Indonesian teachers’
epistemological beliefs and
Inclusive education

by Budiyanto Budiyanto

Submission date: 11-Dec-2018 05:36PM (UTC+0700)
Submission ID: 1055012303

File name: Jurnal_Dr_Budiyanto_3.pdf (359.09K)
Word count: 8587

Character count: 51086



Article

Indonesian teachers’ epistemological
beliefs and inclusive education

Ioul'nal of Intellectual Disabilities

Kieron Sheehy 118
The Open University, UK © The Author(s) 2017
Reprints and permission:

diyanto sagepub.co.ukljournalsPermissions nav

DOk 10.1177/17446295177 17613
journals.sagepub.com/homeljid

Helen Kaye ®SAGE
The Open University, UK

Khofidotur Rofiah

State University of Surabaya, Indonesia

tate University of Surabaya, Indonesia

Date accepred: 24 May 2017

Abstract

A growing number of children with intellectual disabilities attend inclusive schools in Indonesia.
Previous research has suggested that teachers’ type of school and experience influences their
beliefs about inclusive education. This research collected questionnaire data from 267 Indonesian
teachers and compared the responses from those working in inclusive, special and regular schools
regarding their epistemological and pedagogical beliefs. The results showed that teachers in
inclusive schools expressed stronger social constructivist beliefs than those in other schools.
However, it was teachers’ epistemological beliefs, rather than their type of school or experience,
which were the significant predictor of their beliefs about inclusive education. The findings suggest
that international epistemological research needs to have a more nuanced view of constructivist
models of learning to better understand and inform how inclusive pedagogy is being enacted in
different contexts.
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Introduction

Teachers’ epistemological beliefs direct and reflect their classroom practice (Jordan and
Stanovich, 2003; Knapp, 2016; Lee et al., 2013). The importance of these beliefs is acknowl-
edged in the large body of research exploring teachers’ epistemological beliefs in relation to
particular curriculum areas (Yilmaz and Sahin, 2011), different cultures (Hofer, 2010) or spe-
cific classroom practices (Brownlee et al., 2012). While these beliefs are less influential in
routine tasks, they become significant in situations where problems are relatively ‘ill-structured’
(Schraw et al. 1995), that is, involve complex everyday situations with the possibility for more
than one response or solution. In these situations, individuals will reach different decisions and
do different things as a result of their personal epistemological beliefs. One example of this type
of problem solving concerns the classroom situations that teachers encounter in relation to
inclusive education and pedagogy.

nclusive education is a world-wide phenomenon that draws inspiration, and validation, from
the Universal Declaration of Human Rights (Lindahl, 2006). It is underpinned by a consensus of
moving towards ‘education for all’ (Heung and Gmsw, 2007y where all children, including
those labelled as having intellg@fual disabilities (IDs), have equal access to education with their
peers. Policymakers have seen inclusive education as an initiative to address educational barriers
for all learners (Budiyanto, 2011) and, consequently, teachers across the world have, by necessity,
responded to their nations” inclusive education initiatives (Heung and Grossman, 204 ).

Indonesia’s inclusive education initiative began in 2003, with a government directive for
each region to have at least four inclusive schools. Previously, schools could be categorized as
either regular or special (Aprilia, 2017). Regular schools might accept pupils with a physical
impairment, if they presented no behavioural problems and ‘only if they have normal intelli-
gence, have orientation and mobility” (Aprilia, 2017: 50). Children who did not meet these
criteria might be taught in special schools ‘Sekolah Luar Biasa’, which typically catered for
children within specific disability categories, such as blindness or deafness (Purbani, 2013).
However, children’s access to special schools has been seen as depending on the policy of
individual school principals (Aprilia, 2017). The social stigmatization of children with IDs
contributed to a situation in which many children with IDs did not have access to special school
education (Tucker, 2013). The number of inclusive sq{}ls in Indonesia has grown since 2003,
and they offer education for all pupils, including those who might previously have been excluded
from education. Researchers examined 186 inclusive schools and found that 12% of pupils might
be broadly categorized as having special educational needs; however, the vast majority (85%) of
this group were children with IDs (Sunardi et al., 2011). 13

