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ABSTRACT

Inclusive education is an effort introduced by the Malaysian government to ensure that people with
disabilities (OKU) receive education from a young age. The main goal of the government is to
involve more students with special educational needs (MPBK) in the inclusive education and
further improve the quality of education as a whole in this country. In effort to create an effective
teaching and learning process that meet the needs of MBPK, a teacher must have a specific
knowledge about MBPK and have sufficient skills to help them plan an effective learning and
further be able to support the needs of MBPK in an inclusive classroom. The purpose of this study
was to examine the level of knowledge of Remedial education teachers regarding the
implementation of Inclusive education. This study was conducted in Tuaran, Sabah by using a
survey as its method and consist of 39 people as a sample. Questionnaire as a research instrument
is used in this study and the links are shared by using Whatsapp application. Statistical Package
for the Social Science software version 26.0 was used to analyze data collected from this study.
The findings of this study founds that the level of knowledge of Remedial education teachers
regarding the implementation of Inclusive education is at a moderate level and there is no
significant difference between the level of knowledge of teachers and the teaching experience of
Remedial education teachers. Thus, the lack of exposure and training given by teachers has had an
impact on the level of teachers' knowledge of Inclusive education.
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1. INTRODUCTION

The education field plays a very important role for the development of a country (Jalaluddin and
Tahar 2022). The revolution in the development of education in Malaysia moves along with the
change of times. Hence the Special Education field is also undergoing changes in line with the
development of mainstream education. Hussin & Hamdan (2016) said that there are many studies
that show that special education field needs a lot of improvement either at the basic level or at the
implementation level. Improvements in the special education field need to be implemented due to
the increase in the number of students with special educational needs (MBPK) who need education.

Muhammad Nor, Mohamed & Hanawi (2020) said that although currently only one percent of
special needs individuals are registered in Malaysia, it is not possible if in the future the country
will reach ten percent in line with the United Nations' estimation that ten percent of the developing
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world's population has individuals identified as special needs individuals. Based on the increase in
these number of individuals with special needs, an increase in the number of MBPK will also
occur.

The growing number of MBPK every year requires many educational opportunities to be opened
up for them. This educational opportunity opens up opportunities for the expansion of the
Integration Special Education Programme (PPKI) and the opening of more new special schools.
Apart from the expansion of PPKI and the opening of new special schools, a special programme
known as inclusive education was developed by the Ministry of Education Malaysia (MOE) and
the Special Education Division (BPK) was also introduced (Ali & Mohamad Nasri 2021).

The implementation of inclusive education in Malaysia context is more geared towards the concept
of integration than the concept of inclusiveness itself. This is due to the fact that the country's
education system is unable to meet the needs of MBPK and subsequently learning in mainstream
classes does not bring learning benefits to MBPK students (Salleh and Che Omar 2018). Teachers
play a very important role in creating and meeting the needs of MBPK in mainstream classrooms.
Therefore, teachers’ readiness especially in knowledge towards implementing inclusive education
is of paramount importance.

Knowledge is a very important aspect for a teacher to plan and implement teaching, learning and
facilitates activities (PdPc) (Lee and Mohamed 2021). Mainstream teachers are equipped with
knowledge of the subjects taught by them as their first major subject however, not all mainstream
teachers have knowledge of MBPK as well as inclusive education. Findings from previous studies
have found that teachers' level of knowledge on inclusive education is only at a moderate level
(Mohammad Hanapi et al 2022).

"What knowledge and skills should be honed among teachers so that they can teach MBPK
effectively?" is a question that often raised by educators and it is proven that they still need help
to answer those questions (Bryd and Alexander 2020). This gives the impression that there are still
many teachers who are unable to apply specific teaching strategies that can help MBPK in the
classroom. In addition to having to manage and address MBPK in mainstream classrooms, teachers
also need to manage typical students in the same class within the same time period. Next, not all
mainstream teachers have knowledge on teaching skills needed to teach MBPK. The low level of
knowledge and lack of training in implementing inclusive education has left teachers without the
skills to perform accommodation and modification of teaching skills (Pau and Mohd Yasin 2021)

