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ABSTRACT: This evaluation study aimed to determine the effectiveness of the implementation of inclusive education in
elementary school in South Kalimantan Province by involving 128 elementary schools through the CIPPO approach (context,
input, process, product and outcome). This study used questionnaire instruments, interviews, observations and documents. Data
analysis used qualitative descriptive techniques developed by Glickman with quadrant type. Based on an evaluation of the
context component, the goals of inclusive education in the Ministry of Education Regulation regarding the needs of inclusive
schools need to be reviewed. In the input component, the availability of infrastructure is inadequate, and special training for
teachers is not distributed evenly. On the evaluation process showed that the results of teachers’ competency were acceptable in
dealing with children with special needs. ABK academic and non-academic developments were quite good on the product
component. The obtained outcome component data showed that children with special needs could pursue higher education. The
result of this study concluded that the implementation of the inclusive education program in South Kalimantan had been carried
out less effectively.
KEYWORDS: CIPPO Evaluation Model, Inclusive Education, Program Evaluation.
1 INTRODUCTION
Great efforts are being made to get all primary age children into school and to complete primary education as part of the Millennium
Development Goals (MDGs) and Education for All (EFA). The Government of Indonesia made political commitments at the World
Education Forum for achieving Basic Education for All. Guided by the mission of education and educational strategies, the Republic
of Indonesia enacted a new Law on National Education System (Act N0. 20/ 2003). The Law has its roots in the 1945 Constitution of
Indonesia, Article 31, Section (1), which states that each citizen has the fundamental right to education.
Support from the international world through the Universal Declaration of Human Rights for inclusive education is also increased
(Sheehy, Budiyanto, Kaye, & Rofiah, 2019). There are 158 countries that have adopted the United Nations Convention on the Rights
of Persons with Disabilities, which is explicitly carried out by the state to develop an inclusive education system (Rieser, 2014). The
slogan of Education for all is also increasingly supported by consensus (consensus of moving forward) by various countries in the
world (Heung & Grosmenn, 2007). All children, including those labelled as having intellectual disabilities, are also expected to have
equal access to education. At a more systemic level, policymakers are aware that this activity in support of inclusive education is a
new initiative in promoting more massive education (Budiyanto, 2011).
As a commitment of the Indonesian government in implementing inclusive education for the disabled, in 2002 the government
officially started pilot projects in nine provinces which have resource centres, and since then more than 1500 students with disabilities
were enrolled in mainstream schools, and in 2005 the number increased to 6,000 students or 5.11% of the total number of children
with special needs. Other research results that have been conducted on 186 inclusive schools found 12% of students with special needs
but 85% of this group; a majority is children with intellectual disabilities (Sunardi et al., 2011).
Inclusive education is not another name of education, inclusive education applies different approach in identifying and trying to
solve the difficulties that arise in the school (Poernomo, 2016). The initiative for the importance of Indonesia's inclusive education
also began with directives from the central government to the provincial government to have at least four inclusive schools in the
region. This regulation was officially implemented in 2003 (Aprilia, 2017). In this system of inclusive school implementation, it is
also distinguished from 'Extraordinary Schools', which accommodate children in conditions of special categories of disability, such as
blindness or deafness (Purbani, 2013).
The result of observation on schools that implement elementary inclusive education in South Kalimantan showed that they have not
implemented friendly learning for children, the perceptions of schools that what matters is how children with special needs can enrol
in regular school. Even public schools still refuse the presence of children with special needs. The real conditions in elementary
schools that implement inclusive education have not yet received serious attention by the Government as stated in the law. For
example, there is no clear guidance for development either at the central, provincial or city level government. The structure of
inclusive education provider schools that include students, teachers, curriculum, infrastructure, funding, which should have been
prepared so that they can support the successful implementation of the program has also not been carried out optimally.
Based on other observations, elementary schools that are implementing inclusive education in South Kalimantan, also still
complained about how to modify the curriculum, teacher competency is still low, inadequate infrastructure, special learning media is
still lacking, as well as the number of classrooms for teaching and learning purposes. One way to support students with significant
disabilities is to ensure that educators have the expertise to apply teaching and learning practices that are compatible with inclusive
education. (Ryndak, Jackson, & White, 2013). There is an urgent need in efforts to prepare the skills and knowledge of educators as
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well as readiness in implementing inclusive practices so that they can influence their attitudes and beliefs about inclusive practices
(Ajuwon et al., 2012; Zagona1, Kurth, & MacFarland, 2017) Unpreparedness of educators in the practice of inclusive education makes
them doubt the potential of students to succeed in the classroom (Lohrmann & Bambara, 2006).
According to the results of research conducted by Sofyan, (2012) the implementation of inclusive education in South Kalimantan
has not been optimal, because regular school admissions to the presence of children with special needs are still low. In addition, the
availability of infrastructure is not yet adequate. Whereas, inclusive education is a locally determined, flexible, and individual process
based on the needs of the children and families that are being served. In this case, inclusive education is certainly very locally defined
(Schwartz, Sandall, Odom, Horn, & Beckman, 2002 & Love & Horn, 2019).
Research conducted by Yuwono, (2013) about teachers in elementary schools that are implementing inclusive education in the city
of Banjarmasin (Capital of South Kalimantan province), the ability to evaluate learning outcomes is still low, the way of identification
and assessment of children with special needs is still low. The results of the study indicate that elementary schools in South
Kalimantan as providers of inclusive education have not been supported with adequate human resources, especially in terms of
assessment of learning outcomes. The success of students in inclusive education is very much influenced by the collaboration and
readiness of teachers in teaching for their students (Fisher, Frey, & Thousand, 2003; Montgomery & Mirenda 2014).
This study aimed to evaluate and determine the effectiveness of the context component, input component, process component,
product component, outcome component in inclusive schools in South Kalimantan Province.
2 RESEARCH METHODOLOGY
The method used in this research is evaluation research which refers to the evaluation model developed by D.L. Stufflebeam (2001)
known as the CIPPO evaluation model (context, input, process, product and pay attention to outcomes).
The data obtained were analyzed qualitatively using the CIPPO model with triangulation of data relevant to the implementation of
inclusive education programs by referring to predetermined criteria then mapping quadrants in accordance with predetermined
evaluation criteria in accordance with the prototype image of Glicman quadrant (1981) as follows:
Figure 1. A prototype of Glicman Quadrant
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The data collection stage of research on evaluating the inclusive education program for elementary schools in the province of
South Kalimantan, is listed in the following table:

