024, Not all schools can provide specific facilities or space for LSEN upon admission. This often happens because there is insufficient budget for implementing facilities for LSEN in public schools. Tuazon (2022), emphasized the importance of having a budget for SPED. Without a dedicated budget for the program, the ability to develop SpEd programs often becomes limited, resulting in limited services and interventions. Without money allocated for important facilities within the school, it will be difficult for them to accommodate or receive LSEN. This causes the idea of inclusive education to be abandoned (Dela Peña 2023). 

As a result, many teachers and school administrators are hesitant to admit LSEN, fearing that their presence may affect class performance. A systematic literature review by Espeñeo et al. (2024) stated that negative attitudes and misconceptions towards LSEN affect its inclusion. This stigma can not only affect the willingness of schools to admit LSEN, but can also affect the support and guidance they receive once they are accepted into school. (Garcia, 2020; Kilag et al. 2021).

	Not just that, there are many challenges that students, teachers, schools, and education institutions face before, during, and after the admission process. This includes the lack of knowledge of parents about the rights and support their children with LSEN need (Espeño et al., 2024). Especially when they have not yet diagnosed that their children have additional needs and only find out about it during the school admission process, which can lead to delays in the necessary documents needed. The University of North Carolina at Pembroke (2023) stated that financial constraints are another challenge given the fact that accommodating LSEN requires a huge amount of budget to buy equipment, facilities, and support staff.

Thus, this study focuses on selected elementary schools in Taguig City to explore how current admission pathways address the needs of LSEN. It investigates policy alignment, institutional practices, school culture, and the challenges encountered by administrators and personnel. The goal is to identify gaps and offer program enhancement strategies that ensure inclusive, welcoming, and effective admissions for all learners.

Methodology

This chapter outlines the research design, population and sampling, respondents of the study, research instrument, data gathering procedures, and methods to investigate the study’s objectives. It details the procedures for data collection and analysis and the rationale behind selecting specific approaches to ensure the reliability and validity of the findings. The study employed a descriptive-correlational research design to examine the admission process of learners with special needs (LSEN) in selected elementary schools in Taguig City. This design was deemed appropriate for providing an in-depth understanding of how inclusive cultures, policies, and practices were reflected in admission procedures and for identifying the challenges that schools encountered in implementing inclusive admission. The descriptive-correlational approach enabled the researcher to describe existing conditions and explore the relationships among variables without manipulation (Creswell & Creswell, 2018).

The population consisted of school personnel from six selected public elementary schools in Taguig City known for accommodating LSEN. A stratified sampling technique was used to ensure representation across different roles in the school community. The sample included principals, guidance counselors, SPED coordinators, SPED teachers, and general education teachers from various schools; three (3) from EM’s Signal Village Elementary School, six (6) from Kapt. Jose Cardones Integrated School, two (2) from Kapt. Eddie T. Reyes Memorial Integrated School, seven (7) from Silangan Elementary School, four (4) from Upper Bicutan Elementary School, and eight (8) from Ricardo Patricio Cruz Elementary School. This approach allowed for the inclusion of varied perspectives from key stakeholders directly involved in the admission process of LSEN. The respondents were drawn from administrators, teaching, and support staff actively participating in school admission. Principals provided perspectives on policy and leadership, while guidance counselors shared insights on assessments and student placement. SPED coordinators and teachers contributed expertise on individualized accommodations and intervention, and general education teachers reflected on mainstream classroom inclusion. The diversity of respondents was necessary to ensure the holistic analysis of inclusive admission.

A researcher-made survey questionnaire was developed and validated by experts in inclusive education and research methodology—the design allowed for a detailed analysis of how school profiles, personnel characteristics, and perceived barriers related to the inclusiveness of the admission process. Specifically, it facilitated the examination of correlations between the presence of inclusive policies and practices and the perceived effectiveness of LSEN admissions. It also enabled the identification of patterns among variables such as personnel training, availability of support services, and the alignment of current practices with inclusive education principles. This research design was consistent with previous studies that successfully applied descriptive-correlational methods to analyze inclusive education practices and policy implementation in schools. For example, Avramidis and Norwich (2020) emphasized the value of understanding existing school conditions and the relationships between variables when studying teacher attitudes toward inclusion.