Knowledge and attitude towards MBPK are intertwined with each other (Elizabeth and Seema
2019). A person's knowledge will determine their perspective either positively or negatively.
Teachers' attitude towards inclusive education is the key to the successful implementation of
inclusive education (Musyafira & Hendriani 2021). However, Tahar and Najib (2019) found that
mainstream teachers' perceptions of MBPK students placed in their classrooms were negative. The
same opinion was expressed by Al-Omari, Al-Motlaq and Al-Modallal (2015) as well as by
Youssef and Youssef (2015) who found that teachers with low levels of knowledge showed an
unwillingness to accept students with learning difficulties in their classrooms.
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Teacher readiness in the implementation of inclusive education is very important as teachers play
a very important role in the success of the initiatives planned by the Ministry of Education (MOE)
(Lee and Mohamed 2021). Teacher plays the role as a person with self-competence and the ability
to plan and implement PdPc based on the needs of MBPK (Yuzaidey et al 2018). Therefore, this
study was conducted to examine the extent of the level of knowledge of teachers to implement
inclusive education in remedial education classes

2. LITERATURE REVIEW

In Malaysia context, the government strives to ensure that people with disabilities (OKU) get an
education from a young age. Hence to ensure that this effort is successful, the government has
implemented various policies to create access for the disabled people to education. The Persons
with Disabilities Act (2008) in Article 28 has insisted that children with special needs receive the
necessary support to facilitate the full and equal participation of MBPK in the world of education.
The Government is committed to involve more MBPK into the Inclusive education programme
and thus improve the quality of education as a whole. This effort to engage more MBPK is in line
with global trends geared towards inclusive education (Clear and Mohd Ahli 2014).

The implementation of the inclusive education programme in Malaysia is currently divided into
two approaches. This approach consists of full inclusive implementation and partial inclusive
implementation. Haris and Khairuddin (2021) say that these two types of implementations have
differences in terms of the place of study and its teachers. MPBK which follows a full inclusive
programme will be enrolled in the school's Student Database Application (APDM) system and will
subsequently attend teaching and learning sessions for all academic subjects based on the original
national curriculum or those that have been modified in the mainstream classroom. Apart from
these MBPK students studying together and being in the typical student range on a full-time basis,
they will also be involved in co-curricular activities just like other typical students.

In contrast to partial inclusiveness, MBPK will be enrolled in the APDM system of PPKI classes
and will attend at least one academic subject either core subjects or elective subjects or follow co-
curricular activities together with mainstream students. Tin and Wah (2018) says that this partial
inclusiveness occurs when MBPK only attends certain subjects in the mainstream classes. Apart
from the subjects or co-curricular activities involved, MBPK is placed in the same special
education class as per usual. Attendance records for students participating in this partial inclusive
programme will be recorded in the attendance system of the Integration Special Education
Programme (PPKI). Jani, Alias and Tumin (2020) said that the Malaysian government is
committed to improve education for the disabled even in policy level but the impact of inclusive
education on the quality of life of the disabled is still unknown.

Around November 2018, the Ministry of Education (MOE) has launched a policy known as the
Inclusive Policy for Persons with Disabilities (OKU). This effort to include the disabled is an effort
that is in line with the policy enacted by the government, the Zero Rejection Policy. This policy
has been introduced to ensure that MBPK also has access to education (Chin 2020). Based on past
studies, there are issues and challenges faced by the implementers who are directly involved with
this implementation as the effort to include the disabled especially in the context of education.
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In order to create an effective inclusive environment, an education system that meets the needs of
inclusiveness and teaching methods that meet the inclusiveness needs must be established in
teaching and learning activities. Inclusive education is an effort aimed at integrating students with
special educational needs into the mainstream educational process and adapting the school
atmosphere to students with special educational needs so that these students receive social justice
and equality (Akbarovna 2022).

The special education programme is a programme aimed to help typical students to master the
basic skills which consist of reading, writing and counting skills (Ministry of Education Malaysia
2012). There are special educational students who enter the special education classes when their
schooling sessions are still based in mainstream schools despite being a disabled. This is due to
the fact that students do not master basic skills. These basic skills consisting of reading, counting
and writing skills are the requirement for the admission of students to special education classes.

