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This study employed a quantitative descriptive survey design to examine 
preschool teachers’ perceptions of interventions for children with 
disabilities in rural areas of Banten, Indonesia. Data were collected from 62 
preschool teachers using a 25-item questionnaire covering five domains: 
understanding of disability, early identification, intervention planning, 
classroom implementation, and evaluation. Descriptive statistical analysis 
was used to interpret the data. The findings indicate that teachers generally 
hold positive attitudes toward inclusive education and recognise the 
importance of differentiated learning approaches. However, notable gaps 
remain in teachers’ practical competence and confidence, particularly in 
developing Individual Learning Plans and implementing interventions 
independently in classroom settings. Professional collaboration was also 
perceived as limited due to insufficient guidance and access to specialist 
support. These findings highlight the need for targeted professional 
development to strengthen teachers’ capacity to implement inclusive 
practices effectively, especially in rural contexts where access to training 
and support remains constrained. 
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Penelitian ini menggunakan desain survei kuantitatif deskriptif untuk mengkaji 
persepsi guru PAUD terhadap intervensi bagi anak dengan disabilitas di wilayah 
pedesaan Banten. Data dikumpulkan dari 62 guru PAUD melalui kuesioner 
berisi 25 butir yang mencakup lima aspek: pemahaman tentang anak dengan 
disabilitas, identifikasi dini, perencanaan intervensi, pelaksanaan di kelas, dan 
evaluasi. Data dianalisis menggunakan statistik deskriptif. Hasil penelitian 
menunjukkan bahwa guru umumnya memiliki sikap positif terhadap pendidikan 
inklusif dan memahami pentingnya pembelajaran yang beragam. Namun, masih 
terdapat kesenjangan pada kompetensi praktis dan kepercayaan diri, 
khususnya dalam penyusunan rencana pembelajaran individual dan 
pelaksanaan intervensi di kelas. Selain itu, kolaborasi profesional masih terbatas 
akibat kurangnya bimbingan dan akses terhadap dukungan. Temuan ini 
menegaskan perlunya pelatihan profesional yang lebih terarah untuk 
memperkuat kapasitas guru dalam menerapkan praktik pendidikan inklusif 
secara efektif, terutama di wilayah pedesaan. 
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A. Introduction 

In recent years, early childhood education has increasingly prioritised inclusive practices to ensure 
that children with disabilities (CwD) have equitable access to learning opportunities. In this study, 
CwD refers to young children who experience developmental, functional, or educational difficulties 
that require individualised support and inclusive pedagogical approaches (Hande et al., 2020). Early 
childhood represents a critical period for developmental intervention, during which inclusive 
approaches play a vital role in supporting cognitive, social, and emotional development. Effective 
inclusive early childhood education not only enhances participation for CwD but also fosters 
acceptance and positive attitudes among peers from an early age. Consequently, understanding 
inclusive practice in early childhood settings has become a key concern in contemporary educational 
research  (Tang et al., 2023). 

Despite growing policy commitments, inclusive education in Indonesia continues to face 
substantial challenges, particularly when comparing urban and rural early childhood settings. Previous 
studies consistently highlight a gap between policy expectations and actual implementation across 
diverse contexts (Fauziyah et al., 2025; Kurniawati, 2021; Syafii et al., 2025). Urban areas generally 
benefit from stronger institutional support, greater access to professional development, and more 
adequate learning resources. In contrast, rural early childhood centres remain constrained by limited 
teacher training opportunities, shortages of specialised professionals, and insufficient resources to 
implement inclusive practices effectively (Adawiah & Sukinah, 2025; Pushpa & Kumar, 2025). 

Within early childhood education, several researchers highlight a persistent crisis of inclusion 
in rural settings, driven by insufficient infrastructural investment and resource scarcity. Previous 
studies note that disparities in teacher training, curriculum coherence, and access to learning materials 
continue to undermine the quality of early childhood services across Indonesia (Fauziyah et al., 2025; 
Pratiwi et al., 2025). Similar challenges are documented in other developing countries where rural 
education systems face systemic neglect and resource scarcity (Radebe, 2025; Sepadi, 2025). These 
conditions underscore the importance of sustained teacher training and professional development to 
address structural barriers that hinder inclusive practice (Duncan & Punch, 2021). In the Indonesian 
context, gaps between policy intentions and practical implementation remain evident due to 
insufficient support and limited training for teachers working with children with disabilities in rural 
areas. Compared with urban teachers, their rural counterparts often have fewer opportunities for 
professional development, resulting in lower confidence and preparedness to implement inclusive 
practices (Adawiah & Sukinah, 2025; Pushpa & Kumar, 2025). 

