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Abstract: This study investigates parents’ perceptions on school management practices for children
with special educational needs in a small-sized Indonesian school. Data from surveys and interviews
with 53 parents revealed overall positive attitudes toward classroom management and teacher care.
However, concerns arose regarding teachers’ ability to support special needs students effectively, lead-
ing to hesitancy in collaborating for inclusive classrooms. To reorient parental perceptions to create
conditions for successful inclusive education, effective communication strategies emphasizing teacher
development and district-based support are crucial. Future research should focus on improving
communication between parents to foster inclusive educational practices. These findings shed light
on challenges and solutions for cultivating inclusive classroom environments in special education.

Keywords: special education needs parents’ perceptions; inclusive classroom management; school
education management in Indonesia; teacher expertise in supporting special needs students; effective
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1. Introduction

Rooted in the Education for All framework initiated in Jomtien, Thailand in 1990, the
Salamanca Statement emphasizes the core idea of inclusive schooling—where all children,
regardless of difficulties or differences, learn together whenever possible [1]. A few years
later, the Salamanca Conference of 1994 marked a pivotal moment, establishing the principle
of education for all and providing guidelines for the inclusion of children and young people
with special educational needs (SEN), also known as inclusive education [2].

In 2012, UNICEF similarly reaffirmed the right of children with special needs to educa-
tion within regular school settings, aligning with the principles of the Salamanca Statement.
In addition, the UN Convention on the Rights of Persons with Disabilities has been instru-
mental in driving policy changes toward inclusive education. This convention advocates
for access to mainstream schools without discrimination, aiming to foster learning and
well-being in inclusive environments [3].

To comply with those goals, in recent years, governments worldwide have increasingly
recognized the importance of inclusive education for students with diverse needs [4] and
have been tasked with making many changes to recognize these diverse needs by provid-
ing appropriate support through tailored curricula, teaching methods, and community
partnerships. Across the Asia-Pacific region, extensive educational reforms are underway
to integrate these learners into mainstream schools—educational institutions that primarily
serve typically developing students without significant disabilities or special needs [5].
Despite global efforts, significant barriers persist in meeting these inclusive education
goals [6], while there remains considerable variation among countries, particularly in the
Asia-Pacific region [7–9].
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Challenges impeding the success of inclusive education persist in many areas, stem-
ming from various factors, encompassing socio-economic factors, school policies, and
administrative systems, leading to inflexible environments and curricula [10–13]. Signif-
icant research has identified additional barriers, including a shortage of personnel with
a background in special education or insufficient training in inclusive education [14–17].
Leadership vision, as noted by [18], can also play a pivotal role in steering or impeding
education management toward inclusion, as seen in Malaysia and Thailand, where school
leaders can either facilitate or impede effective inclusion processes [17,19].

Moreover, a scarcity of qualified teachers who have knowledge, understanding, and
extensive field experience in providing inclusive education or caring for children with SEN
is a phenomenon that leads to some schools refusing to include this group of children on
the basis that teachers are ill equipped to teach them [20]. The deficiency results in an
abundance of teachers lacking the knowledge and skills required for instructing students
in an inclusive classroom is another problem contributing to the failure of the successful
adoption of inclusive education principles in schools [21].

Although there are many factors that negatively impact the success of creating an
environment suitable for inclusive education, this study specifically concentrates on the
perception of parents of students with SEN toward the educational management of the
school. In instances where the environment for inclusion and the preparedness of personnel
to provide inclusive education are well established, challenges persist in achieving inclusive
education. It is believed that when this perception does not align with the manifested
reality, it is likely to impede the optimal progress of the thriving emergence of inclusive
education, potentially rendering it not possible at all. The overarching goal of this study is
to propose a strategy to reorient parental perceptions to create conditions for successful
inclusive education.

1.1. The Problem

As mentioned above, one potential problem that could arise from this situation is the
lack of effective communication and collaboration between parents and the school [22].
If parents’ perceptions of the school’s management and their understanding of inclusive
education are misaligned with the actual practices and efforts of the school, it could lead
to distrust, dissatisfaction, and resistance from parents [23]. This lack of alignment may
hinder the school’s ability to effectively implement inclusive education initiatives and
create a supportive environment for students both regular and with SEN [24]. In addition,
it may also result in parents advocating for changes or services that may not be feasible or
appropriate for the school to provide, further complicating the situation [25].

Several theories in the area of relationships define the term “relationship” as the
activities directed toward establishing, developing, maintaining, and retaining successful
relations [26–28]. These theories have also made it clear that good relationships with all
stakeholders enhance efficiency and effectiveness. However, even though maintaining a
good relationship seems easy, in reality, not all relationships are always good all the time.

The reason why maintaining good relationships or preventing conflicts in a relation-
ship is not an easy task can derive from many reasons, one of them being differences
in perceptions and values [29,30]. From an economic perspective, choosing to maintain
or neglect a relationship is an economic decision that often involves weighing costs and
benefits. This decision can vary based on individual beliefs about what is considered good
and how to establish goodness. Individuals may prioritize self-interest or helping others,
leading to differing moral judgments. Additionally, conflicts can arise in relationships
when there are conflicts of interest, lack of transparency, favoritism, or nepotism, which
can impact the perception of fairness and trust within the organization [31].

Likewise, in the context of schools as educational service providers and parents,
maintaining positive and conflict-free relationships is not always easy [32]. Decisions to
maintain or damage a good relationship between these two parties also involve weighing
the costs and benefits, which means considering different approaches made by each party
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as an investment in the trust relationship. Less investment implies less confidence from the
other side to reciprocate in a relationship. These decisions may vary based on individual
beliefs about what constitutes an ideal norm for effective education as perceived by each
party [33].