One of the types of disability faced by students admitted to remedial education classes is students
with dyslexia problems. Dyslexia according to Mercer Wegerif & Dawes (1999) is a type of
difficulty or inability to master reading skills even if the individual has received an adequate
education. Based on the survey, 314 000 children have dyslexia problems in Malaysia (Yuzaidey
et al. 2018). This is in line with data released by the Special Education Division of the Ministry of
Education Malaysia in 2019 which stated that there are 2987 students with special educational
needs with dyslexia problems currently pursuing learning in mainstream classes.

Based on this statement, it can be concluded that students with dyslexia problems will mostly go
into remedial education classes to learn the basic skills. This is because, students with dyslexia are
more likely to experience problems in basic skills which are reading, spelling, writing and counting
skills (Ali 2010). Indirectly, they need to enter remedial education classes when they still need to
continue their studies in mainstream schools.

The admission of students into remedial education programmes, not limited to students with
dyslexic problems alone, but also students with other disabilities provided that they did not master
the basic skills mentioned. This is in line with the statement issued by the Department of Special
Education (2009) which is the main focus of the establishment of remedial education is with the
objective to help and deal with the shortcomings or abnormalities in shaping the learning skills of
the students involved.

Remedial education is a type of education that takes a different approach compared to the usual
mainstream classes in Malaysia schooling system (Saidin and Mohd Bukhari 2023). Fullan and
Langoworthy (2013) said that teachers need to have knowledge of the learning content that
students need to master, the pupil level of knowledge and also have the ability to set up the perfect
teaching strategy in class.

In order to create an effective teaching and learning process and meet the needs of MBPK students,

remedial education teachers should be equipped with sufficient levels of knowledge to enable them
to conduct inclusive education effectively in remedial education classes (Derbala and Yasin 2022).
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A teacher should have specific knowledge of MBPK as well as sufficient skills to help teachers to
plan an effective learning process and thus be able to support and meet the specific needs of MBPK
in a classroom. Low level of teacher’s knowledge is a contributor to the fact that the teacher’s
mastery of teaching pedagogy is weak and in turn negatively affects the teacher's own ability
(Sharma and Tuni 2019)

However, not all teachers have specific knowledge of MBPK and have skills that can help support
and meet the needs of MBPK in mainstream classes and this also includes remedial education
teachers (Leijen, Arcidiacono and Baucal 2021). Preliminary findings from studies conducted by
Leifler E. (2020) have found that teachers' level of knowledge on the implementation of inclusive
education is at a low level.

Lyn, Cheong and Rosli (2020) in their study also obtained the same finding that the level of
teachers' knowledge of inclusive education is lower compared to special education teachers in
some of the items reviewed by the researchers for this study. Overall, the findings from this study
found that not only is the level of mainstream teachers' knowledge of inclusive education is at a
low level but also the level of special education teacher's knowledge of inclusive education is also
at a low level as well.

The findings from this study are also supported by findings from studies conducted by several
researchers, namely Bhavya, et al., (2015) and Basim et al., (2019), which found that the level of
knowledge of teachers on students with learning problems themselves is only at a moderate level.
However, there are also studies that have been carried out that have found that the level of
knowledge of teachers of inclusive education is at a high level. Madarang and Martin (2022) found
that teachers' level of knowledge of inclusive education is at a high level and teachers have
sufficient knowledge of inclusive education.

Past studies conducted by Palaniandy and Mohd Yasin (2021) have found that teachers' level of
knowledge on the implementation of inclusive education has a significant relationship with
teachers' teaching skills and has a significant relationship also to teachers' attitudes in the
implementation of inclusive education. The study conducted by Tahar and Najib (2019) also found
the same finding that the level of knowledge of teachers has a significant relationship with the
level of readiness of mainstream teachers in the implementation of inclusive education.

The relevance of the level of knowledge and teachers’ understanding with the level of readiness
of teachers in implementing inclusive education has been consistently stated by researchers for
past studies (Ekstam et al. 2018; Mat Rabi et al. 2018). Ekstam et al. (2018) says that teachers
need to have an adequate level of knowledge either knowledge of inclusive education or about the
content of subjects so that teachers can manage and handle the learning needs of students in
inclusive classrooms.

Based on past studies, one conclusion that can be made is that the findings of studies on the
teachers’ level of knowledge on inclusive education is vary. These different findings are likely to
be influenced by factors such as democracy, background and many others. However, the study
conducted specifically to examine the willingness of remedial education teachers to conduct
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inclusive education is very lacking especially within the time frame of five years back, therefore,
this study was conducted to identify remedial education teachers’ level of knowledge towards
inclusive education and subsequently assess whether the teacher's experience affects teachers’
knowledge towards inclusive education. This assessment is important to ascertain whether this
experience factor is a big factor why inclusive education cannot be implemented in full.

