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ABSTRACT

	The Philippines’ Ppolicies for inclusive education in the Philippines are evolving, but special education classrooms show that there are still tensions between the policy's intent and what happens in classrooms. Special educators in public schools in Bacoor City, Cavite, operate in contexts characterized by limited resources, more varied learners, and uneven access to learning, instructional, and adapted materials, as well as assistive technology. This phenomenological study explored the lived experiences of special education teachers in these circumstances as they promote the educational development of disabled learners. The main instrument used was inquiry, based on purposively selected in-depth interviews with six Special Education (SPED) teachers. , was guided by the above perspectives. Thematic analysis was used to surface shared meanings across the different accounts. The findings indicate that adaptive instructional materials and assistive technologies do not function merely as additional support; rather, they are fundamental conditions that shape learner engagement, agency, and participation. Based on the stories teachers told, this study identified the following patterns in teachers’ experiences: access and support, teacher-made inclusion, sustainability challenges, sensory responsiveness, and collaborative practices. Meanwhile, The findings revealed some some key challenges such as were also noted: limited resources being under-resourced, self-funding the production of materials, and a limited institutional response. Participants also described context-sensitive strategies and relational practices that maintained inclusive learning despite the systemic limitations. The Messias Colaizzi-Derived Framework of Inclusive Instructional Adaptation, which demonstrates how teacher agency, contextual realities, and adaptive practices interact to sustain inclusive learning environments despite structural restrictions, was established by the study based on these lived experiences. Overall, the results show that meaningful inclusion is implemented through teachers' professional responsiveness and adaptive judgment in classroom settings rather than being exclusively dependent on legislation provision. The study has implications for the Philippines' implementation of inclusive education policy, teacher support systems, and resource planning.
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1. INTRODUCTION

With an emphasis on fair access to high-quality education for all learners with disabilities, inclusive education has emerged as a global priority. The commitment to inclusive practices is strengthened in the Philippine context by laws such as Republic Act 11650 and the creation of Inclusive Learning Resource Centers. But despite these developments, there are still differences between classroom realities and policy. Prior research emphasizes the value of adaptive instructional materials and assistive technologies in fostering learner engagement and academic achievement. Nonetheless, a large portion of the literature focuses on macro-level perspectives, including institutional frameworks and policy implementation. Examining classroom-level realities remains necessary, especially given the experiences of special education (SPED) teachers who directly implement inclusive practices. By examining how SPED teachers in Bacoor City deal with resource availability and limitations, this study fills this gap. By offering localized insights that connect theory and practice, it aims to comprehend how resources influence instructional strategies and learner results.

1.1 Theoretical Lens

This study, grounded in phenomenology (citation), focuses on understanding the lived experiences and meaning-making of SPED teachers in classrooms. It is believed that inclusion is a dynamic process that is influenced by adaptive practices, teacher agency, and contextual realities. Bronfenbrenner's Ecological Systems Theory (citation), which emphasizes how various environmental systems, including home, school, and policy contexts, affect teaching and learning, further informs it. Additionally, the study draws on Constructivist Learning Theory, which acknowledges that learners actively construct knowledge through experience and promotes the application of adaptive teaching methods. Furthermore, Oliver's Social Model of Disability emphasizes the need to address resource constraints rather than learner deficiencies, framing barriers as socially produced. The concepts of Differentiated Instruction and Universal Design for Learning (UDL), which support adaptable and responsive teaching methods to meet a range of learner needs, complement this. When taken together, these viewpoints present inclusive education as a practice-oriented, context-driven process influenced by resource availability, teacher flexibility, and cooperative support networks.
1.2 Conceptual Framework
The research commences with an examination of the lived experiences of SPED teachers, which is further analyzed through coding and thematic grouping. These result in emergent themes that provide strategic insights and recommendations. The framework concludes with the creation of a model that demonstrates how teacher agency, contextual circumstances, and resource availability interact to sustain inclusive practices.
1.3 Research Questions
Main Research Central Questions:
This phenomenological study is grounded on the central question, : What is the essence of the lived experiences of special education teachers in Bacoor City, Cavite, regarding adaptive instructional materials and assistive technologies in the educational progress of learners with disabilities?
Specific Research Corollary Questions:
In this undertaking, the researcher was guided by the following specific corollary questions:  
1. How do special education teachers describe their most significant experiences regarding adaptive instructional materials and assistive technologies?
2. What meanings may be formulated based on the most significant experiences of special education teachers?
3. What themes emerged from the formulated meanings concerning the influence of the availability of adaptive instructional materials and assistive technologies on learner outcomes?
4. What are the fundamental exhaustive descriptions of the shared lived experiences across participants?
5. Based on the results of the study, Wwhat strategic insights and recommendations may be developed, tailored to the needs of LWDs enrolled in special education programs in Bacoor City?