The debate between the interests of the school and the interests of the parents can
shape ethical dilemmas [34]. The perception from parents that the school may prioritize the
school’s reputation or academic outcomes over the well-being of their children, particularly
those with SEN, while parents may prioritize the well-being and individual needs of their
children with SEN over the academic standard and the rest of the student population, leads
to conflicting interests. This can hinder the efficient promotion of a good relationship built
on trust and inevitably obstruct the successful adoption of inclusive education principles.
This tension between the school’s goals and the parents’ goals can lead to differing moral
judgments and potential conflicts [35,36].

Moreover, ethical conflicts can arise in the relationship between schools and parents
when there are concerns about transparency, favoritism, or nepotism within the educational
system. For example, parents may feel distrustful if they perceive that certain students
or families receive preferential treatment or if there is a lack of transparency in decision-
making processes [36].

The intersection of educational decisions with ethical considerations can lead to vary-
ing interpretations of what is fair and just, contributing to potential conflicts in the relation-
ship between schools and parents. Therefore, fostering open communication, transparency,
and mutual respect is essential for building and maintaining positive relationships between
these two stakeholders in the educational process [37]. Below, Figure 1 depicts the con-
ditions for successful inclusive education, which stem from the simultaneous emergence
of well-established school management of inclusive education for students with SEN and
parental collaboration. Deviation from this condition occurs when parents misperceive
that their children’s treatment does not meet expected standards and when there is a
failure to communicate effectively from the school. This can result in resistance to further
collaboration or complete distrust.
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This figure illustrates how the lack of effective communication and collaboration be-
tween parents and the school can lead to various negative consequences, including distrust,
dissatisfaction, and resistance from parents. These consequences can further impact the
implementation of inclusive education initiatives and the overall environment for students,
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both regular and with SEN. Additionally, it may also result in parents advocating for
changes or services that may not be feasible or appropriate for the school to provide.

Ultimately, the aim of this study is to understand the perceptions of parents of stu-
dents with SEN studying in a small-sized regular school. The study seeks not only to
comprehend the existing perceptions of parents but also to propose a strategy to reorient
parental perceptions in order to create conditions for successful inclusive education. The
main objectives of this study are: (1) to investigate the current perceptions of parents of
students with SEN studying in a small-sized regular school toward school management of
inclusive education practices, and (2) to identify the key factors contributing to potential
misunderstandings between schools and parents regarding the implementation of inclusive
education practices for students with SEN in small-sized regular schools.

1.2. Syllogistic Reasoning

In order to carry out the stated objectives and find answers for this study regarding
the key factors that cause misunderstandings for parents regarding the management of
inclusive education practices at schools for students with SEN, the selection of an approach
deemed as the most appropriate way to find the answer was by built around practical
syllogism [38].

The concept of practical syllogism originates from the field of philosophy, particularly
in the realm of ethics and moral reasoning. It has its roots in the works of ancient Greek
philosophers, most notably Aristotle, who extensively discussed syllogistic reasoning in
his writings on logic and ethics [39]. Aristotle introduced the notion of syllogism as a form
of deductive reasoning consisting of three propositions: a major premise, a minor premise,
and a conclusion. Syllogistic reasoning was primarily applied in the domain of theoretical
or logical inquiries to draw logical conclusions from given premises [40].

Later, philosophers such as Thomas Aquinas expanded upon Aristotle’s ideas and
applied syllogistic reasoning to practical or moral decision-making, giving rise to the
concept of practical syllogism. In this context, practical syllogism involves applying ethical
principles or moral rules to specific situations to guide moral action or decision-making [41].

Suchanek [42] further developed the concept of practical syllogism within the context
of ethical reasoning in business settings. He emphasized the importance of integrating
ethical principles with practical considerations to address ethical dilemmas and make
morally sound decisions in business practices.

In the context of the study on parental perceptions of schools’ management of inclusive
education for students with SEN, practical syllogism can be used as an approach to finding
answers by following these steps outlined in Table 1 below:

Table 1. Practical syllogism structure in the context of parental perceptions of schools’ management
of inclusive education for students with SEN.

Major Premise

Establish a general ethical principle or value related to inclusive education.
This could include principles of equality, fairness, and respect for diversity
in education in the schools’ management of inclusive education for
students with SEN.

Minor Premise

Examine the specific situation of parents’ perceptions of inclusive
education in small-sized regular schools. Consider factors such as the
school’s approach to inclusion, the challenges faced by students with SEN,
and the concerns and perceptions of parents.

Conclusion

Apply the major premise (ethical principle) to the minor premise (specific
situation) to arrive at a conclusion regarding the appropriate course of
action. This could involve proposing strategies to address parental
concerns, improve communication between schools and parents, and
enhance the implementation of inclusive education practices in small-sized
regular schools.

By employing practical syllogism, the study can systematically analyze ethical dilem-
mas related to inclusive education and generate practical solutions that are ethically sound
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and contextually relevant. This approach helps ensure that the findings and recommenda-
tions of the study are grounded in both ethical principles and the realities of the specific
educational context under investigation.