The inclusive education initiative is widespread, for example, 158 countries have adopted the
United Nations Convention on the Rights of Persons with Disabilities, which explicitly commits
countries to developing an inclusive education system (Rieser, 2014). However, the practice of
inclusive education remains ill-defined and contentious, being enacted differently both between
and within countries (Rix et al., 2013). Inclusive classroom pedagogy (as opposed to policy)
remains an ill-structured problem for teachers to solve, resulting in a ‘messy compromise’ of
approaches (Rix, 2015: 13) in a ‘continuous struggle’ of implementation (Allan, 2007: 101).
Furthermore, little is known “about the detail of [inclusive] practice at the classroom level” (Florian
and Black-Hawkins, 2011: 814). It is within this context that teachers must make pedagogical
decisions to accommeodate pupil diversity within inclusive classroom##nd, in doing so, are likely
to be guided by their personal epistemological beliefs. Consequently, researching the relationship
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between epistemological, pedagogical and inclusive beliefs is vital in order to understand the
nature of inclusive pedagogies and how they are being constructed. Although an extensive body of
international epistemological research exists, research in the context of inclusive education has
been sparse. Even within this relatively small area, there is a tendency to foreground disability and
difference, rather than inclusive pedagogy (Sheehy and Budiyanto, 2015). For example, studies
have concentrated on examining teachers’ beliefs aboulﬁamers with specific category labels or
impairments and their placement in mainstream settings (Martin, 2011; Murcia and Idarraga, 2013;
Sermier Dessemontet et al., 2014) or how different subject specialists feel about teaching dis-
abled pupils (Qi and Ching Ha, 2012). The few examples of research concerning inclusive
education and epistemological beliefs often reflect this background, beginning from a basis of
assessing beliefs about dis: learners or categories of disability (Jordan and Stanovich, 2003).
Silverman identified that ‘researchers have not examined the exact nature of the relationship
between epistemological beliefs and attitudes toward inclusion’ (Silverman, 2007: 43). Com-
monly, participants in epistemological research are students or pre-service teachers (Yilmaz and
Sahin, 2011), teachers fro ecial schools (Silverman, 2007) or within schools that are not
accessible to all pupils (Lee et al., 2013). Research on the epistemological beliefs of classroom
teachers in inclusive schools is lacking. In addition, the research may not differentiate between
the integration of students with special educational needs as differentiated from the inclusive
education of such students. For example, Silverman (2007) researched the beliefs of 71 pre-
service general and special teachers towards inclusion, using a scale designed to assess beliefs
about integration. This partly reflects the lack of an international definition of inclusive edu-
cation, and terms such as integration or mainstreaming ca used to mean the same or different
things (Rix et al., 2015). There need to research the epistemological beliefs of teachers in
inclusive schools in relation to inclusive education.

In the context of this research, inclusive edu@fion is defined drawing on the United Nations
Children’s Fund (UNICEF) position in which children with special educational needs have a
right to education that allows them to flourish alongside their peers in mainstream settings
(UNICEF, 2012).

There also remains a paucity of studies concerning beliefs about inclusive pedagogy and how
all children learn in inclusive classrooms (Flori@md Black-Hawkins, 2011). A rare example of
epistemological research in inclusive schools found that teachers’ beliefs about the nature of
pupils’ disabilities and difficulties in learning (i.e. whether attributed to innate fixed factors or to
contextual influences) influenced how they saw their own role within tl‘gass and their inter-
actions with students (Jordan et al., 2010). A range of related studies (Jordan and Stanovich,
2003; Jordan et al., 2009) have explored and confirmed this relationship between beliefs about
disability and the ways in which teachers engage with all learners in their classroom. In this
research, teach beliefs about disability were characterized as either pathognomonic or
interventionist (Jordan and Stanovich, 2003; Jordan et al., 2009; Jordan, 2013). Pathognomonic
(P) beliefs regard disability as individualized ‘pathological attribute of the learner’ (Jordan,
2013: 10), whereas interventionist (/) beliefs frame disability in a way that is aligned with the
social model of disability (Shakespeare, 2006). These beliefs impact on teachers” actions in the
classroom, in relation to children with special educational needs. Those with P beliefs feel that
teaching such stucms is the responsibility of other, specially trained, professionals (Jordan,
2013). In contrast, teachers with [ beliefs see themselves as responsible for teaching all students
in their class, believing that all students can learn ‘irrespective of individual differences’ (Jordan,
2013: 10). However, there remains both a need for larger scale research, informed by the existing
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small scale qualitative studies, to explore teachers’ epistemological g]iefs in the context of
inclusive education (Schwartz and Jordan, 2011), and also a consideration of conceptualizations
of epistemological beliefs and inclusion that draws upon the broader field of educational epis-
temological beliefs research.

The types of epistemological beliefs that have been examined in educational research fall into
two broad categories. The first, and largest, body of research is typified by Schommerggesearch,
which developed the Epistemological Questionnaire (EQ) ($shommer, 1990). She found that
participants’ responses suggested four factors or dime s: Simple Knowledge (knowledge as
isolated facts vs. knowledge as integrated conceptions). Certain Knowledge (knowledge is certain
vs. knowledge is tentative), Quick Learning ( ran%g from learning is quick (or not-at-all) vs. the
speed of learning is gradual) and Innate Ability (ability to learn is genetically determined vs. the
ability to learn is enhanced through experience). Schommer’s EQ has influenced the development
of much subsequent questionnaire-based research (Dav'gn, 2012), including identifying cultural
differences and similarities (Hofer, 2010). For example, Lee et al (2013) used the EQ (Schommer,
1990) in research with teachers in Chil?(ﬂ investigate the ways in which cultural factors might
shape personal epistemological beliefs. Factors corresponding to Schommer’s innate/fixed ability
and certainty extracted. However, a new factor was derived which represented ‘authority/
expert’, that is, beliefs about the role of authority in transmitting knowledge. This factor has also
emerged from research in Indonesia and Malaysia (Ismail et al., 2013; Liem and Bernardo, 2010).
Findings such as these support the notion that there are cultural influences on the nature of
epistemological beliefs and identify the need for epistemological research outside of the United
States or European contexts.