3. METHODOLOGY

Researchers have chosen to conduct quantitative studies to assess remedial education teachers’
level of knowledge towards the implementation of inclusive education as it is in line with the
purpose of the study conducted by the researchers. Kariya (2020) says that survey studies are
suitable to conduct when a researcher wants to measure opinions and perceptions. Next, Turkoguz
(2021) says that the survey study, which is one of the designs for quantitative studies, is a research
approach that aims to determine the situation in the past or in the present as it happens in reality.
The sample size of a study should be in large quantities to reduce sampling errors (Tuckman 1978).
Therefore, large sample sizes can generalize a population and thus help to reduce errors from
occurring in a study. The population targeted in this study consisted of remedial education teachers
around Tuaran district. Based on the sample selection that was focused, a total of 39 remedial
education teachers were made into study samples to obtain teachers' feedback on their knowledge
level on the implementation of inclusive education. The sample selection is in line with Mohd
Majid's statement (1990) which said that the sample size for a study should exceed 30 percent of
the study population.

A questionnaire question which is the instrument used in this study was distributed to teachers
around Tuaran district using the Google Form platform. This study is conducted in form or survey
study which is using a questionnaire as its instruments. The questionnaire was chosen as an
instrument in this study as it is a practical and effective way to obtain information on a particular
matter (Hasan and Yukun 2020). The questionnaire in this study was adapted from a previous
study which was conducted by Palaniandy and Mohd Yasin (2021)

The researchers have divided the questionnaire items into two parts, namely (a) the respondent'’s
demographic and (b) the respondent's level of knowledge. Items in Section (a) include six items
while section (b) has 14 items. The items in this questionnaire were built to measure the level of
knowledge of remedial education teacher towards inclusive education in the Tuaran district by
using a five-level Likert scale. The Likert Scale is a measurement scale that is commonly used to
assess an individual's level of consent to a statement (Suasapha 2020). The following is a table of
the likert scales that have been used for the section B question item questionnaire.

Table 1: Five-level Likert Scale

Score Statement Singkatan
1 Strongly Disagree SD
2 Disagree DA
3 Uncertain uC
4 Agree A
5 Totally Agree TA
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3.1. Data Collection Procedure

Data collection in this study was carried out by using questionnaire as its instruments. The
questionnaire for this study was shared to the remedial educattion teachers of Tuaran district by
using the Google Form application. A link to this questionnaire was given to the remedial
education teachers in Tuaran district mainly through the Whatsapp application.

Statistics is a branch of applied mathematics that uses numbers and then manipulates them.
Descriptive statistics is a type of measurement carried out on a sample in a study and its reporting
involves only the measured sample and is not to form a generalization for a group outside the
sample that has been measured by a researcher (Ibrahim 2010). The data in this study was analysed
using a computer software known as the Statistical Package for Science Package (SPSS) Version
23. The data collected were analysed to find the mean value, frequency and percentage of remedial
education teachers’ level of knowledge towards the implementation of inclusive education.
Researchers used the mean score obtained to interpret it to five levels consisting of very low, low,
medium, high and very high levels in line with the interpretation of the mean range presented by
Moidunny (2009).

Table 2: Mean Range Interpretation

SOVEREIGNTY PHASE
1.00 to 1.89 Very Low
1.9 t0 2.69 Low
2.7t03.49 Moderate
3.5t04.29 High
4.3 to 5.00 Very High

Source: Moidunny (2009)
4. STUDY FINDINGS

4.1. Demographic Profile of Respondents' Background

Respondents’ demographic in this study were focused on the background of the respondents
consisting of gender, age, academic qualifications, teaching experience and the status of the
respondent's exposure to inclusive education. The profile of the respondents in this study is set out
in the table as follows;

Table 3: Demographic profile of respondent background

FREQUENCIES PERCENT (%)
Sex
Men 11 28.2%
Woman 28 71.8%
Age
25 years and below 0 0%
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26 — 30 Years 8 20.5%
31 — 35 Years 4 10.3%
36 — 40 Years 4 10.3%
41 — 45 Years 12 30.8%
46 years and above 11 28.2%
Academic Qualifications