1.3. Ethical Principles

In the context of inclusive education, a fundamental ethical principle is the promotion
of equality, fairness, and respect for diversity. Equality underscores the notion that every
student, regardless of their abilities, background, or characteristics, should have equal
opportunities to access education and participate fully in the learning process. Fairness in
inclusive education refers to the fair treatment of every student, taking into account their
individual needs, strengths, and challenges. It involves promoting justice and impartiality
in educational practices, decision-making processes, and resource allocation to ensure that
each student receives the support and opportunities they require to succeed [2]. On the
other hand, respect for diversity highlights the value of recognizing and embracing the
unique characteristics, experiences, and perspectives of every student [43,44].

This principle translates to providing equal opportunities for all individuals, regard-
less of their background, abilities, or differences [45]. Moreover, in the setting of schools
and parents, these ethical principles serve as guiding values that inform and shape inclu-
sive education practices, policies, and interactions within the school community [46]. By
upholding these principles, educators, administrators, and stakeholders can foster a culture
of inclusivity, equity, and respect that supports the holistic development and success of
every student while simultaneously building trust relationships and reducing conflicts, i.e.,
avoiding deviation as a result of misperception and miscommunication [47,48].

1.4. Possible Misperceptions

Parental misperceptions of ideal practices of inclusive education rendered by schools
can stem from various factors such as lack of clear communication between schools and
parents regarding inclusive education policies, practices, and goals. When schools fail
to effectively communicate their approach to inclusive education or provide updates on
their efforts to accommodate students with SEN, parents may develop misperceptions or
misunderstandings about the school’s commitment to inclusive practices [25]. In addition,
these parental misperceptions may arise due to limited access to information or resources
about inclusive education, especially when they are not adequately informed about the
benefits of inclusive education or the strategies employed by schools to support students
with SEN, they may rely on misconceptions or stereotypes about special education pro-
grams. This lack of awareness can lead to unrealistic expectations or concerns about the
quality of education provided to their children [36].

In some settings, cultural or societal beliefs about disability and inclusion play crucial
roles that can also influence parental perceptions of ideal practices in inclusive education.
In some cultures, there may be stigma or misconceptions surrounding disabilities, leading
parents to hold biased or negative views about inclusive education. These preconceived
notions can hinder parents’ ability to fully support inclusive practices and collaborate
effectively with schools [49].

Past experiences or interactions with schools may also shape parental perceptions of
inclusive education. If parents have encountered barriers or challenges when advocating
for their child’s inclusion in the past, they may be more skeptical or resistant to inclusive
practices in their current educational setting. Conversely, positive experiences with inclu-
sive education initiatives may foster greater trust and confidence in the school’s approach
among parents [50].

In addition, numerous studies have identified circumstances that can lead to misun-
derstandings between schools and parents. Some highlights include the following.

de Boer, Pijl, and Minnaert [51] reported that one of the main concerns of parents
of children with SEN is that their children would not have sufficient opportunities to
participate in peer groups when studying in a regular school.



Educ. Sci. 2024, 14, 358 6 of 18

Göransson and Nilholm [52] analyzed research on inclusive education and found that
there are four areas of potential misunderstanding regarding inclusive education being
practiced in schools: (1) the placement of SEN students in regular classrooms, (2) provisions
to meet the social and academic needs of SEN students, (3) provisions to meet the social
and economic needs of all students, and (4) the inclusion of the creation of communities.

As Lindner et al. [53] examined the potential for promoting an inclusive process
involving different actors—teachers, students, and parents, with or without SEN students—
the findings revealed that sustainable inclusive development requires support at all levels
from all stakeholders involved. Previous research has shown that parents of SEN children
are more inclined toward inclusive education and perceive positive social effects and
advantages for all students, compared to parents of children without SEN. In addition,
parents of children without SEN tend to exhibit neutral attitudes toward inclusion [54].
Moreover, parents are more open to the inclusion of students with physical learning
disabilities than those with behavioral disorders or intellectual disabilities [24].

Furthermore, engaging with parents to understand their views and needs would
assist them in supporting their children, reflecting an approach that serves as a first step in
creating more equitable partnerships between parents of children with SEN and profes-
sionals [55]. These findings offer crucial perspectives for social participation from various
actors, thereby ensuring that the management of inclusive education caters to all needs [54].
Despite research on inclusive education primarily focusing on teachers’ attitudes, studies
on parents’ attitudes or perceptions toward inclusive education remain scarce [24]. Thus, at-
tention should be directed toward understanding parents’ perceptions of special education
management in inclusive education [53].

To gain a better understanding of parents’ perceptions regarding special education
management in inclusive settings, the research team opted for a single case study approach.
This case study aims to illuminate the development of inclusive communities within regular
schools, shedding light on the social processes and theoretical concepts at play [56]. Em-
ploying qualitative research methods for data collection, the study addresses the following
research questions: (a) How do parents of students with SEN perceive the inclusive setting?
and (b) Are there any variations in opinions among parents from different backgrounds?
The insights gleaned from this investigation will prove invaluable for schools and educa-
tional institutions seeking to enhance inclusive education, thereby providing better support
and opportunities for students with SEN within inclusive settings.

Insights obtained from the results of this study are particularly important as they
contribute to the existing body of knowledge regarding perceptions that act as barriers
to successful inclusive education. Furthermore, these insights enable the formulation of
strategies to overcome these barriers. The goal is to achieve comprehensive and sustainable
inclusive education in a thorough manner.