The Performance Report from the Directorate General of Basic and Secondary Education 
Indonesia in 2022 indicates that only 24% of Early Childhood Education (ECE) teachers have 
participated in professional training concerning inclusive education, with this percentage significantly 
lower in rural, remote, and 3T (frontier, outermost, and disadvantaged) areas (Directorate General of 
Basic and Secondary Education Indonesia, 2022). Data from the National Statistics Bureau of 
Indonesia also reveal persistent disparities in teacher qualifications, showing that rural ECE 
institutions employ far fewer teachers with undergraduate professional qualifications and markedly 
lower certification rates than urban institutions (BPS-Statistics Indonesia, 2023). Furthermore, the 
data also indicate that ECE in rural districts in Indonesia remain significantly dependent on non-
certified volunteer teachers, who generally have limited access to professional development 
programs, especially those emphasizing inclusive pedagogical practices. These national trends 
collectively highlight essential structural inequalities that impede the readiness of rural ECE teachers 
to effectively implement inclusive education. Comparable trends are observable in the rural districts 
of Banten, where numerous preschool educators lack formal certification and have limited access to 



Intervening at the Margins: A Study of Preschool Teachers’ Perceptions       
 of Interventions for Children with Disabilities| 143 

 

https://doi.org/10.4421/ijds.120211 

training in inclusive education, rendering the region a critical context for examining teachers' 
perceptions of interventions for children with disabilities (Kurniawati, 2021; Prakosha et al., 2024).  

Although many previous studies have concentrated on inclusive education in urban early 
childhood settings, far fewer have examined rural educational settings, where resource scarcity, 
limited staffing, and limited access to support services are more pronounced in these contexts. 
Empirical research examining preschool teachers’ perceptions of support for CwD in rural areas also 
remains limited, despite evidence that rural teachers frequently experience challenges such as lower 
self-efficacy and reduced opportunities for professional development (Boniface et al., 2025; 
Greenwood et al., 2020; Huang & Diamond, 2009; Then & Floth, 2025; Ubbes, 2025) . Moreover, no 
study has comprehensively investigated how rural preschool teachers in the Indonesian context, 
particularly in rural districts of Banten focusing on the intervention for CwD, including understanding, 
identification, planning, implementation, and evaluation. Addressing this gap is essential for 
strengthening inclusive early childhood practices in underserved regions.  

In light of the identified gaps in literature and the persistent challenges faced by early childhood 
teachers in rural Banten, this study is guided by the following research questions: 

1. How do early childhood teachers in rural areas understand the characteristics and learning 
needs of CwD? 

2. How do teachers perceive the processes of identifying and planning interventions for CwD? 
3. How do teachers perceive the implementation and evaluation of intervention practices for 

CwD within rural early childhood classroom settings? 

B. Research Methods 

1. Research Design 

This study aimed to investigate preschool teachers’ perceptions of understanding, identification, 
intervention planning, classroom implementation, and evaluation related to children with disabilities 
in rural areas of Banten. A quantitative descriptive survey design was employed. Descriptive statistics 
were used because the primary objective was to portray and illustrate the distribution of participants’ 
perceptions across these five domains. A descriptive approach is appropriate for studies seeking to 
present a phenomenon as it naturally occurs through observable patterns, frequencies, and variations 
in respondents’ answers (Takona, 2024).  

2. Participants 

A total of 62 preschool teachers from rural areas of Banten participated in the study. The sample was 
drawn from a list of eligible rural preschool teachers provided by the Ikatan Guru Taman Kanak-Kanak 
Indonesia (IGTKI) of Banten Province. IGTKI Banten, which serves as the official coordinating body 
for kindergarten teachers in the region. This list constituted the sampling frame for identifying 
participants who met the study’s inclusion criteria. 