A second category of research relates epistemological beliefs more closely to pedagogical
theory and developmental psychology. For example, teachers’ epistemological beliefs have been
framed i s of traditional or constructivist views of learning. The traditional conception sees
teaching as a non-problematic transfer of untransformed knowledge from expert to student (Chan
and Elli 2004). This contrasts with the constructivist conception in which knowledge is
acquired through reasoning and where teaching facilitates the learning process, rather than directly
transmitting knowledge (Lee et al., 2 International comparative research has constructed
similar distinctions. The Organisation for Economic Co-operation and Development (OECD)
surveyed teachers across 23 countries using eight question items designed to tap beliefs in direct
transmission (i.e. ‘tradi 1) beliefs and constructivism (OECD, 2009).

The items related to direct transmission beliefs were

o Effective/good teachers d nstrate the correct way to solve a problem.

e Instruction should be built around problems with clear, correct answers, and around ideas
that most students can grasp quickly.

o How much students learn depends on how much background knowledge they have — that
is why teaching facts is so necessary.

e A quiet classroom is generally needed for effective learning. (OECD, 2009: 269)

The items related to constructivist beliefs were

o My role as a teacher is to facilitate students’ own inquiry.
e Students learn best by finding solutions to problems on their own.
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e Students should be allowed to think of solutions to practical problems themselves before
the teacher shows them how they are solved.

e Thinking and reasoning processes are more important than specific curriculum content.
(OECD, 2009: 269)

The findings of this research were from mainstream schools and omitted teachers who only
taught “special learning needs students” (OECD, 2009: 9). These schools are not synonymous with
inclusive schools. For example, countries within the sample are likely to have well-developed
special school systems or operate selective admission based on ability or other locally determined
factors (OECD, 2009). The OECD research indicated that teachers in different cultures hold
differing epistemological beliefs and consequently construct different representations of how
children learn and what their role as a teacher might be (OECD, 2009). However, in terms of
models of learning, this dichotomous approach may not be sufficiently nuanced to capture signif-
icant variations within and between cultures. For example, Sheehy and Budiyanto (2015) carried
out mixed methods research in inclusive schools in Indonesia and concluded that the teachers held
broadly social constructivist (as distinct from Piagetian constructivist) beliefs. This distinction is
particularly important in relation to inclu@ge pedagogy where social constructivist approaches
appear to have significant benefits for all learners in inclusive classrooms (Sheehy et al., 2009;
Mitchell, 2014). This distinction also has resonance with Jordan and colleagues’ findings (Jordan,
2013; Schwartz and Jordan, 2011), which mapped P-1 beliefs in relation to beliefs about ability and
learning. In this mapping, the degree to which learning was seen as the result of a genetically fixed
potential or environmentally mediated processes was an important issue. The latter perspective,
which is consistent with a social constructivist epistemology, was proposed as underpinning
practices supportive of inclusive educational practice in the classroom (Jordan, 2013).

Thissearch aimed to address a gap in, and make an original contribution to, research con-
cerning teachers’ epistemological beliefs in relation to inclusive education and pedagogy. It aimed
to examine teachers’ beliefs about inclusive education and pedagogy and included questionnaire
data from teachers working in inclusive schools. The questionnaire also sought to incorporate an
epistemological research perspective which was broader in nature than the hitherto ‘isolated’
disability focussed research, which made a distinction between constructivist and social con-
structivist epistemological beliefs and which examined the beliefs of teachers who taught outside
of a North American or European context.

Method

The dominant epistemological research method is self-report questionnaires (Schraw, 208%y), and
this approach meets the need for larger scale research into epistemological beliefs, inclusive
education and pedagogy (Florian and Black-Hawkins, 2011; Silverman, 2007). A questionnaire
(see Appendix 1) was developed which drew upon and extended existing questionnaire items. In
keeping with ethical guidance (British Psychological Society, 2014) the research sought to avoid
unnecessary data collection and use onlynlesticnns that could be justified. The results of extensive
research into the relationships between teachers’ age, gender, years of teaching and @#Bir peda-
gogical beliefs are inconsistent (Sheehy and Budiyanto, 2015). Jordan concludes that re s no
evidence to date that differences in belief patterns are related to length of teaching experience, to
class size or elementary school grade level’ (Jordan, 2013: 11). Therefore, questions 1-4 asked
about the ‘teacher variables’ (Avramidis and Norwich, 2002) most likely to influence beliefs
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1
related to inclusive education and pedagogy: gperience of teaching disabled children, contact with
disabled people and occupation (Avramidis and Norwich, 2002; Ahmmed et al., 2012; Elhoweris
and Alsheikh, 2006).