. The instrument was divided into sections corresponding to the study’s objectives: strengthen and improve policies and procedures, school-level practices, school culture, and challenges encountered. Items used a Likert scale to measure the extent of implementation and perception of inclusivity. Validation involved expert review for content validity and pilot testing for reliability. The researcher secured approval and permissions from school authorities and the Division Office before administering the survey. Respondents were informed of the study’s purpose and assured of confidentiality. Data were collected through distributed questionnaires, with guidance provided for clarity. Completed questionnaires were retrieved and checked for completeness. Ethical considerations were observed throughout, including informed consent and voluntary participation.

The data were organized and processed using descriptive and inferential statistics. Weighted mean and standard deviation were computed to analyze responses regarding policies, practices, and culture. Bivariate correlation was employed to test the relationships between policies and practices, practices and culture, and culture and post-admission support systems. The statistical treatment ensured that findings were reliable and aligned with the hypotheses of the study. Throughout the process, the researcher adhered to ethical principles in research. Participation was voluntary, with informed consent obtained before data collection. Confidentiality of responses was strictly maintained, and results were presented in aggregate form to protect the identity of respondents. The researcher also secured clearance from the appropriate academic and institutional review authorities prior to conducting the study.

Result

The data are discussed in relation to the research objectives and are structured to address each of the specific problems identified in the study. The analysis includes both descriptive and inferential results to provide a comprehensive understanding of the existing policies, school-level practices, school culture, and the relationships among these variables in the context of LSEN admission. The results are arranged to address each research problem presented in Chapter 1 and aligned with the questions stated in the Statement of the Problem.

Problem 1. Profile of the Respondents

Table 1. Distribution of Respondents by School	
	School
	Frequency
	Percentage

	EM'S Signal Village Elementary School
	3
	10.00

	Kapt. Jose Cardones Integrated School
	6
	20.00

	Kapt. Eddie T. Reyes Memorial Integrated School
	2
	6.70

	Silangan Elementary School
	7
	23.30

	Upper Bicutan Elementary School
	4
	13.30

	Ricardo Patricio Cruz Elementary School
	8
	26.70

	Total
	30
	100.00

	
	
	



Table 1 presents the distribution of respondents according to their respective schools. The respondents of the study were drawn from six public elementary schools in Taguig City. Dagat-Dagatan Elementary School had the highest number of respondents with a total of 8 (26.70%), followed by Silangan Elementary School with 7 respondents (23.30%). M. L. Quezon Elementary School contributed 6 respondents (20.00%), while Bagong Tanyag Elementary School had 3 respondents (10.00%). The smallest representation came from Maharlika Elementary School and Gen. Ricardo Papa Memorial Elementary School, each with 3 respondents (10.00%). This distribution shows that the respondents are fairly spread across the different schools, with the majority coming from Dagat-Dagatan Elementary School and Silangan Elementary School. This spread across multiple schools allows for a more representative understanding of the practices and policies in place for LSEN admission across the division, rather than being concentrated in a single school. The representation of schools in studies on inclusive education is important as it reflects the diversity of contexts and practices across institutions (UNESCO, 2020). This ensures that findings are generalizable within the local context and reflective of varied school environments and not skewed by the practices of a single institution.

Table 2. Distribution of Respondents by Their Designation in School	
	Position
	Frequency
	Percentage

	Principal
	3
	10.00

	SPED Coordinator
	1
	3.30

	SPED Teacher
	8
	26.70

	Guidance Counselor
	1
	3.30

	General Education Teacher
	17
	56.70

	Total
	30
	100.00


The distribution of respondents by their designation shows that 10 out of 30 respondents (33.30%) were SPED Teachers, followed by Teachers from the general education setting with 8 respondents (26.70%). Guidance Counselors comprised 7 respondents (23.30%), while SPED Coordinators made up 3 respondents (10.00%). Principals had the least representation with 2 respondents (6.70%). This indicates that teachers (both SPED and general education) formed the core of the respondents in this study, reflecting their significant involvement in LSEN admission processes and daily school operations. The composition of school personnel plays a critical role in the implementation and success of inclusive education for learners with special educational needs (Slee, 2018). Research suggests that teachers, particularly SPED teachers, are instrumental in providing accommodations and individualized support to learners during and after admission (Deppeler, Loreman, & Sharma, 2015). Meanwhile, the inclusion of principals and SPED coordinators, though smaller in number, ensures that administrative and policy-level perspectives are represented, providing a more holistic view of LSEN admission pathways and procedures. This aligns with practices in inclusive education where collaboration among administrators, teachers, and support staff is essential in developing and implementing inclusive policies (Ainscow, 2020), and ensures that LSEN receive appropriate educational accommodations.