1.5. Unique Characteristics of Small-Sized Schools

Small-sized schools often possess unique characteristics that differentiate them from
larger educational institutions. These characteristics can significantly impact the learning
environment and the well-being of students. Consequently, parents of students attending
small-sized schools may harbor negative perceptions, which may not always align with
reality. When such misperceptions arise, they can undermine the progress of small-sized
schools in creating conditions for successful inclusive education, potentially leading to
unsuccessful management of inclusive education practices. These characteristics and
reasons include:

1. Limited resources—Small-sized schools typically have fewer financial resources and
physical facilities compared to larger educational institutions. This limitation can
hinder the maximization of teaching materials in several ways. For instance, small-
sized schools may have a smaller budget allocated for purchasing teaching resources
such as textbooks, educational tools, and technology equipment. As a result, parents
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may perceive that teachers may have limited access to a variety of materials needed
to enhance the learning experience for students [24,50].

2. Unclear guidelines on the assessment system—Ambiguities in the guidelines related
to the assessment system can lead to challenges and inconsistencies in teaching and
learning experiences within small-sized schools. The absence of clear direction on
what and how to assess may cause parents to perceive that teachers might resort to
generic or standardized assessments that inadequately measure students’ mastery
of intended learning outcomes. This can result in substandard learning experiences.
Parents of children with SEN, in particular, anticipate more attention and clarity
regarding the assessment system [57,58]. When this misperception occurs, the impact
is further magnified.

3. The lack of specialized staff with sufficient background in caring for students with
SEN—Specialized staff, such as special education teachers or support personnel, are
crucial for providing individualized support to students with SEN. Without these
professionals, parents are likely to perceive that small-sized schools may struggle
to meet the unique requirements of students with SEN, hindering their educational
progress [59–61].

4. Limited understanding of inclusive education—Among parents, especially those with
SEN, misunderstanding regarding inclusive education practices about how their chil-
dren will be treated in regular schools causes concerns. Parents may harbor concerns
about whether their children will receive appropriate support, accommodations, and
acceptance within the school environment [25]. These concerns can impact parental
perception s of the school’s ability to effectively manage inclusive education prac-
tices and may lead to apprehension or resistance toward inclusive schooling for their
children [62].

5. Anxiety about pushback from parents of regular students—Most parents who send
their children to small-sized schools, which undoubtedly differ from larger schools,
naturally harbor concerns about their children’s competitiveness, whether it pertains
to advancing to higher educational levels or securing good employment opportunities
later on [63]. This concern is particularly heightened among parents with children
who have SEN. If the school fails to address this issue adequately, it may lead to
parental views about the likelihood of opposition from parents of regular students.
Consequently, parents with such perceptions may refrain from participating, disregard
the school’s decisions regarding the direction of their children’s education, or, in
extreme cases, opt to withdraw their children from school altogether [64].

6. Lack of clear policies and preventative measures against bullying and emotional
isolation [65]. The misperception about this topic can erode confidence in the school’s
ability to provide a supportive and inclusive environment for all students. As a result,
parents may become more cautious about sending their children to the school or may
advocate for alternative educational options that they perceive as safer and more
accommodating. In addition, if parents misunderstand the practices implemented by
the school, they may lack confidence in the school’s ability to meet the needs of their
children with SEN. This lack of confidence can lead to decreased parental involvement
and collaboration with the school, hindering the development of a supportive and
inclusive learning environment [62].

7. Limitation regarding infrastructure—The physical environment, including inadequate
facilities and a learning environment that lacks support facilities for students as well
as teachers, poses concerns that are commonly seen among parents of students in
small-sized schools. This particular issue arises from the belief that small-sized schools
are not well equipped to facilitate learning in a diverse classroom [60].

These are some of the issues raised to provide an idea of how small-sized schools may
create certain perceptions due to their special characteristics for parents. In some cases, this
can affect their confidence and desire to participate in creating a relationship of mutual
trust (invest in trust) between schools and parents. In addition, these special characteristics
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have been translated into research tools, as provided in the next section, to understand
parents’ perceptions.

2. Methodology
2.1. Research Design

For the design of this study, a non-experimental approach was employed, utilizing a
predominantly qualitative research method, supplemented by some inferential statistical
analysis in specific areas such as socio-economic identification and educational background.
This approach aimed to gain insight into the backgrounds of the participants.

A structured survey questionnaire, developed by the researchers, served as the primary
research instrument. It consisted of three sections: the first section collected background
information about the participants, while the second section contained items aimed at
exploring parents’ perceptions of the unique characteristics of small-sized schools that
could influence their actions toward school management of inclusive education practices.
This section included both closed and open-ended questions. The third section allowed
participants to freely express their thoughts on any particular topic of interest. This design
is similar to the approach used in research by Dimitrova-Radojchich and Chichevska-
Jovanova in 2014 [66], which focused on parents’ attitudes toward inclusive education for
children with disabilities.

Please note that for this study conducted in Indonesia, the instrument was initially
prepared in English and sent to the Indonesian collaborating partner for translation into
Bahasa Indonesia for use in interviewing parents. Subsequently, the results of the interviews
were translated back into English to facilitate their incorporation into research reports
and articles.

2.2. Sampling

The purposive sampling technique was used to obtain samples, drawn from parents of
students with SEN on a voluntary basis, in a regular small-sized school where both regular
students and students with SEN are enrolled in a classroom where both students with and
without SEN study together, used as a case study. In addition, the school is reported to be
well prepared for inclusive teaching, with a budget allocated sufficient to cater to classroom
needs and adequately prepared personnel and support systems.

