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Keywords: Aims: This study aimed to evaluate the implementation of inclusive
Accessibility; education policy and examine how inclusive practices are enacted through
Inclusive Education; teaching strategies, classroom interactions, and school support systems at
Inclusive Policy Implementation; the elementary school level.
Teacher Competence; Methods: A qualitative descriptive case study was conducted at one public
Teacher Perception. elementary school involving the principal and teachers selected through

purposive sampling. Data were collected through classroom observations,
semi structured interviews, and document analysis, then analyzed using
thematic analysis to identify patterns related to accessibility, instructional
practice, interpersonal interaction, and institutional support.

Result: The findings indicate that inclusive practices were initiated through
empathetic teacher attitudes, flexible classroom interactions, and
supportive peer relationships. However, accessibility limitations,
undifferentiated instruction, lack of structured training, and insufficient
institutional resources constrained meaningful participation for students
with special needs.

Conclusion: Inclusive education requires integrated pedagogical
competence, accessible environments, and systemic collaboration to
transform policy intentions into sustainable classroom practice and future
educational innovation grounded in humane inclusive values.
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INTRODUCTION

Physical education is an essential part of schooling because it supports not only students’
physical fitness, but also their emotional regulation, social participation, and learning readiness. In
special education settings, this role becomes even more critical: structured movement experiences
can help students with special needs build functional skills that are closely tied to autonomy and
quality of daily living. However, many students with disabilities experience barriers in movement
coordination and motor control that can limit participation in learning and peer interaction, making
motor development a central target in educational intervention (Gonzalez et al., 2019).

Motor development is commonly described through two interconnected domains: gross
motor skills and fine motor skills. Gross motor skills relate to the coordination of large muscle groups
used for activities such as walking, jumping, balancing, and throwing, while fine motor skills involve
precise hand-finger coordination for tasks such as grasping objects, manipulating tools, and writing-
related actions. Importantly, these domains do not develop in isolation. Evidence from developmental
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synthesis indicates that gross and fine motor competence may cascade into broader developmental
outcomes (including communication and functional engagement), highlighting why motor training
deserves careful attention within school-based programs (Gonzalez et al., 2019).

Adaptive Physical Education (APE) is designed to respond to these realities by adjusting
objectives, methods, task difficulty, and learning environments so that students with diverse
functional profiles can participate meaningfully. In practice, the success of APE depends heavily on
teachers’ judgments and beliefs particularly their confidence to design modifications, manage
participation, and sustain instructional consistency. Research in inclusive and disability-focused
physical education consistently shows that teacher efficacy and attitudes are strongly linked to how
inclusion is enacted in day-to-day practice (Hutzler et al., 2019; Savolainen et al., 2020).

In addition, validated evidence using disability-specific efficacy instruments (e.g., SE-PETE-
D) reinforces that teachers’ perceived capability is not a minor variable; it is a practical driver of
instructional decisions in disability contexts (Reina et al., 2019). Despite the recognized importance
of motor development in special education, empirical work has often emphasized program outcomes,
curriculum statements, or broad inclusion discourse, while fewer studies richly document teachers’
lived experiences in implementing motor training models, especially within schools that face
resource limitations. Studies describing inclusion in physical education point to recurring constraints
such as limited facilities and equipment, restricted instructional time, and gaps in training continuity
that can weaken the sustainability of inclusive practice (Haegele et al., 2021).

Recent work also stresses that strengthening inclusion requires context-sensitive support
systems that connect teacher learning, school structures, and follow-up professional development,
rather than relying on one-off training events (Saiz-Gonzdlez et al, 2025). SLB Negeri
Tamanwinangun serves students with varied disability profiles, requiring teachers to continuously
adapt motor training tasks to students’ functional abilities and daily needs. In this context, teachers’
perceptions of gross and fine motor training models become a meaningful lens for understanding
how APE is constructed in the classroom: what teachers prioritize, how they modify activities, and
what constraints they negotiate. Therefore, this study aims to explore in depth the perceptions of
adaptive physical education teachers regarding gross and fine motor development training models
implemented at SLB N Tamanwinangun, including their understanding, implementation practices,
and perceived challenges. The findings are expected to contribute practical insight for developing
motor training models that are more responsive, sustainable, and grounded in the realities of special-
school contexts.