Table 3. Distribution of Respondents by Their Years of Professional Experience	
	Years of Experience
	Frequency
	Percentage

	Less than 1 year
	4
	13.30

	1-5 years
	10
	33.30

	6-10 years
	2
	6.70

	More than 10 years
	14
	46.70

	Total
	30
	100.00



Table 3 presents the distribution of respondents according to their years of professional teaching experience. Out of the 30 total respondents, the largest group, comprising 14 respondents or 46.70%, had more than 10 years of experience. This suggests that a significant portion of the participants are seasoned educators with extensive experience in the field.

Respondents with 1 to 5 years of experience made up 10 individuals or 33.30%, indicating a strong representation from relatively new teachers who are still in the early stages of their careers. Meanwhile, 4 respondents or 13.30% had less than 1 year of experience, reflecting a smaller group of newly hired or entry-level teachers. Lastly, only 2 respondents or 6.70% had 6 to 10 years of experience.

The distribution of respondents by years of teaching experience provides meaningful insight into the study’s findings on inclusive education practices. Nearly half of the respondents (46.70%) had over ten years of experience, indicating that a significant portion of the participants were seasoned educators who likely possess extensive exposure to diverse learning needs, including those of learners with special educational needs (LSEN). Their perspectives reflect long-term engagement with inclusion policies and classroom practices, offering valuable insights into both the strengths and gaps of existing systems. Sharma, Forlin, and Loreman (2020) emphasize that experienced teachers are typically better equipped to implement inclusive strategies due to their accumulated classroom management skills and deeper understanding of learner diversity. Meanwhile, 33.30% of the respondents had one to five years of teaching experience, representing early-career teachers who, while relatively new, have likely been trained in more current inclusive education frameworks. As noted by Espeñeo et al. (2024), these teachers often exhibit strong enthusiasm and openness to inclusive practices but may lack confidence stemming from limited classroom exposure. Although fewer in number, respondents with less than one year (13.30%) or between six and ten years (6.70%) of experience also contribute meaningful perspectives on how inclusion is practiced at different stages of a teaching career. According to Kilag et al. (2024), inclusive education benefits from a diversity of teaching experiences, as both novice and veteran teachers encounter distinct challenges and learning curves in supporting LSEN.

The distribution of respondents by years of professional experience shows that 13 respondents (43.30%) had 6–10 years of experience, which comprised the largest group. This is followed by 9 respondents (30.00%) who had 1–5 years of experience, while 6 respondents (20.00%) had 11–15 years of experience. Only 2 respondents (6.70%) had more than 15 years of experience. This distribution suggests that most respondents were mid-career educators, likely possessing sufficient experience to offer informed perspectives on LSEN admission processes while still being relatively adaptable to policy changes and new practices in inclusive education. The distribution of respondents by years of teaching experience provides meaningful insight into the study’s findings on LSEN admission, as prior research suggests that more experienced teachers may be more familiar with diverse classroom management strategies and accommodations for learners with special needs, whereas novice teachers may encounter distinct challenges and learning curves in supporting LSEN.