Participants were selected using a purposive sampling technique based on the following 
criteria: (1) teaching in formal early childhood education programs located in rural districts, and (2) 
having direct experience working with or supporting CwD, whether formally identified or informally 
acknowledged. All participants provided informed consent indicating their voluntary participation in 
the study. 
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3. Research Instrument 

This study utilised a self-constructed questionnaire designed to assess preschool teachers’ perception 
of intervention practices for CwD. The instrument was developed based on five fundamental domains 
of inclusive early childhood education: understanding of CwD, early identification, intervention 
planning, classroom implementation, and evaluation, as illustrated in Table 1. The development 
process was guided by relevant literature on inclusive practices and teacher competencies in early 
childhood education, particularly within rural contexts. Item generation followed a deductive 
approach, ensuring that each item corresponded with the operational definitions of the five domains. 

Table 1 
Conceptual Domains and Items Distribution of The Questionnaire 

Conceptual Domain Number of Item 

Understanding the concept of CwD 5 items 

Early identification of CwD 5 items 

Intervention planning for CwD 5 items 

Implementation of interventions for CwD in the classroom 5 items 

Assessment and evaluation of the intervention of CwD 5 items 

Note. Based on the authors’ analysis, 2025. 

The questionnaire consisted of 25 items, with each domain represented by five indicators. All 
items were measured using a four-point Likert scale (Strongly Agree, Agree, Disagree, Strongly 
Disagree) to capture participants’ levels of agreement. The questionnaire was administered 
electronically via Google Forms to facilitate efficient data collection and to reach respondents across 
geographically dispersed rural areas.  

The instrument underwent expert evaluation by specialists in early childhood and inclusive 
education to ensure conceptual clarity, content validity, and cultural appropriateness. Following the 
expert evaluation, the internal consistency of the 25-item questionnaire was examined using 
Cronbach’s alpha. As presented in Table 2, the Cronbach’s alpha coefficient was 0.955, indicating a 
very high level of internal consistency and confirming the reliability of the instrument. 

Table 2 
Realiability Statistics of the Questionnaire 

Reliability Statistics Value 

Cronbach’s Alpha 0.955 

Number of items 25 

Note. Based on the authors’ analysis, 2025. 

4. Ethical Considerations 

Ethical principles were maintained throughout the research process. Prior to data collection, 
participants were informed about the purpose of the study. Informed consent was obtained from all 
participants, ensuring their understanding of their rights, including the voluntary nature of 
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participation, the confidentiality of their responses, and the option to withdraw from the study at any 
time without consequences. 

5. Data Collection and Analysis 

Data collection was conducted from 20 to 30 May 2025 using an online questionnaire distributed 
through Google Forms. Participants were given adequate time to complete the questionnaire at their 
convenience. All responses were automatically recorded and securely stored in digital format to 
facilitate efficient data management and ensure confidentiality. 

The collected data were analysed using SPSS version 26 and STATA 19. Descriptive statistical 
techniques, including frequencies, percentages, and mean scores for each domain of the 
questionnaire, were employed to summarise participants’ perceptions related to understanding, 
identifying, planning, implementing, and evaluating interventions for CwD. This analytical approach 
provided an empirical overview of response patterns and variations across the five domains examined 
in the study. 

C. Results and Discussion 

1. Respondents’ Demographic Background 

A total of 62 preschool teachers from rural areas of Banten participated in this study. The respondent 
group was predominantly female, reflecting the general gender composition of the early childhood 
education workforce. In terms of age, the sample consisted of a relatively diverse distribution, with a 
substantial proportion of teachers under the age of 25, alongside teachers in middle and later career 
stages.  

Regarding educational background, most respondents had completed secondary-level 
education, while a smaller proportion held associate or bachelor’s degrees. Teaching experience also 
varied, ranging from novice teachers with less than one year of experience to educators who had 
taught for more than ten years. However, participation in specialised training related to intervention 
for CwD was limited, with only a minority of respondents reporting prior involvement in such training 
programmes. 

Table 3 
Respondents’ Demographic Background 

Background Variable Frequency Percentage (%) 
Gender 
 

Female 61 98.4 
Male 1   1.6 

Age < 25 years old 23 31.7 
25 – 30 years old 9 14.5 
31 – 40 years old 10 16.1 
41 – 50 years old 14 22.6 
> 50 years old 6   9.7 

Education High school 45 72.6 
Associate degree 3   4.8 
Degree 14 22.6 

Teaching experience < 1 year 14 22.6 
1 – 3 years 15 24.2 
4 – 6 years 10 16.1 
7 – 10 years 11 17.7 
> 10 years 12 19.4 

Has attended intervention training 
for CwD 

Yes  17 27.4 
No 45 72.6 

Note. Based on the authors’ analysis, 2025. 
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2. Summary of Five Domains Related to CwD 

As presented in Table 4, teachers’ perceptions of interventions for CwD varied across the five 
measured domains. The highest mean score was found in Understanding of CwD domain (M = 14.98), 
indicating that respondents demonstrated relatively strong conceptual of disability-related concepts 
and inclusive principles. This was followed by the Assessment and Evaluation domain (M=14.50), 
suggesting that teachers recognised the importance of monitoring children’s progress and using 
evaluation data to inform practice.  