1.4 Significance of the Study

This research has advantages for various stakeholders engaged in inclusive education. Learners with disabilities may attain enhanced access to supportive, equitable, and inclusive educational settings. Educators, especially special education teachers, acquire knowledge of adaptive techniques, classroom management, and professional practices that support diverse learners. The study increases parents' and guardians' knowledge of classroom dynamics and promotes enhanced communication between home and school. School administrators may utilize the findings to enhance resource allocation, bolster teacher support, and optimize program execution. Curriculum developers can leverage the findings to create adaptable, differentiated, and inclusive educational resources tailored to classroom requirements. Moreover, local government units (LGUs) can enhance community-based support and financing for inclusive education, while advocacy groups and non-governmental organizations (NGOs) can use the findings to inform policy formulation and foster equitable educational activities. Ultimately, other researchers may expand on this work to investigate inclusive education practices and the obstacles they face across diverse contexts.

1,5 Scope and Delimitation of the Research

This study examines the experiences of SPED teachers in public schools in Bacoor City, Cavite, with regard to AIMs and ATs. It omits viewpoints from learners, guardians, and private entities. The study employs a qualitative phenomenological method, emphasizing a comprehensive understanding of teachers' experiences over statistical generalization.

2. methodology

2.1 Research Design
The lived experiences of SPED teachers were investigated in this study using a qualitative phenomenological approach. This design enables in-depth comprehension of co-participants' perceptions and the surrounding reality.

2.2 Selection of Co-Participants
Purposive sampling was used to choose six SPED teachers from public schools in Bacoor City, Cavite. Participants fulfilled the following requirements: currently teaching in SPED programs, 2 or more years of experience, and willingness to participate in in-depth interviews. 

2.3 Data Gathering
Structured phenomenological interviews were conducted, guided by validated interview questions, and co-participant consent was obtained before recording. 

2,4 Analysis of Data
Colaizzi's seven-step method, including familiarization, significant statement extraction, meaning formulation, theme grouping, and member checking, was used to analyze the data.

2.5 Data Transcription
Interviews were transcribed verbatim and validated through member checking.

2.6 Ethical Considerations
Anonymity, confidentiality, and informed consent were guaranteed. Ethical guidelines were closely adhered to, and participation was entirely voluntary.

3. results and discussion

3.1 How do special education teachers describe their most significant experiences regarding adaptive instructional materials and assistive technologies?

The six co-participants' combined responses showed that a continuous process of instructional adaptation, resourcefulness, and professional agency in increasingly complex and resource-constrained educational settings characterizes their most noteworthy experiences utilizing adaptive instructional materials (AIMs) and assistive technologies (ATs). SPED Teachers explained how AIMs (such as visual schedules, large-print materials, manipulatives, and multisensory tools) and ATs (such as smart TVs, tablets, talking calculators, hearing aids, and low-tech AAC devices) functioned as crucial mechanisms for maintaining learner engagement, participation, and functional skill development across all narratives. However, systemic limitations such as limited resources, self-funded material production, procurement restrictions, maintenance delays, and unequal access to technology consistently shaped these experiences, forcing SPED teachers to rely significantly on innovation, teamwork, and contextual decision-making.

Notwithstanding these drawbacks, the co-participants demonstrated excellent adaptive behaviors, such as customizing materials, incorporating visual and sensory-responsive techniques, and collaborating with parents, coworkers, and community stakeholders to extend learning beyond the classroom. These common experiences are consistent with the findings of Dimaranan (2025) and Sokal and Sharma (2024), who noted the growing workload and inadequate institutional support faced by SPED teachers, and Bañados et al. (2024), who highlighted the efficacy of differentiated, multisensory, and technology-integrated approaches in addressing diverse learner needs. In a similar vein, the findings support De La Peña et al. (2023) and Günşen (2023) in showing that assistive technologies greatly improve learner participation and engagement while also highlighting the enduring obstacles linked to systemic inefficiencies and resource constraints noted by Allam and Martin (2021). 