Diploma of Education 6 15.4%
Bachelor 28 71.8%
Master Degree 5 12.8%
Doctorate 0 0.0%
Teaching Experience

Less than 1 Year 0 0.0%
1 to 5 Years 8 20.5%
6 to 10 Years 6 15.4%
11 to 15 Years 8 20.5%
16 to 20 Years 8 20.5%
21 Years and above 9 23.1%
N=39

Respondents for this study consisted of 39 respondents comprising of remedial education teachers
in Tuaran district. The respondents were consist of 11 men (28.2%) and 28 woman (71.8%) Most
of the respondents in this study are remedial education teacher aged between 41 and 45 years old
who recorded the highest percentage with 30.8% and followed by respondents aged 46 and above
(28.2%), respondents aged between 26 to 30 Years (20.5%), respondents aged between 26 and 30
Years (20.5%), respondents aged between 31 to 35 years old and finally respondents aged 36 to
40 years old recorded a percentage of 10.3%.

Most of the respondents in this study were found to have a Bachelor's Degree of 28 people with a
percentage of 71.8%, followed by 6 respondents with a Diploma in Education (15.4%) and 5
respondents with a Master's Degree (12.8%). As for the teaching experience, the study found that
respondents with more than 21 years of teaching experience recorded the highest frequency of 9
people with a percentage of 23.1% followed by respondents with teaching experience of 1 to 5
years, teaching experience of 11 to 15 years and respondents with teaching experience of 16 to 20
years who recorded the same percentage of 20.5% with a frequency of 8 people. Next, respondents
with 6 to 10 years of teaching experience recorded a percentage of 15.4% with a frequency of 6
people and finally no respondents with less than 1 year teaching experience.

4.2. Teacher Knowledge Level on the Implementation of Inclusive education

Remedial education teachers’ level of knowledge in the implementation of inclusive education is
evaluated through 14 question items. Based on the detailed research in this study, it was found that
most teachers said that they were unsure in seven items i.e. item B1, 'l was trained to teach students
with special educational needs' (38.5%), B3 i.e. 'l have inclusive knowledge of teaching in
inclusive classes in schools' (41%), B4 i.e. 'l apply inclusive knowledge in special recovery
mainstream classes' (43.6%), B6 i.e. 'My knowledge of inclusiveness helps me to teach students
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with special educational needs effectively' (41%), B9 i.e. 'l have knowledge in motivational theory
to prepare my teaching to be more effective' (46.2%), B10 i.e. 'l know my knowledge contributes
to the effectiveness of inclusive programmes' (35.9%) and B12 i.e. 'l know other teachers are
equipped with knowledge to be inclusive.' (41%).

Table 4: Teachers' level of Knowledge on the Implementation of Inclusive education

STATEMENT STS TS TP S SS
I received training to teach
B1 students with special educational > 8 15 8 3
needs (12.8%) (20.5%) (38.5%) (20.5%) (7.7%)
I can effectively pass my
B2 knowledge to students with
special educational needs.
I have inclusive knowledge of
B3 teaching in inclusive classes in

4 9 11 14 1
(10.3%) (23.1%) (282%) (35.9%) (2.6%)

1 9 16 10 3
(2.6%) (23.1%) (41%) (25.6%) (7.7%)

schools.

B4 I apply inclusive knowledge in a 2 6 17 13 1
remedial education class (5.1%) (15.4%) (43.6%) (33.3%) (2.6%)

B5 I am ready to be equipped with 1 1 8 13 16
knowledge in inclusive education.  (2.6%) (2.6%) (20.5%) (33.3%) (41%)
Knowledge of inclusive education

B6 helped me to effectively teach 1 5 16 11 6
students with special educational (2.6%) (12.8%) (41%) (28.2%) (15.4%)
needs.
I know that every teacher

B7 involved with inclusive education 2 4 9 19 5
can teach effectively in inclusive (5.1%) (10.3%) (23.1%) (48.7%) (12.8%)
classes.

