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1. INTRODUCTION

Education is widely recognized as a fundamental driver of human development, social participation,
and social equity. Within this broader agenda, inclusive education has become an important framework for
ensuring that students with disabilities are provided with equitable access to learning opportunities in
mainstream school settings. International commitments to inclusive and equitable quality education have
further strengthened the expectation that education systems should respond to learner diversity and create
conditions that enable all students to participate meaningfully in school life [1]. From this perspective,
inclusive education should not be understood merely as the physical placement of students with disabilities in
regular classrooms, but as the provision of appropriate support, accessible learning environments, and
equitable opportunities for academic and social participation [2].

The conceptual development of inclusive education is closely associated with the social model of
disability, which emphasizes that exclusion often arises not only from individual impairments, but also from
environmental, institutional, and attitudinal barriers that restrict participation [3]. In school contexts, this
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means that inclusive education depends on more than policy endorsement alone. Schools are required to
adapt their infrastructure, teaching practices, and institutional cultures to accommodate diverse learner needs
and reduce barriers to participation [4]. Previous studies have shown that the successful implementation of
inclusive education is influenced by several interrelated factors, including the accessibility of school
facilities, the availability of educational support, teachers’ readiness and professional competence, and the
attitudes of key stakeholders such as students and parents [5]—[8]. Teachers play a particularly important role
because they translate inclusive policy into classroom practice, while peer acceptance and parental support
influence the wider social environment in which inclusion is experienced by students [5], [9].

Despite strong support for inclusive education at the international and policy levels, its
implementation remains uneven across many educational settings. Existing research continues to identify
barriers such as inadequate infrastructure, insufficient support facilities, limited teacher preparation, and
uncertainty in implementing inclusive practices [6], [8], [9]. These barriers contribute to a policy—practice
gap in which inclusive education is formally promoted, but schools are not always adequately equipped to
provide accessible and supportive learning environments for students with disabilities [7]. As a result, the
existence of inclusive education policies does not necessarily indicate that schools are fully prepared to
sustain inclusive practices in everyday school life.

In Malaysia, inclusive education has been strengthened through national efforts to widen the
participation of students with disabilities in mainstream schools and to improve inclusive practices within the
education system. However, practical challenges remain, particularly in relation to infrastructural
accessibility, school-level support, and teachers’ readiness to address diverse learning needs. Although
inclusive education has received increasing attention in educational research, empirical evidence that
examines both structural readiness and stakeholder-related readiness within the same analytical frame
remains limited, particularly in sub-urban primary school contexts in Malaysia. This gap is important because
sub-urban schools often operate with uneven levels of resources, support, and institutional capacity, which
may influence their ability to implement inclusive education effectively.

To address this gap, the present study adopts an integrated perspective in which readiness is
understood as a multidimensional condition shaped by both structural and stakeholder-related factors.
Structural readiness is reflected in the availability of school facilities and support provisions, while
stakeholder-related readiness is reflected in teachers’ perceptions, peer acceptance, and parents’ perceptions
toward inclusive education. In addition, teachers’ background characteristics, including experience with
individuals with disabilities and understanding of disability-related needs and services, are examined in
relation to their perceptions of inclusive education. By examining these dimensions together, this study
provides a more comprehensive account of inclusive education readiness and highlights whether supportive
stakeholder attitudes are matched by the structural conditions needed to sustain inclusive practice.
Specifically, this study examines school facilities that support inclusive learning environments in sub-urban
primary schools, analyses teachers’ perceptions toward inclusive education, evaluates peer acceptance of
students with disabilities, examines parents’ perceptions toward inclusive education, and determines the
relationships between teachers’ background variables and their perceptions of inclusive education. The
conceptual framework guiding the study is presented in Figure 1.
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Figure 1. Conceptual framework of the study
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2. METHOD

This study employed a quantitative cross-sectional survey design to examine the readiness of sub-
urban primary schools in Malaysia to implement inclusive education. The study was conducted in five
primary schools offering the Inclusive Education Program within one selected supervisory zone. A cluster
sampling approach was used, in which the supervisory zone served as the sampling cluster, and all inclusive
primary schools within that cluster were included in the study. This approach was considered appropriate
because the schools were situated within the same administrative context and were exposed to similar
district-level management and policy implementation conditions. The respondents consisted of
5 headmasters, 52 teachers, 32 Year 4 students, and 6 parents of children with disabilities. Each respondent
group was selected based on its relevance to the variables under investigation. Headmasters provided
information on school facilities and accessibility, teachers responded to items on perceptions toward
inclusive education, students reported on peer acceptance of students with disabilities, and parents provided
information on their perceptions toward inclusive education.