Evaluation
Stage
Context

Indicator
1.

2.
3.
Input

1.

2.

3.

4.
5.

Process

6.
1.

2.

3.
Product

1.
2.

Formal
foundation,
purpose
and
guidance
Community
Needs
School
Eligibility
Student
Recruitmen
t
Parents’
Socioeconomic
Teacher
administrati
ve
requiremen
ts
Curriculum
Facilities
and
Infrastructu
re
Financing
Teacher
Competenc
ies
Teacher
Teaching
Interests
Learning
Process
Cognitive
Social
Attitude

Source
School
Archive
Teacher
Principal
The
community

Data
Collection
Technique
Document
Study
Interview
Interview

Principal
Parents

SWOT
analysis
Interview
Interview
Questionnaire

Teacher

Questionnaire

Teacher
Viceprincipal

Interview
Questionnaire

Principal

Interview
Principal

Teacher
Teacher

Questionnaire
Questionnaire

Teacher

Observation

The
Assistant
Principal of
Curriculum
Regular
Students
School
Counselor

Document
Inventory
Study

3 RESULT
The results of the study related to the evaluation of the context of the implementation of inclusive education in South Kalimantan, are
visualized in the following table:
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Table 2. Evaluation of the Context of Inclusive Education Implementation in South Kalimantan
Indicator