Questions (5-11) relating to models of learning (Constructivist, Social Constructivist
and Behaviourist) and school placement (Q29-32) were taken from Sheehy and Budiyanto's
(2015) development of the Theoretical Orientation Scale (Hardman and Worthington, 2000).

All of the eight epistemological questions from the OECD international survey (OECD,
2009) were included. These examined traditional/direct transmission and Constructivist beliefs
(questions 12-19)

Four questions drew on Lee et al’s (2013) research, concerning innate/fixed ability, (Q20, Q21)
and effort and process (Q22) and Certainty of Knowledge (Q23)

Happiness, of different types, has been indicated as a central part of Indonesian teachers’
conceptualization of pedagogy (The Open University, 2016) and so questions regarding Suka a
Senang were included. Senang refers to a relatively individualized happiness and Suka represents a
“networked” emotion which is part of social interaction’ (The Open University, 2016).

Kengd signing has been introduced to inclusive classrooms in Indonesia, to support pupils
with IDs who might previously have been excluded from education (Sheehy and Budiyanto, 2014).
Research has identified that people’s beliefs about the stigmatization of difference, in relation to
children with IDs, can be elicited through their responses to questions about the use, and potential
use, of manual signing (Bowles and Frizelle, 2016). The stigmatization of children whose beha-
viour or appearance makes them look different to their peers, for example, through signing (Sheehy
and Dufty, 2009), is a major issue in inclusive education internationally (United Nations Chil-
dren’s Fund, 2012) and a particular issue in Indonesia (Heung and Grossman, 2007). This focus
informed questions 37-40. The broad term ‘Special Educational Needs’ (SEN) was used in the
English version, whereas the translated Indonesian term is closerf meaning to children with IDs.

Q32 concerns the underpinning belief of inclusive education that “All children have a right to
education with their peers’ (UNICEF, 2012).

The questions were translated into Bahasa Indonesian and mixed together to create a hard copy
questionnaire with a 5-point Likert response scale for all but the first four items (see Appendix 1).
This translation was then discussed by a group of Indonesian teachers and translated back into
English to explore and revise the clarity of the questions and their intended meanings. The research
team comprised native Bahasa Indonesian and English language speakers.

The research followed the British Psychological Society ethical guidance (British Psychological
Society, 2014) and was supported by the Ethics committee of the researchers” respective
universities.

Participants

The questionnaire was distributed at a national teachers” conference in Surabaya, East Java, with
teachers attending from across Indonesia. It was hoped that a substantial proportion of attendees
would be from inclusive schools. Each questionnaire contained information about the project to
support participants’ informed consent. Participation was voluntary and teachers could choose to
return their completed questionnaires to boxes placed in the conference foyer.

An estimated 420 teachers attended the conference, with 267 returning a completed ques-
tionnaire yielding an approximate return rate of 63.5%. The 267 respondents, including 19 student
teachers, were divided between regular (36%), special (32%) and inclusive (32%) schools.
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Figure |. Participants’ experience of teaching disabled children.

Results

As might be expected, illustrated in Figure 1, the participant’s type of school was associated with
significant differences in their experience of teaching disabled children (p > 0.001, df'= 4, Pearson
v> = 67.275). There was also a difference in their contact outside of school (see Figure 2; p > 0.01,
df = 4, Pearson y° = 17.6)

ﬂesponse analysis

? data were reviewed with regard to conducting a principal components analysis (PCA).
artlett’s test of sphericity (p = 0.001) confirmed that the data were suitable for PCA. The samp
of 267 exceeded the minimum size required (MacCallum and Widaman, 1999) and yielded a
Kaiser—-Meyer—Olkin (sampling adequacy)ggore of 0.846 indicating that distinctive reliable fac-
tors could be extracted (Field et al., 2012). A PCA with Varimax rotation was carriednlt. Ideally,
each variable would be associated with a single component (De Laat et al., 2013) and, informed by
a scree analysis, values below 0.35 were omitted. Four components were extracted each accounting
for 23%, 7%, 7% and 5%, respectively, of the variance (see Table 1). The degree of variance
explained is similar to, or larger than, that in other epistemological research, for example, Castéra
and Clément (2012); Kurniawati et al. (2012); Maier et al., 2013).

Component |: Children develop thnqgh a happy pedagogy with their peers

This component brings together a belief that *All children have the right to an education with their
peers’ and items related to both constructivist and traditional beliefs. However, the components’
negative relationship with ‘average remains average’ is consistent with an anti-essentialist belief in
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Figure 2. Participants’ !ntact with disabled children outside of their professional role.

children’s potential to develop through education. Strongly associated with these beliefs were the
two items concerning happiness in pedagogy.

Component 2: Signing is a stigmatized marker of a fixed ability

Component 2 contains the belief that children’s ability will not be changed by education (average
remains average). Signing is stigmatizing, possibly because it would mark out an unchangeable
difference. Signing is believed to have a detrimental impact on language development and should
be used only by the non-speakers who need it. So those who need to sign are stigmatized.

