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Abstract   
Inclusive education as a primary education policy for students with special needs to create 
inclusive society and equal opportunities in education. The purpose of this study was to 
identify the attitude of Primary School teachers towards inclusive education in Aceh province. 
Attitude assessment consists of three aspects: cognitive, affective, and behavioral, and how 
special education training influence teachers' attitudes toward inclusive education. This study 
involved 399 primary school teachers. The results of the MANOVA test revealed there was a 
significant difference effect of teachers who have received in special education training on all 
aspects of attitude with the Wilks' Lambda λ value [F dk (3,395) = 0.909, sig = 0.000 p <0.05]. 
Whereas the results of the ANOVA analysis found there were a significant effect differences 
on two of the three aspects of attitude, there are in cognitive aspect [F dk (1,397) = 26.129, 
with sig = 0.000 p <0.05] and in behavioral aspect [F dk (1,397) = 35.360, with sig = 0.000 p 
<0.05], while there was no significant effect difference on the affective aspect [F dk (1,397) = 
0.776, with sig = 0.379 p> 0.05]. The study concludes that special education training in 
inclusive education practices enhances teachers' confidence in their ability to work with 
special needs children as well as enhances their effectiveness in implementing classroom 
practices, which is a contributing factor to success in inclusive education. The implications of 
the study indicate that there is a need for improved training programs for teachers teaching 
in inclusive education schools in Aceh province so that inclusive education practices can work 
as determined by the Indonesian government. 
Keywords: Attitudes, Special Needs Children, Special Education, Inclusive Education 
 
Introduction 
The education system of special need students in Indonesia might be similar with another 
Asian country or even European. Most (developing) countries have separate education 
system to distinguish normal and special need student or impairment. Sunardi, Maryadi, and 
Sugini (2014) have reported that, in Indonesia, special need schools mostly located in the city, 
whereas special need students are everywhere, either in the village or haunted area. This 
condition leads an obstacle for them to access the education. Fortunately, the awareness to 
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provide an effective education for these students are increasing currently in some countries 
(Kantavong, 2017). Hence, the term of "Inclusive Education" has revealed and became as 
solution regarding to the education justice development to fullfill the special student 
education needs. Along with the development of demands for rights in obtaining justice in 
education, the concept of inclusive education emerged as an equalization of education for 
students with specific abilities to develop their own potential. The Salamanca Statement and 
Framework for Action on Special Needs Education in 1994 more explicitly demanded that 
education for students with special characteristics be inclusive, so that the education system 
that separates individuals and their communities is a violation of human rights (UNESCO, 
1994). 
 
Teacher attitudes may fulfill the need of special needs students during inclusive education 
practices in the classrooms. This aspect has become as variables that affecting inclusive 
education (Vaz, Wilson, Falkmer, Sim, Scott, Cordier, and Falkmer, 2015; Gennaro, Pace, Zollo, 
and Aiello 2014; Monsen, Ewing, and Kwoka, 2014; Engstrand and Roll-Pettersson, 2014; 
Malak, 2013; Sushma and Smriti, 2012). Cassady (2011) has emphasized the importance of 
identifying the teacher's attitude toward inclusive education, because negative attitudes 
inhibit their achievement and degree of success. Teachers’ positive attitude is the most 
important aspect that contributes the major benefit toward the achievement of inclusive 
education practice (Yaraya, Masalimova, Vasbieva and Grudtsina , 2018; Pappas, Papoutsi, 
and Drigas 2018; Yada and Savolainen, 2017; Ahmme et al., 2013; Bhatnagar, Nisha, and Das, 
2014; Dias and Cadime, 2016; Shoulders and Krei, 2014; Lee, Yeung, Tracey, and Barker, 2015; 
Lee, 2013; Rajovic and Juranovic, 2013; Salem, 2013; Khochen and Radford, 2012; Fırat, 2014; 
Peter and Nderitu, 2014). Furthermore, attitude has become as important factor to achieve 
the inclusive education toward implementation successfully (Dorji, Bailey, Paterson, Graham, 
and Miller, 2019; Fernández, and Cortés, 2017; Hoskin, Boyle, and Anderson, 2015). 
 