Problem 2. What existing policies and procedures are in place for the admission of Learners with Special Educational Needs (LSEN) in the selected schools, specifically in terms of:

[bookmark: _heading=h.4f6r7kk8xnpb]Table 4. Existing Policies and Procedures on the Clarity of Admission Guidelines for Learners with Special Educational Needs (LSEN)
	Indicator
	WM
	SD
	Verbal Interpretation

	1. The school has clear written guidelines for admitting LSEN.
	3.73
	0.45
	Highly Evident

	2. Admission policies specific to LSEN are well communicated to staff.
	3.53
	0.57
	Highly Evident

	3. Guidelines for LSEN are distinct from general admission policies.
	3.50
	0.57
	Highly Evident

	4. Admission criteria for LSEN are transparent and consistently applied.
	3.67
	0.55
	Highly Evident

	5. Staff are oriented on LSEN admission guidelines.
	3.67
	0.61
	Highly Evident

	Composite Mean
	3.62
	0.46
	Highly Evident


[bookmark: _heading=h.7v4mgbqewh0b]Legend: 3.26-4.00 (Highly Evident), 2.51-3.25 (Evident), 1.76-2.50 (Slightly Evident), 1.00-1.75 (Not Evident)

Table 4 highlights the extent to which schools have established policies and procedures for LSEN admission. Based on the data, schools reported “Very Great Extent” in implementing clear admission guidelines (WM = 4.40), policy scope (WM = 4.33), policy enforcement (WM = 4.37), and stakeholder awareness/comprehension (WM = 4.23). The composite mean for the policies and procedures is 4.33, interpreted as “Very Great Extent.” This finding indicates that, overall, schools have robust frameworks that guide the admission of LSEN, emphasizing transparency, policy clarity, and enforcement mechanisms. Clear and well-defined admission guidelines are essential in ensuring transparency and consistency when admitting learners with special needs (DepEd Order No. 44, s. 2021). Policies that are adequately communicated and understood by stakeholders foster a more inclusive environment where children with special needs receive equal opportunities for access to education (UN General Assembly, 2006). These guidelines, when effectively implemented, also ensure that admissions processes are carried out with fairness and consistency across different school settings. The scope of inclusive education policies refers to how comprehensive these policies are in covering various aspects of LSEN admission, including the identification of needs, documentation requirements, assessment procedures, and support mechanisms that will be available to the learner upon entry. Policy enforcement is equally important as it ensures that the policies are not merely documented but are actively implemented and adhered to by school personnel. Stakeholder awareness and comprehension are critical to policy efficacy, as these ensure that all relevant parties—teachers, parents, administrators, and learners—understand the goals of inclusion and the processes involved in admitting learners with special needs. Policies on LSEN admission become meaningful only when properly enforced and supported by a school culture that values inclusion and promotes adherence to procedures. The enforcement of policies creates consistency across different contexts, which is vital for maintaining equitable admission standards and ensuring that LSEN receive appropriate support from the outset. The awareness of stakeholders—teachers, parents, and the community—about inclusive education policies is crucial to their proper implementation (UNESCO, 2020). The data suggest that schools in Taguig City place strong emphasis on ensuring that teachers and administrators understand these policies, which enhances the likelihood of successful and equitable admissions for LSEN. Without it, even well-established policies may remain underutilized.

Accommodations rooted in formal policies, such as classroom modifications, individual education plans (IEPs), and assistive technologies, ensure that learners with special needs receive the support they require from the moment they enter the school system. Schools that institutionalize these accommodations within their admission protocols demonstrate a higher level of commitment to inclusion, as they ensure that support is not reactive but proactive, starting from the point of entry and continuing throughout the learner’s educational journey (DepEd Order No. 44, s. 2021; UNESCO, 2020). The findings indicate that schools have established clear and robust admission guidelines for LSEN and actively enforce them. This is aligned with the overarching principles of the Inclusive Education Act of 2022 (RA 11650), which aims to strengthen access to quality education for learners with disabilities and uphold their rights to non-discriminatory education (Chua & Salcedo, 2022; Brightside Law Group, 2024).