METHOD

Research Design

This study employed a descriptive qualitative research design to provide an in-depth
understanding of how the inclusive education policy is implemented at primary school. This
approach was selected because it allows researchers to explore natural settings, capture real
phenomena as they occur, and present a detailed description of practices, interactions, and forms of
support provided to students with special needs. Through this design, the study aimed to examine
how teachers, school leaders, and learning environments contribute to the implementation of
inclusive education. A qualitative descriptive approach is widely used in inclusive education research
to analyze everyday practices, contextual factors, and challenges experienced by schools in applying
inclusive principles (Haegele et al., 2021).

Participant

Participants were selected through purposive sampling based on their role and involvement
in the implementation of inclusion in schools. Data from observations and interviews were integrated
through source triangulation techniques to increase the validity and credibility of the findings. A
sample is a collection of individuals, things, or things collected from a large population for
measurement in research. Data were analyzed thematically, following an inductive approach,
identifying categories and patterns based on naturally emerging themes. The research subjects
consisted of the principal, two regular class teachers, and one teacher who handles students with
special needs at primary school (1 school in Province of Jawa Tengah). The participants were
purposively selected because they had direct knowledge and experience in implementing inclusive
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education. There was no direct student participation. All adult participants gave informed consent to
participate voluntarily after explaining the purpose and procedures of the study.

Instrument

The main instruments used in this study were structured observation sheets and semi-
structured interview guidelines. The observation sheet was designed based on five key dimensions
of inclusive education, namely: (1) facility accessibility, (2) curriculum and instructional methods, (3)
teacher and student interactions, (4) student and student interactions, and (5) available support and
resources. Each dimension was operationalized into specific observable indicators to ensure
systematic and consistent data collection. The use of observation sheets referring to accessibility,
interaction, and instructional support aligns with the findings of (Saiz-Gonzalez et al., 2025), who
emphasize the need for clear indicators of physical environment and classroom practices in assessing
inclusive education.

The semi-structured interview guidelines were developed through a review of relevant
literature and adapted to explore participants’ perceptions, knowledge, and practical experiences
related to the implementation of inclusive education. Qualitative research methods provide rich
descriptions of human experiences and combining tools such as observation and interview helps
researchers capture the complexity of social processes and contextual meanings. The interview items
were open-ended to allow flexibility, enabling informants to elaborate on their experiences while still
ensuring alignment with the study objectives. This combination of instruments allowed for both
descriptive documentation of school practices and deeper insights into stakeholders’ viewpoints.

Procedures

Data collection was conducted on June 5, 2025. Observations were carried out for one full day,
starting at 10:00 a.m. until the learning activities were completed. The researcher systematically
recorded the physical condition of the school, the learning process in the classroom, and the
interaction between teachers and students. The observations were conducted non-participatively to
maintain objectivity and avoid influencing classroom dynamics. The application of observations and
semi-structured interviews aligns with (Saiz-Gonzalez et al., 2025) explanation that these methods
enable researchers to explore phenomena in depth and capture participants’ authentic experiences
in educational settings.

Interviews were conducted face-to-face with three informants, consisting of classroom
teachers and the school principal. Each interview lasted approximately 30-45 minutes, was audio-
recorded with permission, and accompanied by field note documentation. The use of triangulation in
this study is essential for enhancing the credibility and trustworthiness of qualitative findings, as
emphasized by (Saiz-Gonzalez et al.,, 2025), who state that triangulation strengthens the validity of
data by cross-checking information from multiple sources and methods. The interview questions
were open-ended to allow in-depth exploration of teachers’ experiences in teaching students with
special needs, the challenges they encounter, and the types of support available at the school.

To strengthen the credibility of the findings, triangulation procedures were applied, (1)
Method triangulation was conducted by comparing data obtained through observation and semi-
structured interviews. The analytical procedures adopted in this research are consistent with
methodological principles commonly discussed in the (Haegele et al., 2021), which emphasizes
rigorous coding, iterative theme development, and cross-verification of data to ensure trustworthy
findings; (2) Source triangulation was carried out by collecting information from different informants
(teachers and principal) to capture diverse perspectives; and, (3) Data triangulation was performed
by examining the consistency between observational notes, interview transcripts, and school
documents such as classroom arrangements and available facilities.

Through this triangulation process, the researcher ensured that the data collected were
accurate, consistent, and representative of the actual conditions at primary school (1 school in
Province of Jawa Tengah). This analytical process follows (Reina et al.,, 2019), who highlight that
triangulation across methods and informants is a fundamental strategy in educational research to
minimize bias and improve the robustness of qualitative interpretations.