Teacher training program becomes very important during conducting the inclusive education 
practice. It’s not only facilitate or enhance teachers' confidence and their ability to work with 
special needs students who need special education, but also may increase their effectiveness 
to implement inclusive education practices in the classroom. The teachers who experienced 
the training of inclusive education practice and training to work with special needs students 
have more positive attitude to accept the inclusive education than the teachers who are not 
(Akalin et al., 2014, Forlin, Sharma, Loreman, and Sprunt, 2015; Odongo and Davidson, 2016; 
Priyadarshini and Thangarajathi, 2016; Sandhu, 2017; Vaz et al., 2015). The majority of 
teachers expressed their concerns about the lack of training and professional development in 
inclusive teaching practices in the classroom, and subsequently influenced their ability to 
succeed in providing an inclusive learning environment (Akalin et al., 2014, Forlin et al. 2015; 
Nketsia, Saloviita and Gyimah, 2016; Odongo and Davidson, 2016; Vaz et al., 2015). The 
training of special education orientation may influence the positive impact of attitude toward 
inclusive education (Cameron, 2017). Thus, teacher training program about inclusive 
education is the major factor that contributes the teacher’s attitude toward a successful 
inclusive education program.  
 
The aim of this study was to measure the influence of special education training on teachers’ 
attitudes towards inclusive education in Aceh province. According to this purpose of study, 
the research question was, “Is there any significant differences between teachers who have 
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received special education training and those who have not been trained in attitude aspects 
(cognitive, affective, and behavioral) toward inclusive education? The hypothesis of currents 
study, as follows: 
Ho1.1 There is no significant differences between teachers who have received special 

education training and those who have not been trained in cognitive aspects toward 
inclusive education. 

Ho1.2 There is no significant differences between teachers who have received special 
education training and those who have not been trained in affective aspects toward 
inclusive education. 

Ho1.3 There is no significant differences between teachers who have received special 
education training and those who have not been trained in behavioral aspects toward 
inclusive education. 

 
Research Method 
The quantitative method was utilized in this research, with the questionnaires as the research 
instrument. The questionnaire can be useful for collecting information on behaviors that are 
not directly visible. The use of questionnaires provided information based on descriptions, 
quantities, or opinions of the population on a quantitative or numerical basis by studying the 
sample of the population (Chua, 2014; Artino, Rochelle, Dezee, and Gehlbach, 2014). This 
means that the information collected from the questionnaire can be calculated so that the 
description of the target population can be made. Population and sample of current study 
were Elementary School Teachers. Moreover, the population of current study was 10,663 
Elementary School Teachers who came from three different districts in Aceh. Random 
sampling method was applied according to sample size formula by Slovin in Savilla et. Al., 
(2007). Thus, there were 399 Elementary School Teachers, from those 3 different areas or 
districts in Aceh Province, who conducting inclusive education have become the participants 
who joined in this study (p=0.05). Table 1.1 describes the total sample size, 399 teachers. For 
each region using a layered sampling formula according to Azizi Yahya et al. (2006) is S = (Z ÷ 
N) x n1, where Z represents the total sample volume, N total pollutant volume, while n1 
represents the total population per region. 
 
Table 1.1:  
Total of Sample Size from three Districts in Aceh 

No. Districts 
Number of Teachers 

Overall total 
Sample by 
Region Boys Girls  

1 Aceh Besar 421 2,183 2,604 97 
2 Pidie 698 3,436 4,134 155 
3 Bireuen 694 3,231 3,925 147 

Overall total population 1,813 8,850 10,663  

Saiz sampel    399 

Source: Kemendikbud (2016).  
 
Result and Discussion 
According to Table 1.2 below, the majority of the participants were female teachers at 83.0%, 
(n=331) while the remaining 17.0 % were males (n=68). According to the training experience, 
the majority of the participants were never been trained for special education training 
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program (82.7%, n=330), while only 17.3% (n=69) the participants were experienced for 
special education program, including inclusive education. 

 
Table 1.2:  
Demography of Participants 

Demografi  Participants Frequency (f) Precentage (%) 

Gender Male 68 17.0 
 Female  331 83.0 

Special Education Training Trained 69 17.3 
Experience Never be Trained 330 82.7 

 
According to the table 1.3, MANOVA analysis result showed there was statistical significant 
differences, before and after, teachers’ training on all domains of teachers attitude with 
Wilks' Lambda λ [F dk(3,395) = 0.909, sig = 0.00 p< 0.05]). MANOVA result reported that there 
was significant impact of teacher training toward teachers’ attitude, all in cognitive, affective 
and psychomotor domains among Elementary School teachers toward inclusive education, 
thus null hypothesis was rejected. 
 
Table 1.3 
The MANOVA test shows the influence of Special Education Training on overall of attitude 
aspects 

Effect 
 Value Hypothesis 

Df 
Error df Sig. 