East Banjarmasin
Sub-district

Central
Banjarmasin Subdistrict

North
South
West Banjarmasin
Banjarmasin SubBanjarmasin SubSub-district
district
district

Goal

Low

Low

Low

Low

Low

Foundation

High

High

High

High

High

Coaching

Low

Low

Low

Low

Low

Analysis of Needs

High

High

High

High

High

The eligibility for
inclusive programs

High

High

High

High

High

Analysis of the needs of inclusive education conducted in the province of South Kalimantan obtained data on community needs
about the presence of inclusive schools that is very high; this is derived from the results of a SWOT analysis conducted on 128
elementary schools providing inclusive education at a high scale. Many people in all regions anticipated the presence of inclusive
education because every school has children with special needs. Their parents want their children to go to school near where they live.
Since its initiation at the World Conference on Special Needs Education in Salamanca (1994), inclusive education is, indeed, a very
promising new pedagogical approach. In the next stage, inclusive education has also been promoted in the Convention on the Rights
of Persons with Disabilities (2006) (Kruse & Dedering, 2018). Since then, inclusive education has become a discourse of study in the
world of education which is always interesting to discuss (Göransson & Nilholm, 2014).
The results of the evaluation on the input component found that the process of student recruitment in schools that provide inclusive
education was still ineffective due to several factors including: (1) parents' lack of awareness of the importance of identification so that
examinations to experts were not carried out; (2) lack of teacher’s knowledge about children with special needs. The emphasis of these
social concepts is based on the premise that social relationships between students can make a difference (Field, 2017; Allan & Perrson,
2018). This makes it possible for individuals to progress on with others because of the values and trust that are generated between
them (Allan & Catts, 2014).
In general, the socio-economic condition of the parents of students who enrol in schools with inclusive education in 5 sub-districts
of South Kalimantan come from a lower-middle-class family. If the family's economic situation is inadequate, it can be a barrier for
children in learning. Regarding the Requirements for Inclusive Teacher Administration, the results of the study show that the
administrative requirements of teachers in inclusive education provider schools in South Kalimantan province are still not appropriate.
This can be seen that the level of education of most teachers who teach in inclusive schools is not S1 PLB. The inclusive education
curriculum at SD Kecamatan Banjarmasin Timur and SD Kecamatan Banjarmasin Barat are considered in the relevant category which
means that the school differentiate the curriculum, student-oriented, and adjusts it to the child's condition.
The availability of inclusive school facilities and infrastructure in Banjarmasin, namely SD Kecamatan Banjarmasin Timur is
classified as high; the results which showed that 75% of facilities and infrastructure at SD Kecamatan Banjarmasin Timur were in
good and complete condition while 25% had not available yet. As for the condition of facilities and infrastructure in, SD Kecamatan
Banjarmasin Tengah, SD Kecamatan Banjarmasin Timur, and SD Kecamatan Banjarmasin Selatan are relatively low, the results of the
study show that in the three sub-districts, the availability of facilities and infrastructure is only around 35% and is not used.
Sources of funding for inclusive education providers in South Kalimantan Province generally rely on the Central BOS and
Regional BOS. The GPK honorarium comes from school committees in from Rp100,000 to Rp800,000 / month. The results of the
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research related to the evaluation of the inclusive education program process include four indicators namely teacher competency,
teacher interest in teaching, the required teacher profile, and the learning process in the classroom.
Table 3. Indicators such as Teacher Competency, Teacher Interest in Teaching, Teacher’s Profiles Requirement, and the
Learning Process in Class
Central
North
East Banjarmasin
West Banjarmasin South Banjarmasin
Indicator
Banjarmasin Banjarmasin SubSub-district
Sub-district
Sub-district
Sub-district
district
Good
Good
Quite Good
Quite Good
Quite Good
Teacher Competency
Teacher Interest In
Good
Good
Good
Good
Good
Teaching
Teacher’s Profiles
Requirement
Learning Process In
Inclusive Class