Additionally, the experiences of the co-participants co-participants' experiences highlight the significance of systemic and collaborative support mechanisms, as teachers actively collaborated with families, SPED teachers, and community partners to maintain inclusive practices. These findings corroborate Basister and Valenzuela's (2021) emphasis on the function of coordinated support systems like Inclusive Learning Resource Centers (ILRCs). According to Snider (2021), the integration of AIMs and ATs over time resulted in observable changes in teaching methods, moving toward more adaptable, learner-centered approaches and enhancing both learner outcomes and teacher confidence. The findings of Taghap and Pabalan (2025) that inclusive education necessitates not only policy mandates, but also cogent resource management and ongoing systemic support are reinforced by these convergent experiences, which generally confirm that while AIMs and ATs are important facilitators of inclusion, their efficacy is heavily dependent on teacher agency, collaborative networks, and strengthened institutional support systems.

3.2 What meanings may be formulated based on the most significant experiences of special education teachers?
[bookmark: _Hlk224985548]
Meaning 1: Adaptive Instructional Materials and Assistive Technologies as Essential Resources for Participation and Access
Because they allow learners with disabilities to access lessons, finish assignments, and engage in meaningful classroom activities,  Aadaptive instructional materials (AIMs) are viewed as necessary rather than supplemental because they allow learners with disabilities to access lessons, finish assignments, and engage in meaningful classroom activities. This is consistent with research on inclusive education that highlights resources as instruments for lowering barriers (UNESCO, 2020; Tesoro, 2023) and studies conducted in the Philippines that emphasize their function in equity and involvement (Lendio et al., 2023; Malabuyoc et al., 2025; Aranas & Paglinawan, 2024; Febres & Siy, 2025). Additionally, AIMs promote learners' preparedness for general education settings by acting as bridges toward inclusion. Special education teachers viewed assistive technologies (ATs) as useful tools that facilitate contact, communication, motivation, and long-term learner engagement, especially for learners with limited language ability. According to studies (Lendio et al., 2023; Malabuyoc et al., 2025; Campado et al., 2023; Cardona, 2024; Onwubiko, 2024), technology-supported learning and augmentative and alternative communication improve learner engagement, motivation, and skill development. Therefore, the ability of assistive technology to connect learners to activities, peers, and meaningful learning experiences defines its usefulness rather than its sophistication.

Meaning 2: SPED Teachers as Developers, Adjusters, and Customizers of Educational Resources
In addition to being implementers, special education teachers actively create and adapt educational materials, constantly adapting them to meet the needs of a wide range of learners. Due to limited institutional resources, teacher-made materials are common in Philippine SPED contexts (Campado et al., 2023; Villafuerte & Abanto, 2024; Reyes, 2023; Medina, 2025). These materials align with the principles of differentiated instruction (Tesoro, 2023; Cardona, 2024). These methods emphasize educational ownership, contextual reactivity, and teacher expertise.

Meaning 3: Inclusive Education as a Resource-Dependent and Labor-Intensive Approach
The hidden labor involved in inclusive teaching is revealed by the substantial time, effort, creativity, and financial investment needed to design adapted educational materials. Studies (Malabuyoc et al., 2025; Villafuerte & Abanto, 2024; Españo et al., 2024; Campado et al., 2023; Pocaan, 2022) that highlight the high demands for material preparation and the reliance on self-funded resources due to the lack of institutional support corroborate this. These facts highlight the necessity of systemic support mechanisms and raise questions about sustainability.

Meaning 4: Learning Is Improved by Sensory-Responsive and Structured Instruction
Simplified instruction, visual aids, and consistent routines that help learners comprehend activities and maintain engagement make learning more accessible. These methods align with studies showing the benefits of visual and multisensory aids for learners with disabilities (UNESCO, 2020; Lendio et al., 2023; Malabuyoc et al., 2025; Campado et al., 2023; Onwubiko, 2024). Therefore, instructional adaptation is more about matching learners' information-processing styles than about the complexity of the material.

Meaning 5: Instructional Mismatch and Overstimulation Lead to Behavioral Difficulties
Learners may become overwhelmed by materials that are too complex, text-heavy, or sensory-intensive, leading to emotional dysregulation, disengagement, and behavioral reactions such as tantrums. This perspective is supported by the literature, which links behavioral manifestations to sensory overload and communication difficulties (Lendio et al., 2023; Malabuyoc et al., 2025; Campado et al., 2023; Onwubiko, 2024). These results reframe behavior as a sign of instructional mismatch and unfulfilled learner needs rather than a deficit.

Meaning 6: SPED Teachers, Parents, And Stakeholders Work Together to Maintain Inclusive Practices
A vital support structure that maintains instructional implementation and guarantees learning continuity for learners with disabilities is collaboration between SPED teachers, parents, school administrators, and community stakeholders. This result is consistent with research highlighting the importance of partnerships and coordinated support networks in attaining meaningful inclusion (Basister & Valenzuela, 2021; Snider, 2021). Inclusion is enhanced outside the classroom through shared accountability and group participation, demonstrating that cooperative networks are crucial for addressing resource constraints and preserving consistent learning opportunities.

