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Abstract: During the implementation of the inclusive education policy in several countries in Association of Southeast Asian Nations
(ASEAN), the psychological health of special education teachers should be considered as a key success factor. This study explored
special education teachers’ perceived work stress (PWS), bio-psychological burn-out symptoms (BPS), and transformational teaching
(TFT) in inclusive education in Indonesia and Thailand. There were 177 Indonesian and 199 Thai teachers completing a series of
questionnaires that included BPS, PWS, and TFT. The results showed that BPS and PWS were high, whereas BPS and TFT were
significantly different across nations. No gender differences were found among both Indonesian and Thai teachers. Moreover, TFT
could be significantly predicted by positive age and negative work stress, which explained 8% of the variance among Indonesian
teachers (R2 =.08, F(4, 172) = 4.18, p <.01) and by positive age and negative burnout symptoms, which explained 6% of the variance
among Thai teachers (R2 = .06, F(4, 186) = 3.18, p <.05). Furthermore, inclusive education policymakers and stakeholders should be
aware of psychological health improvement including burnout symptoms and work stress, which negatively invade the role of TFT
among special education teachers in both countries.

Keywords: Burnout symptoms, inclusive education, special education teacher, transformational teaching, work stress.

To cite this article: Sujarwanto, Saroinsong, W. P., Boonroungrut, C., & Purwoko, B. (2024). Special education teachers’ perceived
work stress, burnout symptoms, towards adoption of transformational teaching in inclusive schools: A cross-country study between
Indonesia and Thailand. European Journal of Educational Research, 13(3), 1215-1226. https://doi.org/10.12973 /eu-jer.13.3.1215

Introduction

In the last three decades, inclusive education has changed regular education systems to address the needs of diverse
students (Xie et al., 2021). Within the inclusive philosophy, students with disabilities or special needs are placed within
mainstream classrooms without structural changes (Hehir et al., 2016). This notion has been declared by the United
Nations Salamanca Statement in 1994, which was signed by 92 member countries, and argues that inclusive schools are
the most effective means of combating discriminatory attitudes, creating welcoming communities, building an inclusive
society, and achieving education for all. The term has gained international attraction (Messiou, 2017). Inclusive education
has become a concern in research and professional practice and an urgent national education policy agenda. This notion
has been explored and expanded in various areas including psychology, pedagogy, and education. Moreover, it has been
linked to current initiatives in schools to respect diversity and an equitable society (Amor et al., 2019).

Literature Review

Special Education Teachers in Inclusive Education

The responsibilities and titles of special education teachers in inclusive schools vary across countries even in different
regions within the same country, for instance, academic supporting teachers, teaching coordinators, social counselors,
and school developers (Agaliotis & Kalyva, 2011; Goransson et al.,, 2017). Practically, significant differences in how
countries strive to promote inclusion exist encompassing specific obstacles faced by each country (Schwab, 2020). The
roles of special education teachers in inclusive education can be categorized into four main tasks namely direct teaching,
identifying and assessing students’ progress, collaborating and consulting, and supporting schools’ strategic planning
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toward inclusive practice (Dobson & Douglas, 2020). These individual tasks seem to overlap leading to heavy workloads
for special education teachers. Previous studies reported that the role of special education teachers comprises small
group teaching and co-teaching with main subject teachers. These teachers are also required to monitor and record
students’ progress. Additionally, designing individual teaching plans (e.g., individual education plans) to become general
consultants in regular classrooms and attend school development plans are defined as key professional performances
(Boonroungrut, Saroinsong, Eiamnate, & Sujawanto, 2022; Boonroungrut, Saroinsong, & Thamdee, 2022; Fitzgerald &
Radford, 2017; Goransson et al,, 2017).