Appropriate

Appropriate

Appropriate

Not Appropriate

Not Appropriate

Quite Good

Baik

Quite Good

Very Good

Quite Good

Teacher’s competence in East Sub-district and Central Sub-district of Banjarmasin are in a good category which means that
teachers already have several competencies, including curriculum differentiation, curriculum modification, individual learning,
cooperative learning, motivating learning and flexible assessment, but still need to be improved in order to become very good.
Teachers' interest in teaching in all sub-districts as an inclusive education provider school falls into the good category, this shows that
the teacher feels happy, can receive ABK, is unconditional and takes pride in implementing learning in which there are children with
special needs.
The results showed that the required teacher profiles were appropriate in the three districts of inclusive education providers, namely
elementary schools in East Banjarmasin sub-district, Central Banjarmasin sub-district, and North Banjarmasin sub-district. The
required profiles are the level of education (Bachelor Degree), teaching in accordance with the educational background and have
attended scientific meetings about inclusion. The learning process in elementary schools in West Banjarmasin sub-district and Central
Banjarmasin sub-district shows good and very good categories and this needs to be maintained. The learning process in the districts of
East, South and North Banjarmasin is still in the sufficient category because teachers are still weak in conditioning students to study,
lacking in the mastery of teaching materials.
The results of the evaluation of the product component found information that all primary schools that were evaluated experienced
an increase in national exam scores when they became providers of inclusive education, meaning that inclusive in a school did not
affect the national exam scores. The social aspects of schools that have long held inclusive education show effective criteria, whereas
those that have only recently held inclusive education show less effective criteria. The results of the evaluation of the outcome
component found information that five districts of inclusive SD administrators evaluated had good outcomes, according to the
evaluation criteria.
The effectiveness of the implementation of inclusive education programs, at the elementary school level in South Kalimantan
province, is seen in the mapping of data obtained from the analysis of the context, input, process, product and outcome components.
The results of evaluating the implementation of inclusive elementary school education in 128 South Kalimantan in accordance to the
prototype of the Glikman quadrant.

Sub-district
South Banjarmasin
East Banjarmasin
West Banjarmasin
Central Banjarmasin
North Banjarmasin

Table 4 . Analysis of Glikman Quadrant Prototype per Sub-district.
Value Context
Valued
Input Valued Process Valued
Context
Context
Product Context
+,-,+,+,+,+,+,+,+
+,+,+,+
+,-,+,-,+,+,+,-,+,+,+
+,+,-,+,-,+,+,+,-,-,+,+,+,-,+,-,+,+,-,-,-,+,+
+,+,-,+,-,+,+,+,-,+,+,+
+,-

Valued
Context
+
+
+
+
+

Outcome

Based on the results of the mapping, it shows the CIPPO criteria. If they are converted into the Glikman prototype quadrant, the
effectiveness of the implementation of inclusive education programs lies in quadrant IV (fourth) or less effective which means that the
context component is effective, the input component is ineffective, the process component is effective, the product component is
ineffective, and the outcome component is effective. Thus, the implementation of an inclusive education program in elementary
schools in South Kalimantan Province is classified as less effective.
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4 CONCLUSION
Based on the results of the study, it was concluded that based on an evaluation of the input component, indicating the availability of
facilities and infrastructure, in general, had met the needs of all students. But the availability of special facilities and infrastructure for
children with special needs have not been adequate. The curriculum has been modified according to the characteristics of students.
Specific training for teachers in schools has not been distributed evenly. Schools also do not have GPK in accordance with their
competencies.
Based on the evaluation of the process components, teacher competence is sufficient in handling students with special needs, they did
it individually. Funding for program implementation in schools is still taken from the allocation of BOS funds. Based on the
evaluation of the product component, the impact of the implementation of the program lies in the development of students with special
needs’ achievements. Children with-special-needs’ academic and non-academic development is good enough hence 99% of children
with special needs can continue their education to a higher level.
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