3.3 What themes emerged from the formulated meanings concerning the influence of the availability of adaptive instructional materials and assistive technologies on learner outcomes?

Theme 1: Access and Support
This study identifies adaptive instructional materials (AIMs) and assistive technology (ATs) as essential pedagogical supports that facilitate access to learning and involvement for learners with disabilities, in alignment with the Zone of Proximal Development. Instead of serving as impartial instruments, these resources act as relational facilitators of inclusion, with their efficacy reliant on teachers' interpretive and adaptable methodologies. This discovery corroborates the research of Irwin et al., emphasizing that teacher competency, confidence, and a favorable disposition towards technology are essential factors in enhancing learner results. Lendio et al. and Cardona contend that assistive devices attain pedagogical significance only when intentionally used as instructional aids. This study illustrates that access to learning is not an intrinsic characteristic of the learner, but rather a contextual result of the alignment of resources, instructional design, and learner requirements. By using Differentiated Instruction and Universal Design for Learning, special education teachers actively transform learning environments through varied representation, participation, and expression. This aligns with De La Peña et al., who note that intentionally implementing assistive technologies enhances learner engagement and understanding. The enduring presence of structural barriers, such as inadequate training, inconsistent access to technology, and deficiencies in institutional support, indicates that inclusion is a negotiated and resource-dependent endeavor. Collectively, these findings support the assertion that meaningful inclusion depends not only on the availability of resources but also on teachers' professional agency in converting them into contextually relevant and pedagogically effective learning opportunities.

Theme 2: Teacher-Made Inclusion
Teacher-made inclusion his theme, which shows how SPED teachers actively remove environmental barriers, is consistent with Bronfenbrenner's Social Model of Disability. In accordance with Vygotsky's Constructivist Learning Theory, teachers scaffold instruction to help learners reach their Zone of Proximal Development by adjusting instruction and creating learner-specific materials. Because the material is provided in a variety of accessible formats, this approach also follows Rose's Universal Design for Learning and Tomlinson's Differentiated Instruction. Studies conducted in the Philippines validate these experiences: Pocaan (2022) stresses the need for administrative support to maintain inclusive practices, while Malabuyoc et al. (2025) and Villafuerte & Abanto (2024) underscore teachers' reliance on self-initiative due to resource constraints. Systemic constraints, such as insufficient resources, professional growth, and legal expertise, present persistent difficulties even when professional agency is a source of strength (Almeda San Jose, 2022; Garcia, 2023). On the other hand, learner engagement, achievement, and well-being significantly increase when assisted by adaptable materials, assistive technologies, and innovative pedagogical approaches (Bañados et al., 2024). Together, these results imply that professional agency works best when it is integrated into institutional and ecological frameworks that support it, rather than relying solely on individual teachers' creativity.
Theme 3: Sustainability Challenges
When viewed through the lens of Bronfenbrenner's Ecological Systems Theory, systemic friction between environmental levels is highlighted, particularly between the macrosystem (outdated procurement procedures and strict regulations) and the microsystem (classroom-level SPED teacher initiatives). Oliver's Social Model of Disability, which holds that barriers are created by the system rather than the learner, is reflected in this conflict. Scaffolding is emphasized in Vygotsky's Constructivist Learning Theory, but when teachers rely on their own resources, these supports remain vulnerable. Studies conducted in the Philippines support this reality: high costs impede technological integration (Campado et al., 2023); teacher-subsidized adaptations and resource scarcity are prevalent (Malabuyoc et al., 2025; Reyes, 2023). The experiences of Bacoor City SPED teachers locally demonstrate that inclusion is achieved through individual bravery rather than structural support (Villafuerte & Abanto, 2024). Inclusion is brittle because it depends on sacrifice. The researcher contends that structural constraints are reflected in the hidden costs of inclusion, and that teacher resourcefulness is a sign of systemic fatigue. For inclusive education to be sustainable, responsive institutional systems that guarantee access is a right rather than a personal expense must take the place of unseen teacher labor.