After the details of this study were explained, participants were informed of their
right to stop or withdraw consent at any time, regardless of the stage. Once participants
had agreed and provided written consent to the researchers, the interviewer proceeded
with reading the questions. Participants were asked to select the options that corresponded
best with their reality in Section 1. In Section 2, they were instructed to rate their responses
based on their own judgment using a 5-point Likert rating scale questionnaire: 1 = strongly

disagree (
−
X = 1.00–1.50), 2 = disagree (

−
X = 1.51–2.50), 3 = not certain (

−
X = 2.51–3.50),

4 = agree (
−
X = 3.51–4.50), and 5 = strongly agree (

−
X = 4.50–5.00). Finally, participants

were invited to express their thoughts on their perceptions concerning the management
of inclusive practices by the school based on their views and experiences, and they were
encouraged to provide feedback or freely express their thoughts in Section 3.

2.3. Data Analysis

The collected data from the five-point rating scale survey questionnaire were analyzed
using the Statistical Package for the Social Sciences (SPSS) version 23.0 to compute the mean,
standard deviation, and percentage. Additionally, the data obtained from the unstructured
interviews were analyzed through content analysis, which involved collating relevant data
for each theme. Subsequently, clear definitions were generated for each theme, and a report
on the analysis was produced [67].
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2.4. Reliability

The questionnaire’s internal reliability was measured at 0.688 using Cronbach’s Alpha.
The second section comprised both closed and open-ended questions aimed at exploring
barriers to inclusion. These questions were informed by previous discussions and drew on
established literature. Notable works include Forlin’s 2010 [4] research, which emphasizes
the need for reform in teacher education to better prepare teachers for inclusion. Florian’s
2011 [68] work focuses on inclusive education and the challenges and opportunities it
presents in supporting students with disabilities. Loreman’s 2010 [8] research highlights
the necessary outcomes for pre-service teachers in Alberta to effectively engage in inclusive
education practices. Ainscow and Sandill’s 2010 [18] work delves into the role of organi-
zational culture in the development of inclusive education systems. Lastly, Page et al.’s
2019 [69] research focuses on specific aspects, such as outcomes for pre-service teachers or
the attitudes of parents toward inclusive education for children with disabilities.

3. Results
3.1. Participants’ Characteristics

The study was conducted in a small-sized school located in Surabaya, Indonesia. A
total of 53 parents volunteered to participate in the study. Their children had various
disabilities, including learning disabilities, attention deficit hyperactivity disorder (ADHD),
autism, hearing impairment, Down syndrome, and multiple disabilities. Regarding the
educational backgrounds of the parents, 4 had lower secondary education (7.5%), 18 had
higher secondary education (41.5%), 2 had vocational education (3.8%), 6 had a diploma
(11.3%), 20 had a bachelor’s degree (37.7%), and 3 had a master’s degree (5.7%). Table 1
below shows the overall characteristics of participants based on their educational back-
grounds. Table 2 displays the characteristics of participants according to their educational
backgrounds.

Table 2. Characteristics of participants based on their educational backgrounds.

Educational Background N
−
X S.D.

Lower secondary education 4 3.44 0.20
Higher secondary education 18 3.76 0.41
Higher vocational education 2 3.67 0.05
Diploma 6 3.65 0.55
Bachelor’s degree 20 3.73 0.31
Master’s degree 3 3.95 0.10

Total 53 3.72 0.36

3.2. Parents’ Perception

In Section 2, participants were asked to assess their responses using a five-point Likert
rating scale questionnaire. This scale ranged from 1 (strongly disagree) to 5 (strongly
agree), allowing participants to express their level of agreement or disagreement with each

statement. The mean values (
−
X) associated with each rating range provided further insight

into the distribution of responses, with lower mean values indicating stronger disagreement
and higher mean values indicating stronger agreement.

The provided Table 3 below encapsulates the responses of participants concerning
various statements that delve into the inclusion of children with SEN in regular school

classrooms. Each statement is accompanied by mean (
−
X) and standard deviation (S.D.)

values, which represent the average rating given by the respondents and the extent of
variability in their responses, respectively. The summary of responses and explanations
based on Table 3 are as follows:
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1. Children with disabilities should be included in regular classrooms (
−
X = 3.81,

S.D. = 1.00): The mean value suggests a moderate level of agreement among partici-
pants, indicating an inclination toward the idea of inclusive classrooms.

2. Children with disabilities cause problems and are a burden for the school children

(
−
X = 3.64, S.D. = 0.79): Respondents, on average, displayed a moderate level of

disagreement with this statement, suggesting a more positive attitude toward the role
of children with disabilities in regular school settings.

3. Children with disabilities benefit from regular school children (
−
X = 4.15,

S.D. = 0.60): This statement received a higher mean, indicating a general consen-
sus among participants that children with disabilities derive benefits from interacting
with their regular peers.

4. Regular school children gain benefit in social adjustment when studying with children

with disabilities (
−
X = 3.85, S.D. = 0.60): Participants expressed a moderate level of

agreement, suggesting a belief that inclusive settings positively influence the social
adjustment of all children.

5. Children with disabilities strengthen their social skills when studying with regular

children (
−
X = 4.13, S.D. = 0.59): The higher mean suggests a general consensus among

participants that inclusive environments contribute positively to the social skills
development of children with disabilities.

6. Inclusive school classrooms support development for children with disabilities only

(
−
X = 3.08, S.D. = 1.02): This statement received a lower mean, indicating a tendency

for participants to disagree with the notion that inclusive settings exclusively benefit
children with disabilities.