Data were collected using structured questionnaires developed in accordance with the conceptual
framework of the study. Different instruments were administered to different respondent groups based on the
dimensions being measured. School facilities were assessed using a 22-item inventory focusing on physical
and academic accessibility within the school environment, including ramps, guiding blocks, wheelchair-
accessible doors, special toilets, special parking spaces, resource rooms, and support materials for students
with different categories of disabilities. Teachers’ perceptions were measured using a 32-item Likert-scale
instrument covering seven dimensions related to inclusive education, such as understanding of disabilities,
recognition of the rights of students with disabilities, acceptance of learner diversity, and willingness to
support students with disabilities in mainstream classrooms. Peer acceptance was measured using a 44-item
Likert-scale instrument that assessed the cognitive, affective, and conative dimensions of students’
acceptance of peers with disabilities. Parents’ perceptions were measured using a 21-item Likert-scale
instrument that examined their expectations toward children, attitudes toward inclusive education, knowledge
of disability, and views on educational placement.

The content validity of the instruments was established through expert review to ensure that the
items adequately represented the constructs related to inclusive education readiness. Reliability was assessed
using the split-half method, and the overall reliability coefficient obtained was 0.538. Although this value
indicates moderate internal consistency, it was considered acceptable for the purpose of this exploratory
study, particularly because the research involved multiple instruments across different respondent groups and
measured several related but distinct dimensions. Nevertheless, the reliability value suggests that the findings
should be interpreted with appropriate caution.

The data were analyzed using both descriptive and inferential statistics. Frequencies and percentages
were used to describe the availability of school facilities and instructional support materials, while mean
scores were used to summarize teachers’, students’, and parents’ perceptions toward inclusive education.
Pearson correlation analysis was conducted to determine the relationships between selected teachers’
background variables and their perceptions toward inclusive education. The variables examined included
experience with individuals with disabilities, understanding of disabilities, understanding of disability-related
needs and services, age, and teaching experience. The level of significance was set at p<.01.

3. RESULTS AND DISCUSSION
3.1. School facilities and structural readiness

The availability and accessibility of school facilities represent an important structural dimension of
school readiness for inclusive education. Accessible infrastructure enables students with disabilities to move
safely within school spaces, access learning environments, and participate more meaningfully in school life.
From an inclusive education perspective, physical placement alone is insufficient if the school environment
does not provide the accessibility features required for full participation [3], [4], [7]. The descriptive findings
regarding the accessibility of school buildings in the participating schools are summarized in Table 1.

The results indicate that structural accessibility across the participating schools remains limited.
Only a small number of schools reported the availability of wheelchair-accessible doors and resource rooms,
whereas essential features such as guiding blocks, pedestrian access adaptations, ramps, special toilets, and
designated parking spaces were absent across most schools. These findings suggest that infrastructural
adjustments for inclusive education have been introduced only partially and unevenly. This finding is
important because inclusive education requires school environments that reduce barriers and support access
for students with different disability profiles [7], [10]. In the present study, the absence of ramps, accessible
toilets, and wayfinding support suggests that students with mobility or visual impairments may still face
difficulties in navigating the school environment independently. The findings are consistent with previous
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literature showing that inadequate infrastructure remains a persistent barrier to the implementation of
inclusive education, even in settings where inclusive policy is formally supported [7], [11], [12]. Overall, the
results indicate that structural readiness in the participating sub-urban primary schools remains incomplete.

Table 1. Accessibility of school buildings

No. Building facilities Yes No
1 Guiding blocks 0 37
2 Pedestrian 0 37
3 Ramps 0 37
4 Wheelchair accessible doors 3 34
5 Special toilets 0 37
6 Special parking 0 37
7 Resource rooms 5 32

3.2. Availability of instructional and support materials

In addition to physical infrastructure, the availability of instructional and support materials is
another important component of structural readiness for inclusive education. Such materials enable teachers
to adapt instruction to diverse learner needs, support classroom participation, and provide more equitable
access to learning for students with disabilities. The availability of instructional and support materials for
students with special educational needs is presented in Table 2.

The findings indicate that support materials were unevenly distributed across the participating
schools. Although some schools reported the availability of Braille-related materials, specialized aids for
intellectual disabilities, behavior-related spaces, and enriched resources for gifted students, many other forms
of support were absent. In particular, no schools reported the availability of hearing-related supports,
wheelchairs, or dedicated spaces for autistic students. This pattern suggests that support provision is selective
rather than comprehensive. These findings are significant because the effectiveness of inclusive education
depends not only on classroom placement, but also on whether schools possess the pedagogical tools and
support resources needed to respond to varied learning profiles [4], [13], [14]. Where such materials are
absent, teachers may encounter difficulties in differentiating instruction or providing appropriate
accommodations for students with sensory, behavioral, cognitive, or communication-related needs. The
results are in line with earlier research indicating that inclusive education is often hindered by a lack of
appropriate support resources, assistive materials, and specialized school-level provisions [8], [15], [16].
Taken together, the findings in Tables 1 and 2 suggest that structural readiness in the participating schools
remains partial rather than comprehensive.