Component 3: Segregated by intelligence for quiet one-method teaching

This component contains beliefs favouring the segregation of learners. All learners should be
taught in classes according to their intelligence and those with special needs taught in special
schools, with children having similar needs. There is a belief that all teachers can teach children
with SEN, but that they require special training to do so. There is an associated belief in ‘one
method of teaching’ which is linked to beliefs in the need for quiet classrooms in ‘intelligence
streamed’ settings. The beliefs in the necessity of iet classroom, using a single teaching method
for intellectually homogenous groups, require children with special educational needs to be
grouped together outside of mainstream schools.

Component 4: Fixed ability and locational integration — The regular school signing class

This component reveals that a particular epistemological belief, that children’s educational
potential is fixed at birth, is associated with particular beliefs about how children should be taught.
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Table |. Rotated component matrix.

Component

I 2 3 4
Happy Senang 0.825
RegularTeachersSpecial Training 0.795
AllChildrenRighttoEducationwithPeers 0.781
Happy Suka 0.775
Learn via Collaboration 0.760
MeaningfulLearningSocial Activities 0.703
ThinkofSolutionsBeforeShown 0.694
ProblemsClearCorrectAnswers 0.666
FindSolutionstoProblemsonOwn 0.665
HelpingtoTalktoOneAnother 0.585
FacilitateOwnEnquiry 0.558
ThinkingReasoningProcessesmoreimportantthancontent 0.540 0.367
TeachersDemonstrateCorrectVWay 0.534
Teach Facts 0.524
SocialProductionofKnowledge 0512
SigningEncouragesSpeechSomeChildren 0.489
LearningDependsonEffort 0.443
GoodTeachingMosltyTeacherTalk —0.397
SigningNonSpeakersOnly 0.703
SigningStigmatizes 0.687
SigningDetrimentaltoLanguageDevelopment 0.567
AverageRemainsAverage —0.364 0.483
OnlywhoMNeeditSign 0.446
SENSpecialistSettingSimilarNeeds 0.577
SENSpecialSchool 0.525
MySchoolGroupsByAbility 0512
SENneedSpecialistTeachers 0.495
AllTeachersCapableSEN 0.487
OneTeachingMethod 0.414
QuietClassroomEffectivelLearning 0.401
ClassesAccordingtolntelligence 0.399
SENSpecialClassinRegularSchool 0.642
AlIClassShouldSign 0.429
PotentialFixedatBirth 0.359

ignsEasierthanSpokenWords

*Extraction method: principal component analysis; rotation method: Varimax with Kaiser normalization; SEN: Special

Educational Needs.

Respondents who held a “fixed ability” belief tended to also glieve that children with special
educational needs learn most effectively in a separate special class alongside children with similar
disabilities. However, this special class could be within a regular school. The component does not
contain a belief that signing stigmatizes children or is detrimental to language development. This
may be why it is seen as something that is suitable for the whole class and also why the special class

could be within a regular school.
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Figure 3. Ipsative means of direct transmission and constructivist questions from OECD (2009) and
Indonesian sample.

International comparison

The inclusion of the eight OECD international survey questions (OECD, 2009) allowed a com-
parison to be made with this Indonesian sample. The OECD survey reported that the means of
teaching beliefs were not directly comparable between countries but that the patterns of responses
could be compared using ipsative scores (see OECD, 2009: 94). Ipsative megs reveal the relative
endorsement of traditional/direct transmission and constructivist beliefs. ‘Positive score values
indicate that one set of beliefs receives a relatively stronger support than the other’ (OECD, 2009:
04). Ipsative means were calculated for the Indonesian data (direct transmission mean = —0.064;
constructivist mean = 0.064), and Figure 3 plots these data alongside that from four exemplar
countries from the OECD study.

This suggests a preference for constructivist beliefs in the Indonesian sample that is similar in
degree to that found in Indonesia’s neighbour Malaysia (OECD, 2009). The Indonesian sample
supports the OECD’s conclusion that teachers in some Asian countries may not differentiate
greatly in their beliefs regarding direct transmission and constructivist teaching (OECD, 2009).
A caveat to this support is that the Indonesian sample is much smaller (# = 267) than the OECD
samples (n > 4000). In addition, the OECD and Indonesian (OECD, 2009) teacher samples
overlapped, but did not directly match, in terms of the age ranges they taught. The OECD (2009)
research sampled teachers of children of lower secondary age. This typically includes children of
10 years to 13 y of age (UNESCO Institute for Statistics, 2017). Teachers in the Indonesia
sample included Sekolah Dasar (primary) and Sekolah Menengah Pertama (middle) teachers,
who teach children between 6 and 14 years of age. Further data are needed to ascertain if the
primary/middle subgroups influence this comparison. The OECD (2009) study sampled only
regular schools, excluded special and explicitly inclusive schools and did not differentiate
between social constructivist and constructivist beliefs. Analysis of the Indonesian sample
indicates no significant differences among the three school groups regarding the OECD epis-
temological (constructivist and direct transmission) questions.
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Figure 4. Participants’ mean responses by school type to four items (| = strongly agree!/5 = strongly disagree).