Theme 4: Sensory Responsiveness
Thematically, this study applies Bronfenbrenner's Ecological Systems Theory by showing how classroom scheduling, lighting, and sounds affect learners' emotions and behavior. These difficulties are framed by Oliver's Social Model of Disability as environmental shortcomings rather than personal shortcomings. According to Rose's Universal Design for Learning, learners may be forced beyond their Zone of Proximal Development without proper scaffolding, underscoring the necessity of both emotive and cognitive support. Studies conducted in the Philippines support these conclusions: While Lendio et al. (2023) identify communication challenges as major causes of behavioral disturbance, Malabuyoc et al. (2025) observe that lower sensory demands promote engagement for learners with autism. According to Campado et al. (2023), over useoveruse of sensory digital technologies might lead to burnout if left unchecked. The researcher concludes that inclusive practice necessitates striking a balance between teaching and emotional and sensory control, redefining the SPED teacher as a "Sensory Engineer" whose moral responsibility is to design classrooms that ensure both cognitive and emotional access, thereby averting exclusion before it occurs.

Theme 5: Collaborative Practices
The concept of inclusive learning via relational infrastructure embodies Bronfenbrenner’s Ecological Systems Theory at the microsystem and mesosystem tiers. Data indicate that collaboration among special education teachers, parents, and community stakeholders in the use of adaptive instructional materials and assistive technologies reduces instructional fragmentation and fosters a predictable, stable environment for learners with disabilities. Local research corroborates this conclusion, emphasizing inter-professional collaboration as a crucial factor in fostering learner engagement within Philippine inclusive environments (Malabuyoc et al., 2025; Reyes, 2023). Collaboration enables stakeholders to share resources, expertise, and support, promoting community ownership and ensuring that interventions are culturally relevant, sustainable, and attuned to learners' needs. Uniform scaffolding between home and school exemplifies Oliver’s Social Model of Disability, which advocates removing barriers through modifying relational contexts rather than restricting learners, aligning with the observations of Villafuerte and Abanto (2024). The researcher underscores that inclusive education depends not solely on resources and technology, but also on the unacknowledged effort required to sustain connections. Policy implications emphasize the importance of focusing relational time, such as planning, organizing, and supporting, rather than simply providing resources, so shifting special education teachers' roles from bare survival to successful instruction.

3.4 What are the fundamental exhaustive descriptions of the shared lived experiences across participants?

Special education teachers characterize inclusive education as a fluid, progressive practice influenced by professional discretion, contextual factors, and everyday pedagogical choices rather than a fixed framework. Inclusion is actively negotiated through the interplay of adapted instructional materials (AIMs), assistive technologies (ATs), learner requirements, and teacher responsiveness, rather than being exclusively determined by policy or resources. AIMs and ATs function as essential frameworks, facilitating learners with disabilities' participation, adherence to instructions, accomplishment of activities, and the cultivation of confidence, autonomy, and preparedness for inclusion in general education. Teachers' agency is crucial, as they consistently construct, adapt, and refine resources to align with learners' cognitive, sensory, and behavioral characteristics, showcasing pedagogical proficiency and contextual awareness.

This adaptive work incurs hidden costs, including significant time, effort, ingenuity, and often personal financial investment, highlighting a disparity between legislative aims and classroom realities. Structured, sensory-responsive environments, characterized by consistent routines, explicit instructions, and visually organized materials, may promote engagement, alleviate cognitive load, and facilitate emotional regulation in learners, whereas overly complex or sensory-intensive materials may provoke disengagement or behavioral reactions. Likewise, assistive technologies promote engagement, motivation, and skill development, but systemic obstacles, such as exorbitant costs, outdated policies, and infrastructure limitations, hinder their accessibility. Collaboration with parents, classmates, administrators, and community stakeholders alleviates these obstacles by enhancing learning across contexts, sharing resources, and promoting collective accountability.

Ultimately, the phenomenon illustrates that inclusive education is a relational, context-dependent process perpetuated by pedagogical inventiveness, ethical dedication, and collaborative networks. Special education teachers serve as proactive intermediaries who connect policy and practice, consistently adjusting and negotiating access to education, ensuring that meaningful participation for learners with disabilities is deliberately established and sustained within flawed systems.

3.5 Based on the results of the study, Wwhat strategic insights and recommendations may be developed, tailored to the needs of LWDs enrolled in special education programs in Bacoor City?

Strategic Insight and Recommendation No. 1: Learning access is actively constructed through adaptive and assistive support
The results Discoveries indicate that special education programs need to rethink the positioning of adaptive instructional materials and assistive support. These resources should not be considered as add-ons but rather as essential conditions for access to learning. As SPED teachers report, learners engage with instructional materials that are simpler, clearer, and aligned with their own communication and sensory characteristics.