Special Education 
Training 

Pillai's Trace 0.091 3.000 395.000 0.000 
Wilks' Lambda 0.909 3.000 395.000 0.000 
Hotelling's Trace 0.100 3.000 395.000 0.000 
Roy's Largest Root 0.100 3.000 395.000 0.000 

 
One-Way Univariate ANOVA analysis test has been applied to measure the detail impact of 
teacher training program on cognitive, affective and psychomotor domains. Table 1.4 
reported that there was significant influence of teacher training program on those three 
domains, hence minor hypothesis, Ho1.1, Ho1.2, and Ho1.3 were accepted. 
 
Ho1.1 There is no significant differences between teachers who have received special 
education training and those who have not been trained on cognitive aspect toward inclusive 
education. Table 1.4 reported that, there was significant differences between who have 
received special education training and those who have not been trained on cognitive aspect 
toward inclusive education [F dk(1,397) = 26.12, sig = 0.00 p< 0.05]. R2 Squared value indicate 
that  teacher who have received special education training contributed for 0.062 or 6.2 
percent change in the cognitive aspect. 
 
Ho1.2 There is no significant differences between teachers who have received special 
education training and those who have not been trained on cognitive aspect toward inclusive 
education. Table 1.4 reported that, there was significant differences between who have 
received special education training and those who have not been trained on affective aspect 
toward inclusive education [F dk(1,397) = 0.77, sig = 0.37 p> 0.05]. R2 Squared indicate that  
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teacher who have received special education training contributed for 0.002 or 0.2 percent 
change in the affective aspect. 
 
Ho1.3 There is no significant differences between teachers who have received special 
education training and those who have not been trained on behavioural aspects toward 
inclusive education. Table 1.4 reported that, there was significant differences between who 
have received special education training and those who have not been trained on behavioural 
aspects toward inclusive education [F dk(1,397) = 35.36, dengan sig = 0.00 p< 0.05]. R2 
Squared indicate that  teacher who have received special education training contributed for 
for 0.082 or 8.2 percent change in the behavioural aspect. 
 
Table 1.4: 
ANOVA analysis test for the teachers who have been trained in special education training on 
cognitive, affective and psychomotor aspect. 

Dependent 
Variable 

Special Education 
Training 

N Mean Mean 
Square 

df1/df2 Error F Sig. 

Cognitive  Trained 69 3.774 6.851 1/397 0.262 26.129 0.000 
 Never be Trained 330 3.428      
affective Trained 69 3.258 0.250 1/397 0.323 0.776 0.379 
 Never be Trained 330 3.192      
Behavioural Trained 69 4.059 8.857 1/397 0.250 35.360 0.000 

Never be Trained 330 3.665      

a. R Squared = .062 (Adjusted R Squared = .059)      
b. Squared = .002 (Adjusted R Squared = -.001)      
c. Squared = .082 (Adjusted R Squared = .079)  
 
Line of graph on Figure 1.1 concludes the mean score of participants who have been trained 
in special education training on cognitive, affective, and behavioural aspects. The mean of 
cognitive aspect for teachers who have been trained in special education training was higher 
(M = 3.77) than the teachers who have not been trained (M = 3.42). However, mean scores 
for both groups of participants have showed the convenient scores on cognitive domain (3.41-
4.20 = convenient). While, the mean score of affective aspect for teachers who have not been 
trained in special education training was higher (M = 3.25) than the teachers who have been 
trained (M = 3.19). However, mean scores for both groups of participants have showed the 
avarage scores on affective domain. (2.61-3.40 = average). In other side mean score of 
behavioural aspect for teachers who who have been trained in special education training was 
higher (M = 4.05) than the teachers who have not been trained (M = 3.66). However, mean 
scores for both groups of participants have showed the convenient scores on behavioural 
aspect. (3.41-4.20 = convenient).  
 
 
 
 
 
 
 
 



INTERNATIONAL JOURNAL OF ACADEMIC RESEARCH IN PROGRESSIVE EDUCATION AND DEVELOPMENT  
Vol. 8 , No. 4, 2019, E-ISSN: 2226-6348 © 2019 

748 
 

 
 
 
 
 
 
 
 
 
Figure 1.1 Mean score of participants teachers who have been trained in special education 
training on cognitive, affective, and behavioural aspects. 
Table 1.5 has showed the results of Pairwise Comparison Bonferroni test, as there was 
significant differences between two groups teachers who teachers who have been trained in 
special and who were not on cognitive, affective and behavioural aspects toward inclusive 
education. The data analysts results reported that, there was significant differences between 
two groups of participants who have been trained in special and who were not on cognitive 
domain, with mean differences was 0.346, sig 0.00 p< 0.05. While in behaviour aspect there 
was a significant difference who have been trained in special and who were not with mean 
difference 0.394, sig 0.00 p <0.05. 
 