However, significant differences existed among the school groups regarding social constructivist
beliefs. Figure 4 shows the trend in responses to social constructivist items by school type.

Figure 4 illustrates that, overall, all the three groups of teachers responded positively to social
constructivist statements. However, there are significant differences in the degree to which
teachers agree or disagree for three questions: (meaningful learning social activities (p = 0.012,
v* = 8.77, Kruskal-Wallis); social production of knowledge. (p = 0.006, y* = 10.23, Kruskal—
Wallis); facilitate own enquiry (p = 0.001, ¥ = 17.15 Kruskal-Wallis). (The difference observed
in the question concerning learn via collaboration narrowly failed to reach conventional levels of
confidence (p = 0.06, Kruskal-Wallis)). The data suggest a trend in which teachers from inclusive
schools agree more strongly than other teachers with items that reflect a social constructivist
perspective. Examining these differences using pairwise comparisons (and controlling for type |
errors) reveals significant differences between inclusive school teachers and special school
teachers (p = 0.01) regarding ‘Meaningful learning’. The inclusive school teachers also differ
significantly from the special school (p = 0.023) and regular school teachers (p = 0.012) regarding
the ‘Social production of knowledge” item. The *Facilitate own enquiry” item produced significant
differences between the inclusive and special groups (p = 0.001) and the regular and special school
groups (p = 0.009). There is also a significant difference between the three groups’ beliefs con-
cerning ‘average remains average’ (p = 0.023, > = 7.68, Kruskal-Wallis) and that to learn
effectively children must be happy (Senang) (p < 0.05, y*= 5.98, Kruskal-Wallis), with the
inclusive school group agreeing most strongly with these items.

Post hoc analysis

Within epistemological research in different cultures, researchers typically follow an exploratory
derivation of components with a multiple regression analysis, to assess their predictive value
(Abedalaziz et al., 2013; Castéra and Clément, 2012; Samuel and Ogunkola, 2013). This approach
uses the principal components as predictor variables (O'Rourke and Hatcher, 2013) and also the
predictive value of individual questions.
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Table 2. Stepwise regression of social construction beliefs as predictors of belief that *All children have the
right to education with their peers’.

Model summary

@del R R? Adjusted R? Standard error of the estimate
| 0.638" 0.407 0.393 0.71228

*Predictors: (constant), SocialProductionofnowledge, ThinkofSolutionsBeforeShown, HelpingtoTalktoOneAnother,
MeaningfulLearningSocial Activities, Learn via Collaboration.

A regression analysis indicated that 60.1% of the variance in teachers responses to ‘gl children
have a right to education with their peers’ could be predicted from component 1 (minus the *all
children. .. question itself) (R = 0.775: R* = 60.1). The corresponding analysis of variance
(ANOVA) for this model is significant (p < 0.001). This indicates that a significant relationship
exists between particular epistemological beliefs and a belief in inclusive education (as oper-
ationalized in the “all children” question). The belief in “All children . . . * was not predicted by type
of school, experience or contact. This means that epistemological beliefs were more important than
type of school or experience in relation to influencing a belief in inclusive education.

A stepwise regression indicated that teachers’ social constructivist beliefs (four items) were
particularly influential within the relationship between component 1 and the *All children. ..’
belief. Talg’® 2 illustrates that the social constructivist beliefs predicted over 40% of the variance in
the belief that all children have the right to education with their peers.

Regression analysis indicates that component 1 predicted 76.1% of the variance in teachers’
beliefs about happiness (Senang) (R = 0.872; R* = 0.761). This is a significant effect (ANOVA, p
< (0.001) indicating a relationship between epistemological beliefs, inclusion and Senang in
Indonesian pedagogy.

Discussion

The findings of this research contribute to the research literature by indicating that teachers’
epistemological beliefs are associated with their beliefs about inclusive education and inclusive
pedagogy. It produces an original comparison between the beliefs of teachers from regular, special
and inclusive schools. It also indicates that future international epistemological research needs to
include a consideration of socigltonstructivist beliefs and that social constructivist beliefs are
important predictors of a belief that all children have a right to education with their peers. The
research also supports the suggestion that notions of happiness are an important part of Indonesian
pedagogy (The Open University, 2016), an issue which does not emerge from North American or
European epistemological research examining inclusion.