Table 2. Availability of instructional and support materials for students with special educational needs

No. Type of special educational need/support area Yes No
1 Visual impairment (Braille materials, tactile media) 6 31
2 Hearing impairment (hearing aids, sign language support, visual signs) 0 37
3 Intellectual disabilities (motor skills materials, specialized learning aids) 3 34
4 Physical disabilities (wheelchairs) 0 37
5 Behavioral difficulties (play area, therapy room) 9 28
6 Autism spectrum condition (dedicated space) 0 37
7 Gifted and talented students (enriched learning resources) 5 32

3.3. Parents’ perceptions of inclusive education

Parents’ perceptions toward inclusive education constitute an important stakeholder dimension in
the implementation of inclusive schooling. Family support can strengthen inclusive practice by encouraging
cooperation between home and school, shaping social attitudes toward disability, and reinforcing children’s
participation in learning environments [17], [18]. The findings indicate that parents in the present study
generally expressed supportive attitudes toward inclusive education. They showed acceptance of the presence
of students with disabilities in mainstream classrooms and recognized the value of equal educational
opportunities and social participation. This suggests that, at the stakeholder level, the social climate
surrounding inclusive education is relatively encouraging within the participating school communities.

At the same time, variations in parental responses indicate that support for inclusion is not entirely
unconditional. Some parents expressed concerns regarding the adequacy of school resources and specialized
support available for students with disabilities. This finding suggests that positive parental attitudes may
coexist with practical concerns about whether schools are adequately prepared to implement inclusive
education effectively. This pattern is consistent with previous studies reporting that parents are often broadly
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positive toward inclusive education while still expressing concerns about support quality, classroom
provision, and schools’ capacity to meet diverse needs effectively. The findings therefore indicate that
parental support is an important enabling condition, but one that must be sustained through continued
communication, trust-building, and visible school capacity.

3.4. Peer acceptance of students with disabilities

Peer acceptance represents a critical social dimension of inclusive education because students’
everyday interactions strongly shape the social participation, emotional security, and classroom experiences
of students with disabilities. Inclusive schooling is more likely to function meaningfully when students are
not only physically placed together but are also socially accepted by their peers [19], [20]. The results related
to peer acceptance are illustrated in Figure 2.

The findings show that students generally demonstrated positive attitudes toward peers with
disabilities across cognitive, affective, and conative dimensions. They reported understanding disability-
related conditions, expressed empathy, and indicated willingness to interact and cooperate with peers with
disabilities in school activities. These results suggest that students in the participating schools exhibit
relatively positive interpersonal dispositions toward inclusion. This is an important finding because peer
attitudes are closely related to the social quality of inclusion. Earlier work has shown that peer acceptance is
strongly linked to the classroom experiences and self-concept of students with disabilities, and that social
participation remains a central indicator of whether inclusive education is functioning beyond physical
placement. At the same time, the current findings should be interpreted carefully. Research has shown that
positive attitudes toward students with disabilities do not always eliminate differences in social integration or
peer status within inclusive classrooms [15], [21], [22]. The present results therefore suggest that
encouraging peer acceptance is an important strength of the participating schools, although it should not be
assumed to represent fully developed inclusive readiness on its own.

PEERS’ ATTITUDES
38

3.6
34
32
3.0
2.8

COGNITIVE AFFECTIVE CONATIVE

Figure 2. Peer acceptance of students with disabilities

3.5. Teachers’ perceptions and correlational findings

Teachers play a central role in the implementation of inclusive education because they translate
policy expectations into classroom practice. Their perceptions, knowledge, confidence, and prior experience
with disability influence how they interpret learner diversity and how willing and prepared they are to apply
inclusive teaching strategies [5], [8], [23], [24]. To further examine factors associated with teachers’
perceptions toward inclusive education, correlation analysis was conducted. The results of the analysis are
summarized in Table 3.

The results indicate that several background variables were significantly associated with teachers’
perceptions toward inclusive education. In particular, experience interacting with individuals with
disabilities, understanding of disabilities, and understanding of disability-related needs and services showed
positive and significant relationships with teachers’ perceptions. These findings suggest that professional
exposure and disability-related knowledge are important factors in shaping teachers’ readiness to support
inclusive learning environments. This pattern is supported by previous literature showing that teachers’
attitudes toward inclusion are influenced by knowledge, training, and direct experience with disability-related
contexts [5], [25]. Similarly, research on teacher efficacy for inclusive education has found that prior contact
with disability, professional learning, and inclusive education knowledge contribute to stronger confidence
and readiness for inclusive practice [13], [26]. By contrast, age and years of teaching experience in the
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present study were negatively associated with teachers’ perceptions. This suggests that demographic or
career-length variables do not necessarily translate into stronger inclusive readiness. A possible interpretation
is that experience becomes beneficial only when it includes meaningful engagement with inclusive practice,
disability-related knowledge, or targeted professional development. This interpretation is consistent with
prior work indicating that general teaching experience alone is not always a reliable predictor of positive
inclusive attitudes, whereas more specific forms of disability-related exposure and efficacy are more
consistently associated with readiness for inclusion [12], [27], [28]. Overall, the findings reinforce the
importance of teacher training and professional development that focus specifically on inclusive education
and disability-related needs.