7. Children with disabilities should attend special education school (
−
X = 2.51,

S.D. = 0.97): Respondents exhibited a lower level of agreement, suggesting a preference
for inclusive education over special education settings for children with disabilities.

8. Children with disabilities in regular school will be left out (nobody pays attention to

them) (
−
X = 3.70, S.D. = 1.17): The mean suggests a moderate level of disagreement,

indicating that participants do not strongly believe that children with disabilities
would be neglected in regular schools.

9. Regular school will lead children with disabilities to have lower self-esteem (
−
X = 3.68,

S.D. = 0.96): Participants, on average, displayed a moderate level of disagreement,
suggesting a belief that inclusive settings do not necessarily result in lower self-esteem
for children with disabilities.

10. Regular school children should have plans to help children with disabilities learn

with regular students (
−
X = 3.64, S.D. = 0.68): The mean indicates a moderate level of

agreement, reflecting a general sentiment among participants that proactive plans for
inclusive education are beneficial.

11. If children with disabilities join an inclusive classroom, teachers have to spend
too much time with them, affecting the learning opportunities of regular students

(
−
X = 3.58, S.D. = 0.75): Respondents, on average, displayed a moderate level of dis-

agreement, suggesting a belief that inclusive education does not excessively burden
teachers or hinder the learning opportunities of regular students.

12. It is necessary for an organization to arrange a training program for personnel in

regular schools so teachers can help children with disabilities (
−
X = 4.45, S.D. = 0.50):

The higher mean indicates a strong agreement among participants, emphasizing the
perceived importance of training programs to equip teachers for inclusive education.

13. Children with disabilities should accept their fate by not being a burden for school

(
−
X = 3.53, S.D. = 0.93): Participants exhibited a moderate level of disagreement,

indicating a reluctance to endorse the idea that children with disabilities should
accept their fate without being accommodated in school.
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14. If an organization provides learning materials and trained teachers for children
with disabilities in school, our regular children should gain better development

(
−
X = 4.40, S.D. = 0.69): The higher mean reflects a strong agreement among partici-

pants, underlining the belief that inclusive measures benefit the development of all
school children.

Table 3. Summary of parents’ perceptions about inclusive education practices.

Issues
−
X S.D.

Children with disabilities should be included in regular classrooms. 3.81 1.00
Children with disabilities cause problems and are a burden for the regular school children. 3.64 0.79
Children with disabilities benefit from regular school children. 4.15 0.60
Regular school children gain benefit in social adjustment when studying with children
with disabilities. 3.85 0.60

Children with disabilities strengthen their social skills when studying with regular children. 4.13 0.59
Inclusive school classrooms support development for children with disabilities only. 3.08 1.02
Children with disabilities should attend special education school. 2.51 0.97
Children with disabilities in regular school will be left out (nobody pays attention to them). 3.70 1.17
Regular school will lead children with disabilities to have a lower self-esteem. 3.68 0.96
Regular school children should have plans to help children with disabilities to learn
with regular students. 3.64 0.68

If children with disabilities join an inclusive classroom, teachers have to spend too much
time with them, which would affect the learning opportunities of regular students. 3.58 0.75

It is necessary for an organization to arrange a training program for personnel in regular
schools, so teachers can help children with disabilities. 4.45 0.50

Children with disabilities should accept their fate by not being a burden for school. 3.53 0.93
If an organization such as a municipality or local government organization provides
learning materials and trained teachers to help children with disabilities in school, our
regular children should gain better development as well.

4.40 0.69

In essence, the table serves as a detailed snapshot of the various perceptions held by
participants regarding inclusive education practices. It offers valuable insights into the
spectrum of opinions, ranging from areas of unanimous agreement to points of divergence
among parents regarding the integration of children with disabilities into regular school
environments. This comprehensive overview sheds light on the complex landscape of
attitudes toward inclusive education, highlighting the nuances and intricacies inherent in
navigating the inclusion of diverse learners in educational settings.

3.3. Open-Ended Questionnaire Insights

Based on the analysis of the open-ended questionnaire responses, three main themes
emerged, revolving around the perceptions of parents, teachers, and the school environ-
ment. It was observed that parents with a lower secondary education background displayed
a lack of clear understanding regarding the concept of inclusive education, as evidenced by
their responses, which were often rated at uncertain levels. For instance, a parent of a child
with multiple disabilities expressed concerns about their child’s potential for independence
in a regular classroom, questioning how much support they would receive from teachers.
They stated,

“I expect my child with special needs to learn to be independent, but I’m uncertain
about how much support he can receive in a regular classroom. The regular
teacher may not have sufficient time to provide the necessary training.”

Similarly, another parent of a child with autism highlighted the importance of teacher
competence in inclusive classrooms, stating, “While I support the idea of learning in a
regular classroom, I believe it’s essential for teachers to possess the necessary skills to
effectively teach students with special needs”.

As for the other two parents with a background in lower secondary education, they
expressed satisfaction with the school setting. One parent has a child with hydrocephalus,
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a brain condition involving fluid buildup, while the other has a child with high-functioning
autism. One parent commented, “When sending a child with SEN to an inclusive school,
parents must understand their child’s abilities to provide optimal support and meet their
needs for development”. The other parent remarked, “In an inclusive classroom, SEN
students don’t require excessive attention from the teacher”.

Some parents expressed support for having students with SEN in regular classrooms,
as evidenced by positive perceptions on teachers’ knowledge and skills, the learning
environment, and leadership. Their explanations during the interviews fell under these
same themes. Here are some examples of their opinions.