Moderate mean scores were observed in the domains of early identification (M = 14.24) and 
implementation (M = 14.19), reflecting partial confidence in recognising developmental differences 
and implementing interventions within classroom settings. In contrast, the Intervention Planning 
domain recorded the lowest mean score (M = 14.08), indicating that teachers perceived greater 
difficulty in designing and planning targeted interventions for CwD. 

Table 4 
Mean Score of Five Domains Related to CwD Intervention 

Domain Mean Std. Deviation 

Understanding concept of CwD 14.98 .414 

Early identicifation of CwD 14.24 .382 

Strategic intervention of CwD 14.08 .354 

Implementation of CwD 14.19 .353 

Assesment and evaluation of CwD 14.50 .388 
Note. Based on the authors’ analysis, 2025. 

The overall pattern of findings suggests a notable gap between teachers’ conceptual 
understanding of inclusive education and their practical capacity to design and implement structured 
interventions. Strong performance in the understanding domain aligns with previous studies 
highlighting the role of foundational knowledge in fostering inclusive learning environments  (Nagase 
et al., 2020; Hasanah et al., 2022). However, lower scores in early identification and intervention 
planning echo concerns raised in prior research regarding teachers’ challenges in recognising 
developmental differences and translating knowledge into effective intervention strategies (Manxusa, 
2025; Ostrowska et al., 2023). 

Similarly, the moderate score in the implementation domain reflects practical constraints 
frequently reported in the literature, including limited resources and insufficient stakeholder support, 
which can undermine implementation fidelity (Abulhul, 2023). Although teachers demonstrated 
relatively strong engagement with assessment and evaluation practices, consistent with the emphasis 
on data-informed instruction (Jeder, 2022; Cheung et al., 2022). The overall results indicate that 
additional professional development is required to strengthen planning and implementation 
capacities. Addressing these gaps is essential to ensure comprehensive and effective interventions 
for CwD, particularly in rural contexts where access to specialised training remains limited (Bao et al., 
2021; Jaya et al., 2023). 

3. The Understanding of Children with Disabilities 

As shown in Table 5, respondents demonstrated a moderate level of understanding of the concept of 
CwD, with mean scores ranging from 2.69 to 3.19. These results indicate that teachers generally 
recognised key principles of inclusive education, particularly the importance of differentiated learning 
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and inclusion within ECE settings. Higher mean scores were observed for items reflecting awareness 
of the holistic needs of CwD, including social and emotional dimensions, rather than a narrow focus 
on physical impairments. However, comparatively lower scores were evident in areas related to 
identifying specific categories of disabilities, suggesting uneven depth of understanding across 
different aspects of disability. 

Table 5 
Respondents’ perceptions on the understanding of the concept of CwD 

Item Mean Std. Deviation 

I understand the general definition of children with 
disabilities. (Q1) 

2.85 .649 

I know the various categories of special needs (sensory, 
intellectual, emotional, etc.). (Q2) 

2.69 .692 

I am aware that children with special needs require 
different learning approaches. (Q3) 

3.02 

 

.857 

I understand the importance of acceptance and inclusion 
of children with special needs in early childhood 
education (ECE). (Q4) 

3.02 .735 

I understand that the needs of children with special needs 
are not only physical, but also social and emotional. (Q5) 

3.19 .846 

Note. Based on the authors’ analysis, 2025. 

The findings suggest that while preschool teachers possess a foundational and generally 
positive understanding of inclusive education, their knowledge remains conceptual rather than 
technical. This pattern aligns with previous research indicating that teachers often demonstrate 
general awareness of disability and inclusion without comprehensive mastery of specific disability 
classifications or specialised knowledge (Nagase et al., 2020; Hasanah et al., 2022). Stronger 
recognition of the holistic educational needs of CwD reflects growing awareness of inclusive 
principles that emphasise social and emotional development alongside academic learning (Manxusa, 
2025). 