In my inclusive classroom, I use
B8 all my knowledge to provide 0 (0%)
effective teaching
I have knowledge in motivational
B9 theory to prepare my teaching to
be more effective
I know my knowledge contributes
B10 to the effectiveness of inclusive 0 (0%)

2 11 18 8
(5.1%)  (28.2%) (46.2%) (20.5%)

0 3 18 12 6
(0%)  (7.7%) (46.2%) (30.8%) (15.4%)

4 14 11 10
(10.3%) (35.9%) (28.2%) (25.6%)

programs
In my teaching preparation, I

B11 chose the right strategy for 0 6 9 16 8
students with special educational  (0%) (15.4%) (23.1%) (41%) (20.5%)
needs.

I know other teachers are
B12 equipped with the knowledge to
be inclusive.

2 7 16 10 4
(5.1%)  (17.9%) (41%) (25.6%) (10.3%)
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My knowledge has a positive

B13 impact on my students' academic 0 > 8 15 1
I‘CSII),II'[S Y (0%)  (12.8%) (20.5%) (38.5%) (28.2%)
My knowledge helps other 1 3 9 19 7
B14 teachers to teach more effectively o 0 0 o 0
during teaching and learning (2.6%) (7.7%) (23.1%) (48.7%) (17.9%)
OVERALL MEAN 3471

However, most teachers agree that they can effectively pass on their knowledge to student with
special educational needs (38.5%). Next, the study also found that 74.3% of remedial education
teachers said they were prepared to be equipped with knowledge of inclusive education and most
remedial education teachers (66.7%) also admitted that their knowledge had a positive impact on
students' academic results and that their knowledge also helped other teachers to teach more
effectively.

Table 5: Mean table and standard deviation of the remedial education teachers’ level of
knowledge towards the implementation of inclusive education.

ITEM MIN SP PHASE

BI I was .tralned to t.ea(.:h stu.dents with special 290 1.119 MODERATE
educational needs in inclusive classes.

B2 I am able to e.ffectwe@y pass on my knowledge 297 1.063 MODERATE
to students with special educational needs.

B3 I havq an 1nclu51ye kpowledge of teaching in 313 0.951 HIGH
inclusive classes in this school.

B4 I apply inclusive knowledge in the first stream 313 0.894 HIGH
classroom

ps | am willing fo be equipped to be 0.984 HIGH
knowledgeable in inclusive education.
My knowledge of inclusiveness helped me

B6 teach students with special educational needs 3.41 0.993 MODERATE
effectively.
I know that every teacher involved with

B7 inclusive education can teach effectively in 3.54 1.022 HIGH
inclusive classes.
In my inclusive classroom, I use all my

B8 knowledge to provide effective teaching 382 0.823 HIGH

B9 I have knowledge in motivational theory to 354 0.854 HIGH
prepare my teaching to be more effective

B10 I knqw my knpwledge contributes to the 3.69 0.977 HIGH
effectiveness of inclusive programs
In my teaching preparation, I chose the right

B11 strategy for students with special educational 3.67 0.982 HIGH

needs.
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I know other teachers are equipped with the

B12 . . 3.18 1.023 MODERATE
knowledge to be inclusive.

BI3 My kno'wledge has a positive impact on my 382 0.997 HIGH
students' academic results

Bl4 My knowlnge help's other tgachers to tegch 379 0.944 HIGH
more effectively during teaching and learning
OVERALL MEAN 3471 0.627 MODERATE

Table 5 shows the mean value of the level of knowledge of remedial education teacher towards
the implementation of inclusive education. Based on the research to Table 4, the overall mean for
remedial education teachers’ level of knowledge in the implementation of inclusive education is
M=3.471, SP=0.627 which is at a moderate level. This suggests that the teacher's knowledge of
the implementation of inclusive education is at a moderate level only.

Next, this study also examined the differences between the level of knowledge of teachers based
on the teaching experience of remedial education teachers in the implementation of the inclusive
education programme in order to see whether teaching experience has an impact on remedial
education teachers’ level of knowledge on the implementation of inclusive education.

Table 6” Remedial education teachers’ level of knowledge towards the implementation of
inclusive education based on teachers’ teaching experience.