On the issue of the learning environment: “When SEN students are in a regular
classroom, they can socialize with regular students”. “Even though SEN students may seem
unable to do things by themselves, they have the potential to learn within the classroom
setting”. “The school environment doesn’t make children feel different from each other
because the school creates a classroom where the children have a positive attitude towards
SEN students”. “The school provides additional hours of therapy for children who need
specific treatment”.

On the issue of teachers’ knowledge and skills: “Teachers pay attention to SEN
students. They place learners according to their ability. The teachers understand the
competence of the children”. “Teachers care about SEN students”.

However, there are also several concerns raised about the skill development of teachers.
Parents express apprehension regarding the teachers’ knowledge and abilities to assist SEN
students. Their viewpoints included: “The teachers lack sufficient skills to support SEN
students”. They also suggested that “more shadow teachers are needed to assist regular
teachers”. Some parents worried that “SEN students may disrupt the classroom if teachers
lack the necessary skills to manage such situations”. They advocated for “improved
training in academic and support skills for teachers to enhance their quality”. Furthermore,
they emphasized the necessity for “training teachers adequately to manage an inclusive
classroom”. Lastly, there was a call for “expert support to aid in the development of
SEN students”.

Some parents expressed their appreciation for the presence of shadow teachers who
assist in caring for SEN students in the classroom. “Shadow teachers are effective in looking
after our children. The school should consider hiring more shadow teachers so that there is
assistance available when teachers are occupied”.

As for the issue of leadership, parents did not extensively share their opinions on the
school principal. One positive aspect highlighted by parents was, “The school-community
relationship is well-established, allowing teachers and parents to communicate effectively”.
However, some suggestions and comments were also provided, such as, “The principal
should focus on the inclusion program within the school, as teachers may not have the
authority to make decisions regarding support for SEN students; the principal should take
the lead in decision-making”.

Some important messages emerged during the interviews, such as, “The school should
focus on reducing instances of bullying, enhancing infrastructure for SEN students, and
ensuring teachers have a deeper understanding of the children’s conditions”. These points
were emphasized by a parent of a child with Down syndrome.

In terms of infrastructure, a parent of a child with a hearing impairment and ADHD
commented that “there should be adequate facilities for SEN students”. Another suggestion
was made related to tuition fees: “When schools accept SEN students at a lower cost, all
children will have access to education, so SEN should be included in regular schools”.

In conclusion, the insights derived from the open-ended questionnaire analysis shed
light on various dimensions of parents’ perceptions on inclusive education practices in
the small-sized school setting. While many parents expressed support for the inclusion of
students with SEN in regular classrooms, concerns were raised regarding teachers’ knowl-
edge and skills in handling SEN students. The importance of infrastructure, leadership
involvement, and efforts to reduce bullying were emphasized as critical elements for creat-
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ing an inclusive and supportive learning environment. The diverse viewpoints presented
by parents underscore the need for ongoing collaboration between schools and parents to
address these concerns and enhance the effectiveness of inclusive education practices in
small-sized schools.

4. Limitations of This Study

It is essential to acknowledge the limitations of this study. The research employed
a case study approach and utilized purposive sampling to collect data from the survey.
Consequently, due to the nature of the non-probability sampling method, the findings may
not precisely represent the entire population of the country and cannot be generalized to
the broader population, except for units of analysis with comparable characteristics. In
addition, any biases observed in the findings may arise from the sampling approach itself
rather than being intentional aspects of the study. Moreover, the translated questionnaire,
presented in English, may not perfectly align with how it was addressed in Bahasa in the
real context.

5. Discussion and Conclusions

Based on the empirical findings, it is revealed that the major premise—shared value
agreed upon by both the school and parents as an ideal mutual benefit, fostering a resistance-
free relationship—is that all students, irrespective of their abilities, deserve equal oppor-
tunities for education and inclusion. This principle underscores the values of equality,
fairness, and respect for diversity in education.

In reality, the minor premise reveals that there are still hindrances preventing schools
from upholding the shared value agreed upon by both parties (major premise). These
obstacles arise from various factors, including the legacy system in place that does not fully
support the implementation of the school’s approach to inclusion, the challenges posed by
students with SEN themselves, and the concerns or misconceptions of parents regarding
the efficacy of inclusive practices due to poor communication.

Integrating both premises, the conclusion drawn from the ethical principle of equality
and fairness in education is to implement strategies aimed at addressing parental concerns
and enhancing the inclusivity of small-sized regular schools. This may entail providing
additional support and resources for students with SEN, improving teacher training on
inclusive practices, and fostering better communication between schools and parents to
ensure the needs of all students are met. Table 4 below illustrates the practical syllogism
structure based on research findings.

Table 4. Practical syllogism structure based on empirical findings.

Major Premise Equality, fairness, and respect for diversity.

Minor Premise Unsupportive legacy system, a lack of solidarity with students with SEN,
concerns or misconceptions of parents.

Conclusion Additional support and resources for students with SEN, enhancing
teacher’s capacity, fostering better communication.

Based on the conclusion drawn from the study, actionable strategies can be developed
to improve parents’ perceptions regarding the management of inclusive education practices
for students with SEN in small-sized regular schools. Table 5 illustrates some sample
of actionable strategies elaborated based on the conclusion from the practical syllogism
structure include the following.