At the system level, schools and divisions can develop common structures for selecting, using, and maintaining adaptive instructional materials and assistive technologies. If every SPED teacher contributes to a single repository for visual schedules, simplified learning tasks, and low-tech assistive tools, they will reduce individual burden while improving consistency of access within and across classrooms.

Strategic Insight and Recommendation No. 2: Professional agency functions as the primary mechanism of inclusion
The ability to sustain inclusive practice seems to be linked to SPED teachers' creativity, professional judgment, and ethical commitment. Equitable sharing of the burden between individuals and institutions will be necessary, as the findings also suggest. The freedom of professional agency remains a key resource for inclusive education. Nonetheless, sustainable if there is visible institutional support.

This help may include time devoted to collaborative work, technical assistance for modifying instructional materials, or common banks of resources. An environment that values and acts upon SPED teachers’ professional judgement can enhance inclusive practice and reduce dependence on personal sacrifice.

Strategic Insight and Recommendation No. 3: Inclusive practice is fragile and difficult to sustain without systemic support
SPED teachers' accounts underscore persistent challenges in procurement processes, infrastructure availability, and outdated approved resource lists. The limitations affected the SPED teachers’ ability to adequately meet the learners’ needs. In response, education leaders may want to revisit procurement and allocation systems to ensure flexibility while considering classroom experience.

Possible strategies include expanding the approved list of resources, providing shared access to assistive technologies, and testing flexible procurement models. As a result, SPED teachers may better and more sustainably meet learners’ needs.

Strategic Insight and Recommendation No. 4: Sensory responsiveness is a prerequisite for meaningful learning
The results highlight the significance of planning for sensory and emotional regulation as part of instruction. The way learners act and engage with their SPED teachers is influenced by sensory load, predictability, and emotional readiness. At a strategic level, schools may do well to co-develop guiding principles for special education classrooms that emphasize clarity, legibility, screen time, and predictability of routines.

When learners exhibit challenging behaviors, rather than interpreting them as willfully non-compliant, they could view them as signs that something is wrong with teaching or the environment. This may foster a stronger establishment of emotional safety and responsiveness. 


Strategic Insight and Recommendation No. 5: Collaboration stabilizes inclusion under constrained conditions
When SPED teachers, families, school leaders, and community partners collaborate, this has a stabilizing impact on inclusive practice. At present, much of this collaboration occurs informally, and the lessons suggest that institutionalizing it may be beneficial.

The use of formal collaborative mechanisms, such as interdisciplinary planning structures, sustained parental engagement initiatives, and engagement with local community organizations, may more evenly distribute responsibility. At the institutional level, when collaboration occurs, the continuity of learning contexts is strengthened, and a more responsive, inclusive education system develops.

The general findings suggest that inclusion is already occurring through adaptive teaching, sensory-responsive practices, and collaborative efforts. Maintaining these practices depends on better alignment of curriculum, teacher preparation, scheduling, policies, and provision of assistive support. A more even, less individualized support system for inclusion may be achieved by strengthening existing organizational support.

The Mesias Colaizzi-Derived Framework of Inclusive Instructional Adaptation
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A comprehensive framework for inclusive instructional adaptation arises from the experiences of special education teachers in public schools in Bacoor City, Cavite. The Mesias Colaizzi-Derived Framework of Inclusive Instructional Adaptation delineates how inclusive education is influenced by the interaction of five essential components: learning access and support, teacher-generated inclusion, sustainability difficulties, sensory responsiveness, and collaborative practices. Utilizing Colaizzi’s phenomenological approach, the framework delineates the fundamental structure of these experiences without suggesting causal or sequential linkages, emphasizing patterns that perpetually affect inclusive practice.

To implement the framework, schools can integrate its five components into daily activities, policies, and professional development.
1. Access and support: determine obstacles to involvement and offer resources and scaffolds that are adaptable to the requirements of learners with disabilities.
2. Teacher-made inclusion: promote creativity to eliminate systemic disparities; record effective tactics for wider distribution.
3. Sustainability challenges: create school-level support systems that lessen the need for individual heroics; keep an eye on teacher workload and resource distribution.
4. Sensory responsiveness: assure emotional safety and engagement by tailoring learning activities to learners' sensory thresholds.
5. Collaborative practices: promote joint planning and resource distribution; create official channels of contact with families, community members, and local government entities.