Data Analysis
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Thematic analysis was used to examine the data. To obtain a thorough grasp of the
information, all interview transcripts and observation notes were first transcribed, read several
times, and familiarized. After that, the researcher created preliminary codes by determining
significant units associated with inclusive teaching methods. Thematic analysis involved repeated
reading of interview transcripts and observation notes to generate initial codes and overarching
themes, following established procedural steps for thematic inquiry (Savolainen et al., 2020). This
method was particularly suitable for understanding teachers’ and principals’ experiences in depth,
offering richer insight into participants’ perspectives than purely descriptive approaches (Haegele,
2021).

Following that, these codes were arranged into more general categories and themes that
matched the five primary facets of inclusive education that this study looked at. Triangulation
techniques were used to improve the findings' reliability and credibility. While source triangulation
was guaranteed by looking at the consistency of viewpoints from several sources (teachers and the
principal), method triangulation was carried out by comparing data gathered through interviews and
classroom observations. Iterative comparison across the different data sets helped to sharpen the
themes. All analytical procedures were carried out manually, without the use of statistical software,
as the data were qualitative and focused on interpretive meaning rather than numerical analysis.

RESULTS AND DISCUSSION
Results

This study employed a qualitative case study design, focusing on examining the actual
implementation of inclusive education at primary school (1 school in Province of Jawa Tengah). Data
were obtained through one-day direct observation and semi-structured interviews with three
informants on June 5, 2025. Observations covered five aspects of inclusive education: facility
accessibility, curriculum and teaching methods, teacher-student interaction, student-student
interaction, and school support and resources. Observations showed that the physical environment
at school was not yet fully accessible for students with disabilities.

The school does not have ramps or elevators that allow wheelchair users mobility. The toilets
available are public toilets without special adjustments, and classrooms are not equipped with visual
markers or hearing aids. This indicates that accessibility has not been prioritized in the planning of
the school's physical facilities. One teacher acknowledged this limitation, stating:

“We actually want the facilities to be more accessible for children with special needs, but so far
there has been no budget for this (Mr AK).”

This condition aligns with UNESCO’s global findings that accessibility remains a major
challenge in primary schools in developing countries. Nevertheless, the teachers’ expressed
awareness of these limitations reflects a genuine concern for creating more inclusive learning spaces.
Strengthening institutional commitment and resource allocation is therefore essential to ensure that
physical environments support the dignity, safety, and participation of all students.

Although teachers demonstrated genuine empathy toward students with special needs, such
as allowing additional time for assignments and making simple instructional adjustments, classroom
instruction generally remained broad and not fully individualized. Teachers tried to respond to
students’ needs based on personal judgment rather than structured pedagogical guidance.

"We want to guide the students better, but we still do not fully understand the characteristics of
children with special needs (Mr AK)."

This statement illustrates that teachers were aware of the gap between their intentions and
their professional capacity. While they did not reject inclusive education, they felt uncertain about
how to implement adaptive or differentiated instruction effectively due to limited knowledge and
experience.

"We usually adjust as best as we can, but there are no specific guidelines or training that really
help us (Mr A])."
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Overall, these findings suggest that teachers’ compassionate attitudes alone were not
sufficient to support meaningful inclusion. The lack of systematic professional preparation and
instructional frameworks limited their ability to individualize teaching, highlighting the need for
sustained training and institutional support to strengthen inclusive classroom practices.

Although teacher-student interactions in the classroom were generally warm, supportive,
and emotionally responsive. Teachers frequently offered verbal encouragement, stayed close to
students who appeared confused, and provided additional assistance during learning activities.
These interactions reflected teachers’ genuine concern for students with special needs and their
willingness to offer extra attention when necessary.

"I feel sorry for children who need special attention, so I usually stay with them longer. But
honestly, I still don’t know the most appropriate way to support them (Mr AK)."

Although teachers demonstrated empathy and patience, the support provided tended to
remain general rather than individualized. Assistance was not based on systematic understanding of
students’ specific learning profiles, but instead relied on intuition and immediate classroom
observations.

"Most of the time, I just try to help as best as I can, but I am not sure whether what I do is already
suitable for their needs (Mr. A])."

In conclusion, teacher student interactions were characterized by care and emotional
sensitivity, yet limited pedagogical competence constrained the effectiveness of individualized
support. This finding indicates that empathy alone is insufficient without professional knowledge and
structured strategies to guide inclusive instructional practices.