Teaching Experience N Min Sg?gggi F Significant
Less than 1 Year 0 0 0 1.789 0.154
1 to 5 Years 8 3.81 0.472
6 to 10 Years 6 3.69 0.464
11 to 15 Years 8 3.06 0.541
16 to 20 Years 8 341 0.802
21 Years and above 9 3.44 0.627

The mean value of the remedial education teachers’ level of knowledge based on the teaching
experience of remedial education teachers has found that teachers with 1 to 5 years of experience
have obtained the highest mean value of mean=3.81, s.d=0.472 and followed by teachers with
experience of 6 to 10 years have obtained mean=3.69, s.d=0.464. Next, teachers aged 21 years and
above have obtained mean=3.44, 5.d=0.627 and lastly teachers aged 16 to 20 years old have
obtained a mean value=3.41, s.d=0.802.

Through a one-way ANOVA calculation carried out against the level of knowledge and teaching
experience of remedial education teachers found that the value F(4,34)=1.789, p = 0.154 is greater
than the alpha value of 0.05. Thus, it can be concluded that there is no significant difference
between the teachers’ level of knowledge and the teachers’ teaching experience in the
implementation of the inclusive education. The hypothesis for this study which was there was no
significant difference in the level of knowledge of teachers based on the remedial education
teachers’ teaching experience in the implementation of the inclusive education failed to be
rejected.
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5. DISCUSSION

This study was conducted with the aim of identifying the level of knowledge of remedial education
teacher towards the implementation of inclusive education in Tuaran district. Ekstam et al. (2018)
says that teachers need to have an adequate level of knowledge either knowledge of inclusive
education or about the content of subjects so that teachers can manage and handle the learning
needs of students in inclusive classrooms. This is in line with a statement issued by Subri, Yaakub
and Nudin (2021) which says that the most important aspect to ensure the effectiveness of teaching
and learning activities is pedagogical knowledge.

Based on findings in this study, remedial education teachers’ level of knowledge towards inclusive
education is at a moderate level. This clearly shows that remedial education teachers still do not
have a solid knowledge of inclusive education. Teachers need to have a specific knowledge of
MBPK and have sufficient skills to help teachers to plan effective learning and thus be able to
support and meet the specific needs of MBPK in a class. Low level of teachers’ knowledge is a
contributor to the fact that the teacher's mastery of teaching pedagogy is weak and negatively
affects the ability of the teacher themself (Sharma 2019). Therefore, remedial education teachers
should have in-depth knowledge of inclusive education so that teachers can meet the needs of
MBPK in remedial education classes.

The findings obtained in this study are in line with the study conducted in Gombak district
secondary school by Palaniandy and Mohd Yasin (2021) which has found that the level of
knowledge of teachers on the implementation of inclusive education programmes is at a moderate
level. Findings from this study found that 35.5% of teachers said they were unsure whether they
knew the strategies that must be put in place for the success of inclusive education programs. The
same findings were obtained by Lee and Mohamed (2021) in the study conducted by them, namely
the teachers’ knowledge on the implementation of inclusive education in preschool classes is at a
moderate level.

Lee and Mohamed (2021) said that their study samples did not have enough knowledge to teach
MBPK. Next, the findings from this study found that 56% of respondents said that they did not
have enough knowledge in teaching children with special needs preschool. Mohamad Hanapi et al
(2022) in their study has also obtained the same findings which are at a moderate level only for
teachers’ knowledge on inclusive education. The study found that the items that got the highest
mean value is the item 'T'm having trouble teaching students with low cognitive levels)'. While
items that have received the lowest mean value are the item 'Special education students can excel
in lessons if involved earlier'.

However, the findings of this researcher are contrary to studies conducted by Leifler E. (2020)
which has found that the level of knowledge of teachers on the implementation of inclusive
education is at a low level. Lyn, Cheong and Rosli (2020) in their study also found that the same
result is that the level of mainstream teachers' knowledge of inclusive education is lower than that
of special education teachers in some of the items reviewed by the researchers for this study.
Overall, the study found that not only are mainstream teacher levels of knowledge of inclusive
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education at a low level but the knowledge level of special education teachers on inclusive
education is also at a low level.

Hamdan et al (2023) has also obtained the same results which is that the level of knowledge of
teachers is at a low level which is contrary to the findings obtained by the researchers in this study.
Hamdan et al (2023) found that 59.5% of teachers said that the main obstacle for teachers to
implement inclusive education was that teachers did not have sufficient knowledge of inclusive
education and 48.6% of teachers said they did not receive proper training on inclusive education.
The study also found that the majority of respondents (78.4%) agreed that a lack of teachers in
terms of knowledge levels would cause students to experience learning dropouts.