Next, based on the empirical findings, the parents’ overall perception suggested
a predominantly positive outlook, especially regarding the advantages of having SEN
students in a regular school, the improvement of social skills for SEN students in inclusive
classrooms, and the positive influence on regular students. These aspects received high

ratings (
−
X = 3.72, S.D. = 0.36) from the parents. This finding is consistent with prior research

indicating a generally favorable attitude among parents toward inclusive education [51].
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Table 5. Sample of actionable strategies.

Actionable Strategies Description

Addressing Concerns Implement measures to address parental concerns and
enhance inclusivity in small-sized regular schools.

Support for Students with SEN
Provide additional resources, support, and

accommodations to ensure that students with SEN
receive adequate attention and assistance.

Teacher Training
Conduct training programs for teachers to enhance their
skills in handling diverse learning needs and creating an

inclusive environment.

Communication Improvement
Foster better communication between schools and

parents to ensure that parents are involved and
informed about their children’s education.

Continuous Improvement
Establish ongoing assessment mechanisms to evaluate
and improve the effectiveness of inclusive practices in

small-sized regular schools.

Community Involvement
Encourage community participation and understanding

to create a supportive and inclusive
educational environment.

However, the item “SEN students should attend a special school” received an uncertain
rating level. This suggests that some parents may lack a clear understanding of an inclusive
setting but are more familiar with the concept of special education. This observation aligns
with Yusuf et al.’s (2014) [61] findings that some parents do not have a clear understanding
of inclusive education. Conversely, this study revealed that parents with higher educational
backgrounds seemed to have a clearer grasp of an inclusive setting, as indicated by their
higher agreement rate with the concept of an inclusive school. For parents who do not fully
comprehend the meaning of inclusive education, concerns persist about how their children
will be treated in regular schools.

Moreover, the above-mentioned finding was supported by the opinions of parents with
a background in lower secondary education. They expressed concerns that their children
might not receive enough help from teachers in a regular classroom due to the high number
of students, whereas in a special education school, teachers exclusively focus on SEN
students. This perception could stem from their familiarity with the special education
school system, where they may believe that SEN students receive more personalized
attention compared to an inclusive classroom. It is possible that inclusive education is a
relatively new concept to them, as indicated in the studies by Poernomo (2016) [60] and
Yusuf (2014) [61].

The most notable concern expressed by parents revolves around the perceived lack
of teacher skills in assisting SEN students, a recurring issue in discussions on inclusive
settings [4,8,20,69,70]. A significant finding in this study is the emphasis placed by parents
of students with Down syndrome on the need for the school to address bullying. This
underscores that, despite the majority of parents having a positive attitude toward including
SEN students in regular schools, challenges persist within the school environment. This
observation resonates with a Swedish case study survey, which reported that students with
disabilities seldom or never had fun with friends and were vulnerable to bullying [71].
Previous research has also pointed out environmental and attitude barriers [64], indicating
the presence of inclusion obstacles within the school.

This situation resonates with Göransson and Nilholm’s (2014) [52] assertion that a
crucial aspect of research on inclusive education is for schools to strive toward creating
cohesive communities. Facilitating communication between the school and the community
can foster a deeper understanding of inclusive environments and mitigate barriers to
inclusion. Lim and Cho (2019) [72] have highlighted that, in the modern era, mobile
documentation offers an interactive means of communication between home and school.
Given the significance of bullying and environmental concerns in this case study, leveraging
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mobile documentation could be a viable strategy to promote a positive atmosphere and
enhance understanding of inclusive classrooms.

6. Concluding Remarks

This study discovered that parents of SEN students generally maintain a positive
outlook toward inclusive education, with no notable disparities in perceptions observed
among parents with varying educational backgrounds. Participants commonly expressed
concerns regarding teachers’ proficiency in supporting SEN students and emphasized
the importance of tackling bullying. However, certain areas may necessitate additional
attention, particularly the enhancement of teachers’ knowledge and skills.

Some strategies recommended by Nel et al. (2014) [73] for implementing inclusive
education involve establishing a district-based support team to aid teachers working in
inclusive settings. This team may include professionals such as psychologists, counselors,
therapists, and other health welfare workers. Implementing this proposal could help
address current gaps and serve as an initial step toward fostering an inclusive environment
within schools and classrooms. Additionally, such a support system could facilitate the
provision of learning materials tailored to the educational needs of SEN students, especially
those requiring specialized assistance.

Moreover, higher educational institutions should collaborate with schools to enhance
teacher development, as the literature indicates that teachers’ attitudes and skills in inclu-
sive/special education are crucial for successful inclusion. This case study is not exhaustive;
it merely presents the current situation in an inclusive setting. Building on the findings
from this study, future research should explore several issues: (1) the delivery of support
services by various community resources and institutes, (2) identifying key functions to
assist schools in addressing barriers to learning and fostering an inclusive environment,
(3) investigating the attitudes of parents of regular students and regular students them-
selves toward inclusive education, (4) examining the contributions from local education
and administrative support, and (5) exploring appropriate approaches for disseminating
knowledge to parents about inclusive education.

Finally, based on the findings from this case study, future research should explore the
following issues: the delivery of support services by various resources and institutes in
the communities, identification of key functions to assist schools in addressing barriers
to learning and establishing an inclusive environment, exploration of the attitudes of
parents of regular students and regular students themselves toward inclusive education,
contribution from local education and administrative support, investigation of appropriate
approaches for the distribution and sharing of knowledge to parents concerning inclusive
education, and consideration of alternative models such as mainstream education with
separate support for severe cases of SEN students, which may provide reassurance to
parents concerned about their children receiving adequate assistance beyond inclusive
classrooms alone. These are possible areas for future research and policy development.
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