Making a distinction between constructivist and social constructivist beliefs is important with
regard to classroom pedagogy. Teachers with different epistemological beliefs teach their classes
in correspondingly different ways (Wu and Rao, 201 1), and this is a particular issue when teaching
children who experience difficulties with learning. In essence, constructivist beliefs, although
acknowledging the influence of peer-to-peer interaction, primarily see children creating knowl-
edge on their own. This is an essentially Piagetian view (Yilmaz and Sahin, 2011). Practice derived
from constructivist beliefs may position children with learning difficulties in situations in which
teachers wait until they achieve a developmental readiness for being taught new concepts. In
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contrast, social constructivist beliefs emphasize the way in which language and social interaction
mediate and drive children’s cognitive development (Lourengo, 2012). Furthermore, there is
evidence from large-scale reviews that social constructivist-based practice can produce benefits
for all learners in inclusive classes (Rix et al., 2009) and produce positive impacts on children’s
individual cognitive development and academic achievements (Littleton and Mercer, 2013).
Omitting this distinction, as in the OECD research (Organisation for Economic Co-operation and
Development [OCED], 2013; OECD, 2009), fails to acknowledge an epistemological difference
that this research has shown to be significant for inclusive pedagogy and education.

The ﬁndihal teachers’ epistemological beliefs, rather than type of school or experience,
predict their beliefs in the concept of inclusive education, complements and extends the work of
Jordan (2013).

This research provides evidence that if educators are aiming for a situation in which all children
learn together with their peers, then not all epistemological beliefs are equally useful. This is a
controversial proposition in several ways: First, it challenges a commonly held belief in a peda-
gogic eclecticism (Snider and Roehl, 2007). While different theories are useful pragmatically in
teaching different children different things at different times (Mitchell, 2014), the current research
indicates that not all epistemological beliefs are associated with a belief in inclusive education or
support pedagogic decisions that work towards that goal. Secondly, it has been argued that
inclusive classes require ‘nothing special’ and that inclusive education equates to good common
practice (Rix, 2015). However, what teachers believe to be good practice is created by their
personal epistemological beliefs, which as this study reveals are not uniform. Lastly, it suggests a
new hypothesis in which the different constructions of inclusion in different cultures might reflect
different underpinning epistemologies. This supports the view that different factors might emerge
from epistemological research in different educational cultures (Chan and Elliott, 2004; Lee et al.,
2013; OECD, 2009) but goes beyond this by indicating that inclusive pedagogies, constructed from
these beliefs, may also differ cross culturally.

High-profile large-scale international research (OECD, 2009) has identified that teachers’ area
of greatest need is “Teaching special learning needs students” (OECD, 2009: 48) and makes
recommendations for professional development on this basis. However, the results of the current
study suggest that if research aims to understand and inform the development of inclusive edu-
cational practices, then researchers will need to make more fine-grained distinctions in the rela-
tionship between the epistemological beliefs and models of learning held by teachers.

Conclusions

The findings of this study indicate that teachers’ epistemological beliefs merit further research
within the field of special and inclusive education. Analysis of teachers’ questionnaire responses
shows that not only are particular epistemological beliefs associated with a belief that all chil-
dren should be educated together but that these beliefs are significant predictors of the variance
in this belief. More specifically, social constructivist beliefs are a significant predictor of
this variance. This finding reveals a fundamental relationship between beliefs about how
children learn and inclusive education, which needs to be foregrounded in international special
and inclusive education research. This study moves beyond researching teacher beliefs about
single categories of disabled children or attitudes towards inclusive education divorced from
underpinning epistemological beliefs and models of how all children learn. It begins to meet a
need for research that complements small qualitative studies and research with student and




14 Journal of Intellectual Disabilities XX(X)

special school teachers by making a comparative examination of the gliefs of teachers working
in inclusive schools (Jordan et al., 2010; Silverman, 2007).

This research has shown that teachers’ views about how learning occurs for all children is a
significant predictor of the extent to which they believe that ‘All children should be educated
with their peers’. itionally, 1t asserts that international research needs to consider social
constructivist beliefs in order to diyelop a better understanding of how inclusive pedagogy is being
created for children with IDs in different contexts.
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Appendix |
Beliefs about inclusion, teaching and epistemological issues questionnaire items (English translation)

Q1. What is your current occupation?

Q2. @ you work in a school what type of school is it?

Q3. Do you have personal contact with disabled people outside of your professional role?

Q4. @ you have experience of teaching disabled children?

Q5. Meaningful learning takes place when individuals are engaged in social activities.

Q6. @hildren learn best through collaborative activities.

Q7. @earning can be defined as the social production of knowledge.

Q8. glelping children to talk to one another in class productively is a good way of teaching.

Q9. All teachers are capable of teaching children with special educational needs in their classes.

Q10. Children with special educational needs learn most effectively in a specialist setting,
alongside others who have similar needs.

Qll.gnri]dren with special educational needs require specialist teachers.

Q12. Effective/good teachers demonstrate the correct way to solve a problem.

Q13. Teaching should be built around problems with clear, correct answers.

Q14. @he teacher’s role is to teach facts.

QI15. g9 quiet classroom is generally needed for effective learning.

Q16. Good teaching oc when there is mostly teacher talk in the classroom.

Q17. The teacher’s role 1s to facilitate students’ own inquiry.