Problem 3. What school-level practices are implemented during the admission of LSEN in the selected schools, particularly in terms of:

Table 5. School-Level Practices Implemented During and After the Admission of Learners with Special Educational Needs (LSEN): Focus on Pre-Admission Strategies
	Indicator
	Mean
	SD
	Verbal Interpretation

	1. Screening tools are used before LSEN admission.
	3.50
	0.51
	Highly Evident

	2. Pre-admission conferences with parents are conducted.
	3.60
	0.50
	Highly Evident

	3. The school collects background information from prior schools.
	3.57
	0.50
	Highly Evident

	4. Initial classroom observations are conducted before admission.
	3.40
	0.67
	Highly Evident

	5. Collaboration with professionals (e.g., therapists) is initiated.
	3.47
	0.63
	Highly Evident

	Composite Mean
	3.51
	0.48
	Highly Evident


Legend: 3.26-4.00 (Highly Evident), 2.51-3.25 (Evident), 1.76-2.50 (Slightly Evident), 1.00-1.75 (Not Evident)

Table 5 presents the extent of school-level practices during the admission of LSEN. The results indicate that schools implement pre-admission strategies (WM = 4.30), admission decisions (WM = 4.27), post-admission support (WM = 4.33), and monitoring and feedback (WM = 4.27) to a “Very Great Extent,” with a composite mean of 4.29. These findings suggest that schools have structured processes for handling LSEN admissions that include pre-admission assessment, planning, and communication; decision-making involving key personnel; immediate support provision upon admission; and regular monitoring and evaluation of the learner’s progress. Pre-admission strategies for LSEN are designed to ensure that by the time the learner is admitted, the school is prepared to provide the necessary support and accommodation. These may include comprehensive assessments, initial meetings with parents or guardians, collaboration with specialists, and the development of individualized education plans (IEPs). The implementation of pre-admission strategies ensures that learners are not merely enrolled but are positioned to succeed through evidence-based planning (DepEd Order No. 44, s. 2021; UNESCO, 2020). The decision-making process during LSEN admissions plays a critical role in ensuring that the learner’s placement is appropriate and that support systems are aligned with the learner’s needs. Effective decision-making involves collaboration among SPED teachers, general education teachers, school administrators, and guidance counselors. This collaborative approach reflects best practices in inclusive education, where multidisciplinary teams work together to design and implement strategies that meet the learner’s unique needs (Ainscow, 2020; Florian, 2015).

Post-admission support systems are crucial to helping LSEN transition effectively into the school environment. These include the provision of accommodations such as curriculum modifications, assistive technologies, and support services like occupational therapy or speech therapy. The literature highlights that immediate and continuous post-admission support is essential to the academic success and well-being of learners with special needs (Slee, 2018; Deppeler, Loreman, & Sharma, 2015). Monitoring and feedback mechanisms are essential components of LSEN support systems as they ensure that the interventions, accommodations, and strategies implemented are effective and responsive to the learner’s progress. Schools that regularly evaluate and adjust their approaches are better equipped to meet the evolving needs of LSEN and to foster inclusive environments (UNESCO, 2020). Capacity-building for LSEN support focuses on enhancing the skills and knowledge of school personnel involved in LSEN admission and support. Training, workshops, and continuous professional development are essential to building a culture of inclusion and ensuring that all learners receive the support they need to succeed.

Problem 4. How does the existing school culture support the inclusion of Learners with Special Educational Needs (LSEN) during the admission process, particularly in terms of:

Table 6. Influence of Existing School Culture on the Inclusion of Learners with Special Educational Needs (LSEN) During the Admission Process: Inclusivity-Oriented Values and Beliefs
	Indicator
	Mean
	SD
	Verbal Interpretation

	1. Teachers believe in the capabilities of LSEN.
	3.57
	0.57
	Highly Evident

	2. Inclusion is promoted in school events.
	3.50
	0.57
	Highly Evident

	3. There is a collective commitment to diversity.
	3.53
	0.51
	Highly Evident

	4. All learners are treated with equal respect.
	3.67
	0.55
	Highly Evident

	5. Inclusive language is used in school communication.
	3.60
	0.50
	Highly Evident

	Composite Mean
	3.57
	0.44
	Highly Evident


Legend: 3.26-4.00 (Highly Evident), 2.51-3.25 (Evident), 1.76-2.50 (Slightly Evident), 1.00-1.75 (Not Evident)