Observations revealed that interactions among students were generally positive and non-
discriminatory. Students with special needs were accepted as part of the class community and were
not excluded from classroom or break-time activities. Peers interacted with them politely and without
overt rejection, creating a socially safe learning environment. "So far, the other students treat them
well. They play together, and there is no intentional exclusion." However, participation by students
with special needs tended to be passive. While they were present in group activities, they rarely took
active roles or initiated interactions. The absence of structured peer-support or social facilitation
programs limited opportunities for deeper collaboration and social engagement. "We do not yet have
specific programs to train other students to accompany or collaborate more actively with children
with special needs." Overall, these findings suggest that social acceptance alone does not guarantee
meaningful inclusion. Without intentional strategies to foster peer interaction, students with special
needs may remain socially included in appearance but excluded from active participation.

The findings indicate that institutional support and resources for inclusive education were
limited. The school did not employ shadow teachers or staff with specialized training in inclusive
education, and most classroom teachers had not received formal professional development related
to special needs education. In addition, assistive learning tools, such as Braille materials, visual aids,
or digital learning supports, were not available.

"Our biggest challenge is the budget. Teacher training is also rarely provided by the education
office."

This lack of institutional support placed a heavy burden on teachers, who were required to
manage inclusive classrooms independently without adequate assistance or resources.

"If there were assistant teachers, it would certainly be easier. Until now, we have tried to handle
everything on our own."

In summary, insufficient structural support emerged as a major barrier to effective inclusive
education. The absence of trained personnel, learning tools, and sustained professional development
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limited teachers’ capacity to translate inclusive policies into meaningful classroom practices,
underscoring the need for systemic investment to support diversity and inclusion in education.

Discussion

The findings of this study reveal that the implementation of inclusive education at school
remains largely procedural and has not yet evolved into a fully pedagogical and transformative
practice. Across all observed dimensions, facility accessibility, curriculum and teaching methods,
interpersonal interactions, and institutional support, a consistent gap emerges between inclusive
policy intentions and everyday classroom realities.

The lack of accessible infrastructure identified in this study reflects a persistent structural
barrier to meaningful inclusion. The absence of ramps, accessible toilets, and sensory supports
indicates that inclusion has not yet been embedded in school planning at the infrastructural level.
This finding aligns with international research showing that physical accessibility remains one of the
most enduring challenges in inclusive education, particularly in schools located in resource-limited
or rural contexts (Ainscow, Booth, & Dyson, 2019). Without accessible environments, students with
disabilities are implicitly excluded from full participation, regardless of inclusive intentions. As
Florian and Beaton (2018) emphasize, inclusion begins with enabling physical access that affirms
dignity, safety, and autonomy.

The results demonstrate that teachers display strong empathetic attitudes toward students
with special needs; however, instructional practices remain largely undifferentiated. Teachers relied
on intuition and goodwill rather than structured inclusive pedagogy. This condition reflects what Slee
(2018) describes as benevolent inclusion, where care is present but professional competence and
pedagogical adaptation are limited. Research consistently indicates that inclusive teaching requires
more than empathy, it demands intentional instructional design grounded in understanding learner
diversity (Sharma, Loreman, & Forlin, 2018). Without systematic training, teachers are unlikely to
implement differentiated instruction effectively, even when they possess positive attitudes toward
inclusion.

Warm and supportive teacher-student interactions were evident throughout classroom
observations, highlighting teachers’ emotional engagement and concern for student well-being.
However, support tended to be generic and reactive rather than individualized. This finding supports
previous research suggesting that emotional responsiveness, while important, must be
complemented by pedagogical expertise to produce meaningful learning outcomes (De Bruin, 2019).
Teachers’ uncertainty regarding appropriate instructional responses indicates limited pedagogical
self-efficacy, which has been shown to directly influence the quality of inclusive practices (Soodak &
Sharma, 2020).

Positive peer relationships were observed, with students with special needs generally
accepted within the social environment. Nevertheless, their participation remained passive due to
the absence of structured peer-mediated strategies. International evidence suggests that social
inclusion does not automatically occur through physical placement alone; it requires deliberate
facilitation through cooperative learning and peer support programs (Garrote et al., 2017). Without
intentional social scaffolding, students with special needs risk remaining socially present but
functionally isolated within inclusive classrooms.