Q18. Students learn best by finding solutions to problems on their own.

Q19. Students should be allowed to think of solutions to practical problems themselves
before the teacher shows them how they are solved.

Q20. Thinking and reasoning process@yire more important than specific curriculum content.

Q21. Students’ educational potential 1s fixed at birth.

Q22. @udents who begin school with ‘average’ ability remain ‘average’ throughout school.

Q23. How much students get from their learning depends mostly on their effort.

Q24. g9l students should be taught in classes according to their intelligence.

Q25. I believe there should be a single teaching method applicable to all learning situations.

Q26. @ my school, students are grouped according to different levels of academic ability.

Q27. Children with special educational needs learn most effectively in a special class in a
regul hool alongside children with similar needs.

Q28. Children with special educational needs learn most effectively in a special school not in
a regular school. =

(Q29. Regular teachers need special training to teach children with special needs.

Q30. All children have a right to education with their peers.

Q31. To learn effectively children must be happy (Sunang).

Q32. @ learn effectively children must be happy (Suka).

Q33. Signs are easier to learn than spoken words.

34, All members of a class should learn to sign.

Q35. Signing encourages speech in some children.

(Q36.@ly children who need to sign should learn to sign in a class.

Q37. Signing is suitable for ‘non-speakers’ only.

QQ38. Signing stigmatizes children who use it.

Q39. Signing is detrimental to language development.




Indonesian teachers’ epistemological beliefs and inclusive
education

ORIGINALITY REPORT

18. 13. 16+

SIMILARITY INDEX INTERNET SOURCES PUBLICATIONS STUDENT PAPERS

PRIMARY SOURCES

Sheehy, Kieron, and Budiyanto. "The 3<y
Pedagogic Beliefs of Indonesian Teachers in °
Inclusive Schools", International Journal of
Disability Development and Education, 2015.

Publication
"DE300 Investigating Psychology 3 book 1 3<y
isbn9781473002944", Open University °
Publication
www.tandfonline.com
Internet Source 2%
www.oecd.or
Internet Source g 1 %
Kieron Sheehy. "Ethics, Epistemologies, and 1 o
Inclusive Pedagogy", Emerald, 2017 °
Publication
files.eric.ed.gov
n Internet Source g 1 %
"DE300 week 7 study guide WEB056013", 1 o
(o}

Open University

Publication




journals.sagepub.com

Internet Source

1o

ir.lib.hiroshima-u.ac.
Internet Source Jp < 1 %
onlinelibrary.wiley.com
Internet Source y y <1 %
Budiyanto, Kieron Sheehy, Helen Kaye, <1 o
Khofidotur Rofiah. "Developing Signalong °
Indonesia: issues of happiness and pedagogy,
training and stigmatisation”, International
Journal of Inclusive Education, 2017
Publication
Kryzak, L. A., M. Cengher, K. M. Feeley, D. M. <1 o
Fienup, and E. A. Jones. "A community °
support program for children with autism and
their typically developing siblings: Initial
investigation", Journal of Intellectual
Disabilities, 2014.
Publication
worldofinclusion.com
Internet Source <1 %
www.tlcinstituteonline.or
Internet Source g <1 %
www.inderscienceonline.com
Internet Source <1 %
Héléne Hagége, Christopher Dartnell, Eric <1 o

Martin, Jean Sallantin. "chapter 5 Humans



and Machines", |Gl Global, 2010

Publication

Eunsook Hong, Mary Greene, Stephanie <1 o
Hartzell. "Cognitive and Motivational °
Characteristics of Elementary Teachers in
General Education Classrooms and in Gifted
Programs", Gifted Child Quarterly, 2011
Publication
www.research.manchester.ac.uk

Internet Source <1 %
eprints.lincoln.ac.uk

IntErnet Source <1 %
doras.dcu.ie

Internet Source <1 %

Jenzi C. Silverman. "Epistemological Beliefs <1 o
and Attitudes Toward Inclusion in Pre-service °
Teachers", Teacher Education and Special
Education: The Journal of the Teacher
Education Division of the Council for
Exceptional Children, 2016
Publication
tampub.uta.fi

InterneFt)Source <1 %
citeseerx.ist.psu.edu

Internet Source p <1 %

Wichard Zwaal. "Hospitality management <1 o

students’ conceptions of education”, Tourism



and Hospitality Research, 06/2007

Publication

www.researchgate.net 1
Internet Source < %
media.neliti.com <10
Internet Source /0
res.mdpi.com 1
Internet Source < %
28 ir.lib.uwo.ca <10
Internet Source A)
media.dropr.com 1
Internet Source < %

Exclude quotes Off

Exclude bibliography ~ On

Exclude matches

< 10 words



	Indonesian teachers’ epistemological beliefs and inclusive education
	by Budiyanto Budiyanto

	Indonesian teachers’ epistemological beliefs and inclusive education
	ORIGINALITY REPORT
	PRIMARY SOURCES