The findings obtained by this researcher are also contrary to studies conducted by Madarang and
Martin (2022) which found that teachers' level of knowledge of inclusive education is at a high
level. Researchers for the study say that teachers have sufficient knowledge of inclusive education.
Furthermore, this study has also found that the main challenge faced by teachers in the
implementation of inclusive education is that teachers do not have sufficient training especially to
increase the level of knowledge of teachers towards inclusive education or ways to control MBPK
in the classroom.

The study, conducted by Fuad and Tahar (2021), also found the same finding that the level of
knowledge of mainstream teachers on the characteristics of students with learning difficulties is at
a high level. The findings from this study found that teachers' level of knowledge of learning-
impaired pupil management strategies was also at a high level. Researchers cite the importance of
teachers to know the characteristics of learning problems to help teachers to modify teaching and
learning activities to suit the problems faced by students (Greer and Meyen 2009)

Based on the reference to past studies, the findings of the study conducted by the researchers on
the level of knowledge of teachers on the implementation of inclusive education coincide with the
previous study of the level of knowledge of mainstream teachers on the implementation of
inclusive education as the remedial education teacher is also a mainstream teacher serving in
mainstream schools. As such, remedial education teachers also experience the same difficulties as
other mainstream teachers. Students who enter remedial education classes usually have a lot of
learning disabilities (Saidin and Bukhari 2023).

The study also found that the level of knowledge did not have a significant difference with remedial
education teachers’ teaching experiences in the implementation of Inclusive education. This gives
the impression that teaching experience cannot provide an explanation of the teacher knowledge
on the implementation of inclusive education. The length of service that a teacher has served does
not affect their level of knowledge. (Othman, Chiang & Md Zuki, 2017).

The exposure of teachers especially remedial education teachers to MBPK and inclusive education
has also affected the teachers’ knowledge. This is supported by Karim, Kumbong and Robert
(2022) statement which says that inclusive education cannot achieve success because the parties
involved does not have sufficient knowledge in dealing and teaching MBPK. Mainstream teachers,
especially remedial education teachers in context of education in Malaysia, does not have a
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sufficient exposure to inclusive education or to MBPK itself. This have impacted teachers’ level
of knowledge towards inclusive education and resulting teacher’s knowledge to be at a moderate
level only. This is supported by findings from previous studies that have found that there are still
many individuals who do not understand inclusive education either in Malaysia or abroad
(Abdullah 2019; Widyasari & Novara. 2018; Alfaris 2017)

Therefore, a form of support that should be given to Remedial education teachers is to provide
adequate training to remedial education teacher on Inclusive education (Tristani and Basset-Gunter
2019). Support in this form of training is a systematic approach and in turn can improve not only
the level of knowledge of teachers but also the skills of teachers especially in the use of pedagogy
consisting of teacher teaching methods and strategies for MBPK (Sharma, Forlin and Loreman
2008). Therefore, support in this form of training can help teachers of Special Recovery to increase
their level of knowledge from medium to higher level.

The level of knowledge of teachers is at a moderate level only because teachers do not receive
adequate training to teach students with special educational needs. McCrimmon says that teacher
training in inclusive education is inadequate. Sanchez, Rodriquez and Martinez (2019) have
identified that inadequate training is the cause of the teacher's level of competence towards
inclusive education is low. This is disappointing because an effective and consistent training will
affect the attitudes, knowledge and teachers’ skills and subsequently teacher training in the special
education field (Tristani and Basset-Gunter 2019). Mohd Amin and Mohd Yasin (2016) said that
inclusive education failed to perform properly due to the lack of training related to inclusive
education.

6. CONCLUSION

This study has found that the level of knowledge of teachers on the implementation of inclusive
education is at a moderate level. This has shown to some extent that teachers need adequate support
especially in terms of adequate and relevant training in the implementation of inclusive education.
Adequate training will create more knowledgeable, capable and sensitive teachers to the needs of
MBPK and in turn can help improve teachers’ readiness in implementing inclusive education in
mainstream classrooms. Therefore, there is a need to provide adequate training and exposure to
remedial education teachers so that the effectiveness and quality of inclusive education can be
further improved.
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