The absence of shadow teachers, assistive learning tools, and sustained professional
development emerged as a critical constraint. This finding reinforces global evidence that inclusive
education fails when responsibility is placed solely on classroom teachers without adequate
institutional support (Waitoller & Thorius, 2016). Sustainable inclusion requires coordinated
systems that integrate teacher training, specialist support, and resource provision. As Loreman
(2017) argues, inclusive education is not an individual teacher responsibility but a whole-school and
system-level commitment.

Implications

This study contributes to the field of inclusive education by providing an in-depth, contextually
grounded analysis of how inclusive education policies are experienced and interpreted at the school
level. While many previous studies emphasize policy evaluation or quantitative outcome
measurement, this research foregrounds teachers’ lived experiences and perceptions, revealing the
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nuanced relationship between empathy, professional competence, and institutional support. By
integrating analysis across physical accessibility, instructional practice, interpersonal interaction,
and systemic constraints, the study offers a holistic framework for understanding inclusion as a
dynamic process shaped by contextual realities. Furthermore, the findings enrich existing theoretical
discussions by illustrating how inclusive practice evolves through negotiation between individual
teacher agency and structural limitations, thereby expanding the discourse on sustainable inclusive
pedagogy in resource-limited settings.

Research Contribution

Despite its contributions, this study has several limitations that should be acknowledged. The
research was conducted in a single school context with a small number of participants, which may
limit the transferability of findings to broader educational environments with different cultural or
institutional conditions. The qualitative descriptive design prioritizes depth and contextual richness
rather than statistical generalization, meaning that the results should be interpreted as situated
insights rather than universal conclusions. Additionally, the absence of direct student participation
restricts the exploration of inclusion from learners’ perspectives, particularly regarding their
emotional experiences and sense of agency. The relatively short duration of observation also limits
the ability to capture long-term changes in inclusive practices and professional development
processes.

Limitations

Despite its contributions, this study has several limitations that should be acknowledged. The
research was conducted in a single school context with a small number of participants, which may
limit the transferability of findings to broader educational environments with different cultural or
institutional conditions. The qualitative descriptive design prioritizes depth and contextual richness
rather than statistical generalization, meaning that the results should be interpreted as situated
insights rather than universal conclusions. Additionally, the absence of direct student participation
restricts the exploration of inclusion from learners’ perspectives, particularly regarding their
emotional experiences and sense of agency. The relatively short duration of observation also limits
the ability to capture long-term changes in inclusive practices and professional development
processes.

Suggestions

Future research is encouraged to adopt multi-site or comparative designs to examine how
inclusive education policies are implemented across diverse school contexts and resource conditions.
Longitudinal studies could provide deeper insight into how teacher efficacy, professional learning,
and institutional support evolve over time and influence inclusive outcomes. Researchers are also
encouraged to incorporate the perspectives of students with disabilities, parents, and peer groups to
enrich the relational dimension of inclusion. From a practical standpoint, future investigations may
explore the integration of adaptive technologies, peer-mediated learning strategies, and universal
design learning frameworks to strengthen participation and autonomy among students with special
needs. Such directions can help bridge the gap between policy expectations and classroom realities
while advancing inclusive education toward more humane, sustainable, and context-responsive
educational practices.

CONCLUSION

This study confirms that the expectations articulated in the Introduction regarding the need to
examine inclusive education policy and its practical implementation are meaningfully reflected in the
Results and Discussion. The findings demonstrate that inclusive practices at the elementary school
level are shaped by the interaction between teachers’ empathy, institutional readiness, and
contextual limitations. While inclusive education has been initiated through supportive classroom
interactions and flexible responses to student diversity, significant gaps remain in infrastructure
accessibility, differentiated pedagogy, and sustained professional development. The alignment
between the research objectives and empirical findings highlights that inclusive education cannot
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rely solely on policy mandates but must be translated into practical, pedagogically grounded actions
supported by systemic resources.

Moreover, the study illustrates that meaningful inclusion requires a holistic approach that
integrates accessible environments, structured instructional strategies, and collaborative school
culture. The challenges identified throughout the Results and Discussion sections provide valuable
insight into areas requiring strategic improvement, including teacher training, assistive learning
resources, and peer-support initiatives. These findings open opportunities for further research to
explore longitudinal impacts of inclusive practices, comparative studies across diverse school
contexts, and the integration of adaptive technologies and universal design frameworks. Ultimately,
this study contributes to advancing inclusive education by bridging theoretical expectations with
classroom realities and by offering practical directions for developing more humane, sustainable, and
context-responsive educational practices in future educational environments.
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