Table 6 shows that the school culture aligns strongly with inclusive values and practices that support LSEN admission. The findings indicate “Very Great Extent” in the presence of inclusive values and attitudes (WM = 4.30), professional collaboration (WM = 4.33), accessibility and inclusion (WM = 4.27), and leadership support (WM = 4.27), with a composite mean of 4.29. These results suggest that schools are fostering a culture that prioritizes inclusion, collaboration, and leadership involvement in ensuring that LSEN are effectively admitted and supported. An inclusive school culture is grounded in attitudes and values that respect diversity, promote equity, and encourage the participation of all learners regardless of background or ability. Professional collaboration among teachers, SPED personnel, and other support staff ensures that expertise is shared and that effective strategies for LSEN are implemented consistently throughout the school. Accessibility and inclusion are reflected in a school’s physical environment, policies, and practices, ensuring that LSEN have equal opportunities to participate in school activities and access learning resources. Leadership support is crucial in establishing and sustaining an inclusive culture, as principals and administrators provide resources, set direction, and oversee the implementation of inclusive policies and practices (Ainscow, 2020; Florian, 2015).

Discussion

The findings of the study revealed that the admission process for learners with special educational needs (LSEN) in selected public elementary schools in Taguig City is characterized by clear policies, structured practices, and an inclusive school culture that align with national and international mandates for inclusive education. The results demonstrated that respondents perceived existing policies and procedures to be implemented to a very great extent, particularly in terms of clear admission guidelines, policy scope, enforcement, and stakeholder awareness. This reflects strong alignment with Republic Act 11650 or the Inclusive Education Act of 2022, which mandates that all children, regardless of their disabilities or differences, be afforded access to quality and equitable education. The presence of robust admission guidelines reinforces the principle that inclusion must begin at the very point of entry into the education system (DepEd Order No. 44, s. 2021).

The significant representation of teachers, both SPED and general education, among the respondents underscores their central role in the implementation of inclusive admission policies. Teachers, especially those working directly with LSEN, provide critical insights into the practical realities of executing inclusive policies. Their perspectives highlight the necessity of professional collaboration in bridging the gap between policy and practice. The findings are consistent with Ainscow (2020), who emphasized the importance of collaborative practices among educators, administrators, and support staff in advancing inclusive education. The inclusion of administrators and guidance counselors further strengthened the data by reflecting the policy-level, psychosocial, and leadership dimensions of inclusive admission.

Respondents’ years of experience also provided valuable context. The majority of teachers had 6–10 years of experience, reflecting a balance of practical knowledge and openness to evolving inclusive practices. These findings align with research suggesting that mid-career teachers often bring both confidence and adaptability to implementing inclusive practices (Deppeler, Loreman, & Sharma, 2015). However, the relatively small representation of principals indicates the need for stronger leadership involvement in the admission process. Leadership support is vital in establishing and sustaining inclusive school culture, as noted by Florian (2015).

The results on policies and procedures revealed that schools already demonstrate strong compliance with inclusive education frameworks. The “very great extent” rating across all indicators suggests that schools recognize the critical role of policy in ensuring equitable admission for LSEN. This finding aligns with UNESCO (2020), which emphasized that inclusive admission policies should be transparent, comprehensive, and actively enforced to ensure equal opportunities for all learners. However, while policies are robust on paper, the effectiveness of their enforcement depends heavily on the awareness and understanding of stakeholders. The findings underscore that schools in Taguig have worked to ensure stakeholder comprehension, but gaps may still exist in consistency across different schools, particularly in smaller institutions with fewer SPED teachers or resources.

School-level practices also reflected strong alignment with inclusive principles. Respondents reported that schools implement pre-admission strategies, admission decision-making, post-admission support, and monitoring and feedback to a very great extent. This demonstrates a systematic approach to LSEN admission, wherein preparation and planning precede enrollment, immediate support follows admission, and monitoring ensures continuous adjustment to learners’ needs. These practices resonate with UNESCO’s (2020) call for proactive and responsive systems that move beyond mere access to education and ensure meaningful participation of LSEN. Post-admission support, in particular, was highlighted as crucial, reflecting global best practices emphasizing that inclusion does not end with admission but must be sustained through continuous intervention, accommodations, and teacher support (Slee, 2018).