Emanuelsson (2001) states that the role of special education teachers in inclusive education transforms from categorical
to relational aspects. In this sense, special education teachers not only support disabled students but also collaborate
with teachers to retain diverse learning in all classes. Prior research reported challenges for special education teachers
in inclusive education concerning the lack of knowledge support on disabilities and individual differences, heavy
workloads, and psychological distress during work. Knowledge of disabilities and individual differences is expected to
be fundamental for teachers in inclusive education. However, several studies have pointed out that they lack support
including material, administration, and professional development, especially in rural schools (Chao et al., 2017; Hamdan
etal., 2016; Magnusson & Goransson, 2019; Warman, 2021). Moreover, special education teachers are overwhelmed with
the workload of a substantial number of students in class (Kantavong et al,, 2017) and time limitations per task (Takala
etal.,, 2009). Special education teachers’ workload is often seen as a source of stress leading to burnout symptoms, which
are characterized by emotional exhaustion, depersonalization, and low personal accomplishment. In coping with the
previous studies, teachers’ stress and burnout were recognized as critical concerns because their psychological well-
being was threatened, and various physical and mental negative outcomes were produced (Park & Shin, 2020; Squillaci
& Hofmann, 2021)

Transformative Teaching in Inclusive Education

Transformative teaching has been originally derived from transformational learning theory, which is currently used in
pedagogical discussion. Through its concept, the classroom is recognized as an initial social organization in which
teachers and students work together inside and outside the classroom. This teaching method concerns helping students
evaluate their thinking skills. Its main components include idealized influence to indicate vision and ability, inspirational
motivation to develop confidence, individual consideration to provide individual feedback for personal growth and
intellectual stimulation to rethink students’ values and beliefs (Slavich & Zimbardo, 2012). Thus, teachers play a
significant role in establishing genuine and meaningful relationships with all students in their transformative classroom
(Boyd, 2009) Prior research found a positive association between transformational teaching (TFT) and student learning
outcomes at all educational levels, i.e., English skill improvement (Tahir, 2018)., discussion skills in students’ seminars
(Caraballo & Soleimany, 2019)., and learning effective team management (Ssegawa & Kasule, 2015). Through
transformative teaching, students’ emotional learning and psychological safety enchant their intentional changes (Jagers
et al,, 2019; Kwon et al., 2020). Hence, using relevant and meaningful knowledge for students’ lives becomes the core
transformative teaching concern.

The concept of transformative teaching seems to be a new paradigm for inclusive education (Murdoch et al., 2020).
Consequently, the obstacles to the practical implications of inclusive education concede that the reform is considerable.
Several special education teachers often face the uncertainty of the everyday working role in inclusive schools, especially
when they attempt to shift their practices to reframe special education teaching (Wiest & Kreil, 1995). Previous research
revealed some common barriers to performing TFT in special and inclusive education, mainly increasing workloads and
demands for accountability, shrinking school budgets, and increasing numbers of disruptive students (Gong et al., 2013).
According to Slavich and Zimbardo (2012), teachers’ low instructional efficacy would likely decrease students’ mastery
when transforming learning-related values, beliefs, and skills. Job burnout becomes a source of the teachers’ low efficacy.
Thus, the second research question hypothesized that stress might be a negative predictor of TFT among special
education teachers.

The Present Study

Since the implementation of the Salamanca Framework for Action in 1994, which is integral to Association of Southeast
Asian Nations’ (ASEAN) commitments toward inclusive education, the action has not yet fully executed and captured its
principles in this region. In August 2011, Indonesia announced itself to be the leader in the inclusive education field. The
main goal of inclusive education is to decrease discrimination against disabilities. Sixty areas (e.g., 12 provinces and 48
districts/cities) have been designated as inclusive education implementers as of 2015. In many regions of Indonesia, the
implementation of inclusive education has been quickly increasing and improving in United Nations Educational,
Scientific and Cultural Organization (UNESCO) estimates that such an implementation for children with special needs in
Indonesia would reach 65% in 2015 (Sujarwanto et al,, 2022). The Regulation of the National Ministry of Education
Number 70 of 2009 (also known as Permendiknas 70/2009) is Indonesia’s national policy on inclusive education. It is by
Law 20/2003 on the National Education System, which mandates comprehensive basic education for all citizens
(Mulyadi, 2017). The center for empowerment and training for teachers and education personnel in kindergarten and
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special needs education is responsible for providing training in each province. Currently, no compulsory pre-service
teacher training, only in-service available, is provided. Unfortunately, many teachers in rural areas have never been
trained (Hata et al,, 2021).