Nevertheless, the lower scores related to identifying specific categories of disabilities highlight 
a persistent gap in teachers’ technical understanding. This gap underscores the need for professional 
development programmes that integrate theoretical perspectives with practical knowledge of 
disability identification and support strategies (Catama et al., 2024; Ostrowska et al., 2023). Similar 
findings have been reported in studies advocating for more comprehensive and practice-oriented 
teacher training to strengthen inclusive competencies (Bao et al., 2021). The disparity between 
general inclusive awareness and limited technical knowledge further indicates that professional 
learning initiatives should aim not only to enhance teachers’ understanding of disability classifications 
but also to build on the positive attitudes toward inclusion that teachers already possess (Abulhul, 
2023; Cheung et al., 2022; Jeder, 2022). 

4. Early Identification of CwD 

As presented in Table 6, respondents demonstrated a moderate level of perceived competence in the 
early identification of children with disabilities. Teachers reported relatively positive attitudes toward 
the importance of early identification practices, particularly in relation to ongoing observation of 
children’s development and parental involvement in the identification process. However, lower mean 
scores were observed in areas related to recognising early developmental signs, using standardised 
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screening tools, and understanding referral procedures, indicating uneven confidence across different 
aspects of early identification. 

Table 6 
Respondents’ perceptions on the early identification of CwD 

Item Mean Std. Deviation 

I am able to recognize early signs of developmental 
disorders in children. (Q6) 

2.63 .730 

I know the importance of conducting routine 
observations of children's development. (Q7) 

2.98 .799 

I understand how to complete and interpret early 
childhood developmental screening instruments. (Q8) 

2.53 .783 

I feel the need to involve parents in the process of 
identifying children's needs. (Q9) 

3.24 .843 

I know when to refer a child to a professional 
(psychologist, doctor, etc.). (Q10) 

2.85 .698 

Note. Based on the authors’ analysis, 2025. 

The findings indicate a gap between teachers’ recognition of the importance of early 
identification and their confidence in applying technical identification practices. Moderate confidence 
in recognising early signs of developmental differences suggests that many teachers may rely 
primarily on informal observation rather than structured identification approaches. This pattern aligns 
with previous research highlighting the need for targeted training to strengthen teachers’ 
observational and diagnostic competencies in early childhood settings (Jaya et al., 2023; Lipscomb et 
al., 2021). 

Teachers’ relatively strong endorsement of continuous observation and parental involvement 
reflects established inclusive practices that emphasise collaboration and ongoing monitoring as key 
components of early intervention (Aprile & Knight, 2020). However, lower confidence in the use and 
interpretation of standardised screening instruments underscores a persistent challenge documented 
in the literature, where teachers often feel insufficiently prepared to employ formal assessment tools 
effectively (Jaya et al., 2023). Similarly, ambivalence regarding referral procedures suggests limited 
clarity about institutional pathways for specialist support, reinforcing calls for clearer referral systems 
and systematic professional development in this area (Ekowati et al., 2024; Jaya et al., 2023). These 
findings highlight the need for professional development initiatives that integrate theoretical 
understanding, practical training in screening tools, and clear guidance on referral processes. 
Strengthening these competencies is essential to ensure timely and effective identification of CwD, 
particularly in rural early childhood contexts where access to specialised support services may be 
constrained. 

5. Intervention Planning for CwD 

Respondents’ perceptions of intervention planning for children with disabilities (CwD) indicate 
generally moderate levels of preparedness, with notable variation across different aspects of planning. 
The lowest confidence was associated with the development of Individual Learning Plans (ILPs), 
suggesting that many teachers felt inadequately prepared to design structured and individualised 
intervention programmes. In contrast, higher levels of agreement were observed in relation to 
parental involvement and consideration of children’s individual strengths, indicating stronger 
endorsement of collaborative and child-centred planning principles. Moderate scores were also 
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evident for goal-setting and familiarity with common intervention strategies, reflecting partial 
readiness to engage in systematic planning practices (see Table 7). 

Table 7 
Respondents’ perceptions on the planning of interventions of CwD 

Item Mean Std. Deviation 

I am able to develop an Individual Learning Plan (ILP) for 
children with disabilities. (Q11) 

2.44 .802 

I understand the importance of setting specific learning 
goals for children with special needs. (Q12) 

2.76 .783 

I involve parents when preparing intervention plans. 
(Q13) 

3.08 .685 

I consider the unique abilities of each child with special 
needs when designing the program. (Q14) 

3.02 .665 

I have basic knowledge of common types of interventions 
used in ECE settings. (Q15) 

2.79 .694 

Note. Based on the authors’ analysis, 2025. 