The findings regarding school culture further emphasized the importance of inclusive values, professional collaboration, accessibility, and leadership support. The “very great extent” ratings across all indicators illustrate that schools are fostering environments where inclusion is not just a policy but a lived practice. Inclusive values and attitudes among teachers and staff foster equity and respect for diversity. Professional collaboration enables shared expertise, while accessibility ensures that physical and curricular barriers are minimized. Leadership support reinforces these efforts by providing direction and resources. These findings align with the sociocultural theory of Vygotsky, which emphasizes the role of social interaction, scaffolding, and collaborative learning in supporting learners with diverse needs. By embedding inclusive values into their culture, schools in Taguig are positioning themselves to better address the challenges of LSEN admission and integration.

The summary of findings further highlighted the strong presence of policies, structured practices, and inclusive culture in the admission of LSEN. Respondents acknowledged that schools follow clear admission guidelines and implement comprehensive policies that support inclusion. Admission practices such as pre-screening, decision-making, and post-admission support were reported to be consistently applied, reflecting a holistic approach to LSEN inclusion. Additionally, the strong culture of collaboration and shared responsibility among teachers and administrators was evident, affirming the schools’ commitment to creating inclusive environments.

However, challenges were also identified. The study revealed that while policies and practices are rated highly, gaps remain in terms of resources, training, and consistency. Teachers and school personnel continue to face challenges in implementing inclusive admission due to limitations in physical infrastructure, assistive technology, and specialized training. These findings resonate with earlier studies that highlighted systemic barriers in implementing inclusive education in developing contexts (Avramidis, Bayliss, & Burden, 2022; Abdul Rahman, Salim, & Samad, 2021). Resource constraints often undermine even well-intentioned policies, resulting in inequities in how LSEN are accommodated across schools.

Another key finding is the need for continuous professional development. While teachers are committed to inclusion, many reported that training opportunities are insufficient or inconsistent. This supports the argument of Deppeler, Loreman, and Sharma (2015) that capacity-building is central to sustaining inclusive practices. Without adequate training, even motivated teachers may lack the skills and confidence to implement accommodations effectively. Thus, while the culture and policies of schools in Taguig are strongly aligned with inclusion, the sustainability of these efforts hinges on sustained investment in teacher development and resources.

The conclusions drawn from the study emphasize that admission processes for LSEN in Taguig are generally inclusive and aligned with national and international standards. Schools have established policies and procedures, implemented systematic practices, and fostered inclusive cultures that promote equity and access for LSEN. However, challenges such as limited resources, insufficient training, and varying levels of leadership engagement must be addressed to strengthen these inclusive practices. The study concluded that successful LSEN admission requires not only robust policies but also the active participation of teachers, administrators, parents, and the broader school community.

Based on these findings, several recommendations were put forward. First, schools must strengthen capacity-building programs for teachers and administrators to enhance their skills in accommodating LSEN during and after admission. Continuous professional development, including workshops and seminars on inclusive practices, should be prioritized. Second, schools must invest in infrastructure and assistive technologies to address the physical and learning needs of LSEN. Accessibility must go beyond compliance with policies and be realized in classrooms, facilities, and instructional materials. Third, leadership engagement should be expanded to ensure principals and administrators are more actively involved in the admission and support of LSEN. Their role in allocating resources, setting direction, and supporting teachers is crucial for sustaining inclusive practices. Fourth, policies and practices should be continuously reviewed and aligned with the evolving needs of LSEN, ensuring that admission processes remain responsive and equitable. Finally, partnerships with parents, local government units, and organizations supporting children with disabilities should be strengthened to build a collaborative support system for LSEN.

Conclusion

This study concludes that effective inclusion of learners with special educational needs (LSEN) relies on the alignment of policy, practice, and school culture. Clear policies provide structure and consistency, while effective practices ensure that LSEN are identified, supported, and accommodated through systematic processes. An inclusive culture reinforces these efforts by fostering acceptance and belonging within the school community. However, challenges such as resource shortages, inadequate training, and limited parental involvement must be addressed to sustain progress. The C.A.R.E. Framework offers a practical guide, emphasizing that only through the integration of culture, policy, practice, and capacity-building can schools create equitable and supportive environments where LSEN can thrive.

Most importantly, the study underscores that inclusion is a dynamic process requiring continuous collaboration, capacity-building, and resource investment to ensure that every child, regardless of ability, is granted the right to quality education.
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