Table 1.5 
Comparison of Pairwise Comparison Bonferroni by Special Education Training on Attitude 
Aspects   

Based on estimated marginal means 
*. The mean difference is significant at the ,05 level. 
b. Adjustment for multiple comparisons: Bonferroni. 
 
Overall the results of the data analysis in this section rejected the first null hypothesis because 
the MANOVA test showed that there were significant effects of course followings on all 
aspects of attitude (cognitive, affective, and behavioral aspects) where Wilks' Lambda λ [F dk 
(3,395) = 0.90, sig = 0.00 p <0.05]. This indicates that special education training has a 
significant influence on teachers' attitudes in the cognitive, affective, and behavioral aspects. 
While the results of the univariate test analysis revealed that there were significant effects of 
training on two of three attitude aspects in cognitive aspects [F dk (1,397) = 26.12, with sig = 
0.000 p <0.05] and behavioral aspects [F dk (1,397) = 35.36, with sig = 0.000 p <0.05], then 
Ho1.1 and Ho1.3 were rejected, but there was no significant effect of special education training 

Dependent 
Variable 

                    Groups Mean 
Difference 
(I-J) 

Std. 
Error 

Sig. 95% Confidence 
Interval 

 
    (I)           (J)   

 
Lower 
Bound 

Upper 
Bound 

Cognitive Trained Never be Trained 0.346* 0.068 0.000 0.213 0.480 
Never be Trained Trained -0.346* 0.068 0.000 -0.480 -0.213 

affective Trained Never be Trained 0.066 0.075 0.379 -0.082 0.214 
Never be Trained Trained -0.066 0.075 0.379 -0.214 0.082 

Behavioural Trained Never be Trained 0.394* 0.066 0.000 0.264 0.524 
Never be Trained Trained -0.394* 0.066 0.000 -0.524 -0.264 
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on affective aspects [F dk (1,397) = 0.776, with sig = 0.37 p> 0.05 ], then Ho1.2 is accepted. 
Therefore, it is concluded that special education training has a significant influence on 
teachers' attitude towards inclusive education. 
 
The findings of this research is parallel of the other studies found that teachers who receive 
special education in inclusive education practices have a more positive attitude toward 
inclusive education than teachers who were not (Akalin et al., 2014, Forlin and Chambers, 
2011; Odongo and Davidson, 2016; Priyadarshini and Thangarajathi, 2016; Sandhu, 2017; Vaz 
et al., 2015). Akdag and Haser (2017); Chavez-Bernardo, (2014) conducted a study in Turkey 
found that teachers showed a positive attitude after embracing special education training. 
Special education training fosters positive attitude for Slovenian Primary teachers 
(Štemberger and Kiswarday (2018). Lai, Lee, Nor Lisa, Mimi Mohaffyza and Kahirol (2017) 
conducted a study in Johor, Malaysia on 128 teaching teachers Special needs students in 
mainstream schools are actively involved in inclusive education programs.The result shows 
that there is an increase in the level of readiness in terms of pedagogical skills, as well as good 
knowledge and attitude. Teachers will able to work with special needs children inthe 
classroom, and has shown great knowledge to teach in inclusive programs (Bari, Yasin and 
Hamzah, 2014; Abdullah, & Mustafa, 2018; Anghel, Mirea, Badiu, (2018). 
 
Conclusion 
Implementing inclusive education is a challenging task because teachers involved in inclusive 
education must be equipped with special education knowledge and pedagogical skills, and 
more importantly, teachers' positive attitude toward special needs students in mainstream 
schools, as well as high spirit of inclusive education. Teachers are not only required to master 
new knowledge but also to acquire knowledge constantly. Support from schools and the 
Education Department in the form of training is one of the most effective ways to equip 
teachers with knowledge. In addition, it is even more important for teachers to engage in 
learning directed to gain deeper knowledge. Teacher knowledge plays an important role in 
creating an effective and conducive learning environment and critically influences the 
development of inclusive education. Teachers' ability to design the Individual Educational 
Program (IEP) in terms of teaching skills, attitudes and knowledge needs to be enhanced to 
ensure IEP is a successful and sustainable program. Therefore, special education that is 
successful in the mainstream will depend on the attitude, knowledge and skills of the 
teachers, techniques and teaching materials. However, researchers suggest that innovations 
in teaching and practical training in special education schools still need to be provided to 
provide teachers with a more realistic experience. 
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