These findings highlight a persistent gap between teachers’ endorsement of inclusive planning 
principles and their capacity to operationalise those principles through structured intervention 
planning. The low confidence in developing Individual Learning Plans suggests that teachers may lack 
sufficient practical training in translating inclusive concepts into concrete, individualised instructional 
plans. This concern is consistent with previous studies emphasising that effective intervention 
planning requires specialised knowledge and skills that are often underdeveloped in early childhood 
teacher preparation programmes (Vilches et al., 2023; Long et al., 2022). 

At the same time, stronger agreement regarding parental involvement and the recognition of 
children’s individual strengths reflects an emerging orientation toward collaborative and child-centred 
practices. Prior research has shown that involving parents in the planning process can enhance the 
relevance and effectiveness of interventions by incorporating contextual knowledge of children’s 
needs and abilities (Al-Mazidi & Al‐Ayadhi, 2021; Dommelen et al., 2020). However, the coexistence 
of positive attitudes toward collaboration with only moderate familiarity with intervention strategies 
indicates that conceptual awareness alone may not be sufficient to support high-quality planning. This 
pattern reinforces the need for professional development initiatives that prioritise hands-on training 
in goal-setting, intervention design, and the practical application of inclusive strategies, particularly in 
rural early childhood contexts where access to specialised support remains limited (Stein & Steed, 
2022; Coutinho & Saini, 2021). 

6. The Implementation of Interventions for CwD within the Classroom Environment 

Respondents’ perceptions of their ability to implement interventions for children with disabilities 
indicate varying levels of practical competence across different aspects of classroom practice. 
Teachers reported the highest confidence in providing individualised support during classroom 
activities, suggesting greater comfort with direct, one-on-one interactions with CwD. Similarly, 
respondents expressed strong commitment to creating a friendly and supportive classroom 
environment, reflecting positive attitudes toward inclusive education. 

In contrast, moderate confidence levels were observed in relation to adapting teaching 
methods and learning media as well as managing inclusive classrooms effectively, indicating 
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challenges in accommodating diverse learning needs through systematic instructional adjustments. 
The lowest level of confidence was associated with the implementation of specialised intervention 
strategies, suggesting that many teachers perceived themselves as insufficiently prepared to carry 
out targeted interventions in practice (see Table 8). 

Table 8 
Respondents’ perceptions on the implementation of interventions  for CwD 

 within the classroom environment 

Item Mean Std. Deviation 

I am able to adapt teaching methods and learning media 
for children with disabilities. (Q16) 

2.76 .694 

I provide individualized support to children with special 
needs during classroom activities. (Q17) 

3.15 .721 

I am able to manage an inclusive classroom effectively. 
(Q18) 

2.68 .719 

I feel confident in implementing interventions for children 
with diabilities. (Q19) 

2.55 .761 

I strive to create a friendly and supportive learning 
environment for children with special needs. (Q20) 

3.06 .674 

Note. Based on the authors’ analysis, 2025. 

The findings suggest that while teachers demonstrate supportive attitudes toward inclusion 
and feel relatively confident in providing individualised assistance, they encounter difficulties when 
required to implement more complex and structured intervention strategies. Strong confidence in 
one-on-one support aligns with research emphasising the importance of personalised interaction in 
enhancing the learning and social development of children with disabilities (Amaluddin et al., 2023). 
Likewise, teachers’ emphasis on creating a positive classroom climate is consistent with inclusive 
education frameworks that highlight the role of emotionally supportive environments in promoting 
engagement and well-being (Hutapea, 2024). 

However, the moderate confidence reported in adapting teaching methods and managing 
inclusive classrooms reflects challenges commonly identified in the literature. Without sufficient 
training in differentiated instruction and inclusive classroom management, teachers may struggle to 
respond effectively to diverse learning profiles (Tasu’ah et al., 2023; Hau & Rashid, 2023). The lowest 
confidence in implementing specialised intervention strategies further underscores a critical gap 
between teachers’ inclusive intentions and their technical capacity to apply evidence-based 
interventions. Previous studies have highlighted that effective intervention requires not only 
conceptual understanding but also practical skills developed through targeted professional 
development (Rosin et al., 2025; Tonks et al., 2021). 