By executing these measures, schools can convert the experiences of SPED teachers into enduring, systemic support frameworks. This method implements inclusive education in everyday practices, improves reproducibility, and offers a framework for transitioning from individual initiatives to institutionally embedded, context-specific, and relationally grounded inclusive practices in resource-limited public school environments.
4. Conclusion

The following presents a detailed conclusion of the study, emphasizing the critical insights and key conclusions drawn from the research findings, providing a clear understanding of the implications and outcomes of the subject under investigation.
1. Special education teachers in Bacoor City experience inclusion as an ongoing, effortful process mediated by adaptive instructional materials, assistive technologies, and collaborative networks, indicating that meaningful learning depends on both teacher innovation and relational support rather than policy or resources alone.
2. The meanings formulated from SPED teachers’ experiences show that inclusion is a daily, labor-intensive practice sustained through teacher-created resources, highlighting the need for schools to support professional agency, provide institutional resources, and formally strengthen relational infrastructures to maintain sustainable inclusive practices.
3. The themes that emerge from the experiences of SPED teachers show that meaningful inclusion is actively constructed through collaboration, adaptive materials, and teacher-made resources. They highlight the need for professional agency, systemic support, and formalized relational networks to ensure equitable participation and long-term learner engagement.
4. The fundamental exhaustive descriptions of shared experiences show that inclusive education is socially constructed and ongoing, depending on relational networks, adaptive tools, and teacher mediation. This emphasizes the need for systemic support, institutionalized resources, and enhanced collaboration to stabilize learning and increase participation outside the classroom.
5. According to the strategic insights, in order to improve equity and the continuity of learning outcomes, sustainable inclusion necessitates formalizing collaboration among SPED teachers, families, and community stakeholders, supporting professional agency through institutional structures, and treating adaptive materials, assistive technologies, and sensory-responsive strategies as essential.

5. RECOMMENDATION

The following recommendations are evidence-based suggestions for improving inclusive education practices for Bacoor City's special education agents. They are not final solutions; rather, they are practical and strategic recommendations grounded in the insights and conclusions from the research process.
1. SPED teachers should be supported to transform individual improvisation into collaborative Professional Learning Communities to sustain adaptive practices while reducing personal and financial strain.
2. Parents should actively partner with schools to create consistent home-school strategies that reinforce learners’ sensory regulation and engagement.
3. Administrators should institutionalize access to adaptive instructional materials and assistive technologies through streamlined procurement and “Material Banks” to reduce teacher improvisation and sustain inclusive education.
4. Curriculum designers should apply Universal Design for Learning and differentiated instruction principles to produce sensory-sensitive, visually clear, and locally adaptable instructional materials and assessment tools.
5. LGUs should strengthen support for SPED programs by providing resources, community partnerships, and localized policies that address institutional deficits and promote equitable education.
6. Advocacy organizations should leverage evidence from SPED classrooms to push for improved funding, policy implementation, and infrastructure aligned with inclusive education and SDG 4.
7. Future studies should engage learners with disabilities and their parents across different Philippine regions to deepen understanding of inclusion and enhance rights-based practices.
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Definitions, Acronyms, Abbreviations

Adaptive Instructional Materials (AIMs): Customized or modified teaching resources designed to meet the diverse learning needs of learners with disabilities.
Assistive Technologies (ATs): Devices, software, or equipment that enhance the functional capabilities of learners with disabilities to support learning and participation.
Inclusive Education: An educational approach that ensures all learners, regardless of ability or disability, have equal access to quality education within mainstream settings.
Learners with Disabilities (LWDs): Learners who have physical, cognitive, sensory, emotional, or developmental conditions that require specialized educational support.
Phenomenological Study: A qualitative research approach that explores and describes the lived experiences of individuals to understand the essence of a phenomenon.
Professional Agency: The capacity of SPED teachers to make informed decisions and take purposeful actions to adapt teaching practices based on learners’ needs.
Sensory Responsiveness: The ability of instructional practices to consider and address learners’ sensory processing needs (e.g., visual, auditory, tactile stimuli).

APPENDIX

Sample Coding and Thematic Analysis Table
	Theme
	Formulated Meaning
	Significant Statements (Verbatim with Co-Participant Reference)

	Theme 1: Access and Support
	Meaning 1: Adaptive instructional materials are foundational conditions for access to learning and meaningful participation.
	“We have a lot of adaptive instructional materials.” (1.10); “Adaptive instructional materials and learning activity sheets are a big help.” (4.23); “With the help of adaptive instructional materials, learners can successfully complete tasks.” (3.18); “These adaptive instructional materials have been very successful in helping learners to complete tasks.” (6.21); “These materials prepare learners for general education classes.” (4.26); “Adaptive instructional materials and assistive technologies upgraded our teaching from traditional methods.” (1.104)