Table 3. Correlations between teachers’ background variables and perceptions toward inclusive education

No. Aspects r sig
1 Experience with disabilities 0.6062 P<0.01
2 Understanding disabilities 0.4009 P<0.01
3 Understanding needs and services for individuals with disabilities 0.3802 P<0.01
4 Working experience -0.4806  P<0.01
5 Age -0.403 P<0.01

3.6. Integrated discussion

Taken together, the findings reveal a clear pattern of inclusive education readiness in the
participating sub-urban primary schools. Structural readiness remains limited, whereas stakeholder-related
readiness appears more encouraging. In other words, the schools studied show signs of social support for
inclusion, but not yet the level of institutional provision required for fully accessible and sustainable
implementation.

From a structural perspective, the schools demonstrated major gaps in accessibility features and
support materials. Essential facilities such as ramps, special toilets, designated parking, hearing-related
supports, and autism-related spaces were largely unavailable. These findings indicate that the school
environment may still present physical and instructional barriers for students with disabilities, even where
inclusive placement is taking place. This pattern is consistent with literature arguing that inclusive education
cannot be reduced to enrolment or policy compliance alone, because school-level capacity and environmental
accessibility remain central to meaningful participation [4], [7], [29].

From a stakeholder perspective, however, the study found more positive signals. Parents generally
supported inclusive education, students showed favorable peer acceptance, and teachers’ perceptions were
more positive when supported by disability-related knowledge and experience [30]. These findings are
broadly in line with earlier research showing that positive stakeholder attitudes, peer support, and teacher
preparedness are important enabling conditions for inclusive practice. At the same time, the present study
extends this literature by showing that these positive social conditions may coexist with incomplete structural
readiness in sub-urban primary schools.

This study reveals a structural-social gap in inclusive education readiness that is not widely
documented in Malaysian sub-urban primary schools. The schools appear to be more ready socially than
materially. This is an important contribution because previous literature has often focused on teacher
attitudes, stakeholder perceptions, or school barriers separately. The present study shows that inclusive
education readiness should instead be understood as a multidimensional condition shaped by the interaction
between physical accessibility, instructional support, social acceptance, and professional capacity. Positive
attitudes among parents, peers, and teachers are clearly valuable, but they are not sufficient on their own
when schools continue to face limitations in infrastructure and support-related provisions.

Accordingly, efforts to strengthen inclusive education in sub-urban primary schools should address
both sides of readiness simultaneously. Structural improvements are needed to make school environments
more accessible and better equipped for diverse learners, while professional development and school—family
collaboration should be sustained to preserve the positive social conditions already evident in the findings. In
this respect, the present study supports and extends previous literature by showing that successful inclusive
education depends not only on willingness to include, but also on the practical capacity to do so consistently
and equitably.

4. CONCLUSION

This study examined the readiness of sub-urban primary schools in Malaysia to implement inclusive
education by focusing on school facilities, instructional support materials, teachers’ perceptions, peer
acceptance, and parents’ perceptions. The findings show that although students, parents, and teachers
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generally demonstrated positive attitudes toward inclusive education, structural readiness remained limited.
Essential accessibility features and specialized support materials were still unavailable in many of the
participating schools, indicating that the implementation of inclusive education continues to face important
infrastructural and instructional constraints. At the same time, teachers’ experience with individuals with
disabilities and their understanding of disability-related needs and services were positively associated with
more favorable perceptions toward inclusive education. Overall, the study reveals a structural-social gap in
inclusive education readiness, in which supportive stakeholder attitudes are not yet fully matched by the
material and institutional capacity required for sustainable inclusive practice.

These findings suggest that efforts to strengthen inclusive education in sub-urban primary schools
should not focus only on positive attitudes or policy commitment, but also on improving school-level
structural support. Greater attention should be given to accessibility features, specialized instructional
resources, and professional development related to disability and inclusive pedagogy. In practice, stronger
collaboration among schools, teachers, and families is also necessary to sustain the positive social conditions
identified in this study. Future research should expand the scope of investigation to a larger number of
schools across different geographical contexts and consider mixed-method or longitudinal designs to examine
how structural readiness, stakeholder perceptions, and inclusive practices develop over time.
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