These findings indicate that although teachers in rural early childhood settings exhibit positive 
dispositions toward inclusion, their capacity to implement systematic and specialised interventions 
remains limited. Strengthening professional development programmes that focus on practical 
intervention skills and inclusive classroom management is therefore essential to enhance teachers’ 
confidence and effectiveness in supporting children with disabilities (Adnyani et al., 2023; Rice, 2022). 
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7. The Assessment and Evaluation Processes Related to Interventions for CwD 

Teachers’ perceptions of assessment and evaluation practices related to interventions for children 
with disabilities indicate a moderate level of engagement across core evaluation activities. 
Respondents reported recognising the importance of conducting periodic assessments and 
documenting children’s progress and challenges, although confidence in consistently implementing 
these practices appeared limited. Slightly higher confidence was reported in the use of evaluation 
results to refine intervention plans, suggesting emerging awareness of data-informed decision-making 
in instructional practice. 

The highest level of agreement was observed in teachers’ openness to receiving feedback from 
colleagues, indicating a strong orientation toward collaboration. Respondents also demonstrated 
moderate involvement in preparing developmental reports for children with disabilities, reflecting 
acknowledgement of documentation as an essential component of ongoing assessment and 
monitoring (see Table 9). 

Table 9 
Respondents’ perceptions on the asessment and evaluation processesrelated to interventions for CwD 

Item Mean Std. Deviation 

I regularly assess CwD development after intervention. 
(Q21) 

2.82 .713 

I record progress and challenges faced by CwD during 
learning progress in the classroom. (Q22) 

2.82 .736 

I use evaluation results to improve intervention plans. 
(Q23) 

2.84 .658 

I am open to peer feedback on intervention that I 
implemented. (Q24) 

3.15 .743 

I compiled CwD development reports as part of the 
intervention evaluation. (Q25) 

2.87 .665 

Note. Based on the authors’ analysis, 2025. 

The findings suggest that while teachers value assessment and evaluation as integral 
components of intervention, their practices remain partially developed and inconsistently applied. 
Moderate engagement in periodic assessment and documentation aligns with previous research 
emphasising the importance of systematic monitoring to inform instructional adjustments and 
support children’s learning needs (Shepley et al., 2024). However, the limited confidence reported in 
consistently carrying out these practices indicates potential gaps in assessment-related skills and 
procedural knowledge. 

Teachers’ growing awareness of using evaluation outcomes to refine intervention plans reflects 
a positive shift toward data-driven decision-making, which is widely recognised as essential in early 
childhood special education (Carada, 2023). The strong emphasis on openness to collegial feedback 
further highlights a collaborative professional culture, consistent with studies underscoring the role 
of peer support and professional dialogue in improving instructional quality and evaluative practices 
(Liubarets et al., 2021). 

Despite these strengths, the moderate involvement in documentation and reporting suggests 
that teachers may require additional guidance and structured support to integrate assessment 
findings systematically into intervention processes. Prior research indicates that effective 
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documentation facilitates communication among educators, parents, and specialists, while also 
ensuring accountability in service provision (Long et al., 2022). These findings underscore the need 
for targeted professional development to strengthen teachers’ assessment competencies and support 
the consistent application of evaluation practices within inclusive early childhood settings (Shepley et 
al., 2024). 

D. Conclusion 

This study demonstrates that while preschool teachers in rural areas generally possess positive 
attitudes and foundational understanding of inclusive education, significant gaps remain in their 
practical capacity to plan, implement, and evaluate interventions for children with disabilities. These 
findings indicate a clear need for targeted and sustainable professional development that addresses 
the specific challenges of rural early childhood settings, particularly in strengthening teachers’ 
technical competencies in intervention planning and implementation. 

From a practical perspective, the study underscores the importance of collaborative 
approaches involving teachers, parents, and specialists, supported by clear referral and evaluation 
systems. Theoretically, the findings contribute to the inclusive education literature by highlighting the 
persistent gap between conceptual understanding and practical application in rural contexts. At the 
policy level, the results call for equity-oriented policies and integrated support networks to ensure 
that rural preschool teachers have adequate access to training and institutional support. Together, 
these implications emphasise the necessity of coordinated efforts among government agencies, 
educational institutions, and community stakeholders to advance inclusive early childhood education 
in marginalised areas. 
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