	
	Meaning 1: Assistive technologies support learner communication, interaction, engagement, and skill development when available.
	“The tablet helps our kids interact.” (1.76); “AAC was required by the therapists so the learner can easily communicate.” (1.72); “They help learners communicate with teachers and classmates.” (3.40); “Assistive technology helps motivate learners to join the lesson.” (4.43); “Technology motivates my students.” (2.74); “This captures their interest in learning.” (6.40)

	
	Meaning 2: Visual support, simplified instructions, enlarged print, and structured routines enhance learner understanding and task completion.
	“We can see what their particular needs are through the pictures on the activity sheets.” (1.47); “If learners have difficulty coloring a small picture, we edit the materials and make the pictures bigger.” (1.48); “We use simplified instruction and not complicated ones.” (1.49); “Learners are more visual, which is reflected in the activity sheets.” (4.25); “Smart TVs are a big help because learners with ASD are visual learners.” (4.39); “Their ability to follow along is important because they are visual learners.” (2.37)

	Theme 2: Teacher-Made Inclusion
	Meaning 2: SPED Teachers create, modify, and personalize instructional materials as an ongoing professional responsibility.
	Some of these were made by the teachers themselves.” (1.11); “I can proudly say that we crafted our own learning activity sheets.” (1.43); “If materials are not available, teachers provide them themselves.” (2.54); “Teachers are primarily responsible for creating adaptive instructional materials.” (5.40); “Teachers create materials intended for the specific needs of each learner.” (6.50); “As teachers, we feel empowered and creative in making instructional materials and devices.” (3.50)

	
	Meaning 2: SPED Teachers enact inclusion through agency, resourcefulness, and ethical commitment despite systemic constraints.
	This brings out the creativity of each SPED teacher.” (1.91); “As SNED teachers, we need to be resourceful.” (3.24); “A special education teacher needs to be resourceful.” (6.49); “We hope that more assistive devices will be added for our learners.” (2.47); “School heads should be the first advocates of SNED.” (2.76); “There should be true implementation of RA 11650 in society.” (2.78)

	Theme 3: Sustainability Challenges 
	Meaning 1: Access to assistive technologies is limited by cost, procurement restrictions, outdated lists, and infrastructure.
	“In terms of assistive technology, it is actually limited.” (1.59); “As of now, the smart TV is the only assistive technology available.” (2.29); “AAC apps are pricey.” (1.70); “Assistive technology is very expensive.” (6.46); “It is difficult because we use an outdated DepEd list as our basis.” (3.31); “If a material is not on the list, it cannot be procured.” (3.32)

	
	Meaning 3:
Developing adaptive instructional materials requires substantial time, effort, creativity, and personal financial resources.
	“However, it really is time-consuming.” (1.56); “We really need to spend time creating appropriate materials for them.” (1.58); “Developing these materials requires time.” (5.41); “It also requires financial resources.” (5.42); “Financially, the cost of providing good activities still comes from the teacher’s pocket.” (2.60); “Another challenge is the longevity of instructional materials.” (6.25)

	Theme 4: Sensory-Responsive
	Meaning 4: Overstimulating or text-heavy materials overwhelm learners and contribute to behavioral challenges.
	“If there is a lot written, it hurts their eyes and is overwhelming, leading to tantrums.” (1.50); “When our learners have ASD, they always have times when they really do have a tantrum.” (1.36); “Some learners cry until the class is disrupted because they cannot express what they want.” (1.88); “Learners cannot sustain long hours of watching video lessons.” (5.55); “They are very sensitive to different things, especially noise.” (2.52); “Some learners have meltdowns when they do not like certain sounds.” (6.45)

	
	Meaning 5: Behavior charts, token systems, and routines support emotional regulation and motivation.
	“We also use tokens and behavior charts.” (1.32); “This behavior chart is also a big help… it really helps improve their behavior.” (1.33); “One of the most helpful things for our learners with autism is our behavior chart.” (1.35); “If they are in a meltdown, then we show our behavior chart.” (1.38); “Scheduling produces a positive response and helps lessen tantrums.” (5.21); “Motivation increases especially when tokens or rewards are used.” (4.61)

	Theme 5: Collaborative Practices
	Meaning 6: Collaboration among teachers, parents, school leaders, and community stakeholders strengthens instructional implementation and continuity of learning.
	“This is something we collaborated on.” (1.19); “We work together on this across different subjects.” (1.20); “Parents can continue learning at home through YouTube videos.” (2.39); “With parental support and collaboration, classrooms remain conducive even with limited budgets.” (5.66); “Collaboration inspires special education teachers to create adaptive materials.” (5.65); “Collaboration is a big help because the barangay is one call away.” (6.51)
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