On the contrary, Thailand has just established a national policy for promoting inclusive education in 2022, and, it is an
initial step with a low impact on the existing educational system. Educational equity is the goal of inclusive education
focusing on decreasing the number of disabilities, inclusive concept integration, and school selection and evaluation.
Inclusive pilot school projects have been established in the past decade, yet the teachers’ well-being is not mainly
concerned by this action. In the practical concept, teachers who work with regular students must take the special
education training course to make the cooperation between teachers. However, Thailand has long struggled to find
enough special education teachers for both pre-service and in-service training (Sanrattana, 2010). Special education
teachers mostly have positioned in special education schools or centers, not in inclusive schools. Additionally, the
government currently provides resources to serve diverse needs in inclusive education only for students who possibly
cope in regular classrooms. Most schools in Thailand that accept children with special needs are integrated schools.
Although several schools called themselves inclusive schools, the inclusive services were not truly provided. That is,
students with special needs only participate with regular students in extra-learning activities (Vibulpatanavong, 2018;
Wong, 2020). Thus, these two countries declare the different inclusive education practices in the execution that possibly
impact special education teachers unrivaled.

To focus on psychological health, according to the previous research, the relationship between teachers’ gender, age,
stress burnout, and its outcomes has been regularly questioned and remains unclear. Several studies indicated no
significant difference between genders (Ghani et al., 2014); however, some others provided evidence that gender could
be a source of different degrees of work stress. Female teachers seem to perceive stress more than males (Sari, 2004;
Sarigam & Sakiz, 2014; Xhelilaj et al., 2021). In addition, younger teachers are more affected by work stress and burnout
than older teachers, resulting in a leave rate nearly twice as high as older teachers. Teaching experience is highly
associated with increasing age among older teachers (Billingsley, 2004; Nursalim et al., 2023; Zabel & & Kay Zabel, 2001).
As aresearch gap, the issue of stress and burnout symptoms among ASEAN special education teachers in inclusive schools
has still received little research attention.

Several countries are building their inclusive education policies. Different communities and cultures are likely to
construct inclusive pedagogies individually in the classroom. According to ongoing changes from the inclusive policy
implementation, special education teachers in inclusive education in Indonesia and Thailand have faced threatening
situations with heavy workloads, job role confusion, and lack of knowledge and support. This study aims to explore
special education teachers’ PWS, BPS, and TFT in inclusive education in Indonesia and Thailand with the following
research questions:

1. What are the differences in BPS, PWS, and TFT in terms of nation, gender, and age group among special education
teachers?

2. Can special education teachers’ demographic factors, BPS and PWS predict their role in transformative teaching?

This study provides a further understanding on insight into the perspectives of psychological health among special
education teachers in inclusive schools in both countries. The findings share practical implications for school
policymakers to ensure the needs and support of their teachers in inclusive education.

Methodology
Research Design

Concerning the impact of special education teachers’ demographic factors, BPS, and PWS on their role in transformative
teaching, the research will be quantitatively designed based on the results of multiple linear regression. In addition, the
research explores the impacts of those mentioned variables between two groups of participants, including Indonesian
and Thai teachers.

Participants

A total of 376 special education teachers who had experience in teaching 3-12-year-old students with special needs in
inclusive schools and education centers in Indonesia (n = 177) and Thailand (n = 199) were recruited. Schools and centers
were chosen randomly. Participants in each selected region were chosen using a clustered sampling technique. Consent
papers and all processes were informed after gaining permission from the principals using an online platform in
Indonesia and online and paper-based surveys in Thailand. The principals were informed about the research goal, which
would be useful during the pandemic in both nations between 2020 and 2021. All participants completed and returned
the questionnaires. Notably, Indonesian teachers were from 59 districts, and Thai teachers were from 36 districts. All
participants showed no difference in number analyzed by Chi-square indicating yZgender (1, n = 368) = .56, p = .45; xZage
(4,n=368) =248, p =.64.
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A total of 376 special education teachers were eligible to participate. Specifically, 177 teachers were from Indonesia
(47.07% of entry participles) and Thailand (52.93%). Most Indonesian teachers were female (79.66%) and 26-32 years
old (31.07%). Similarly, most Thai teachers were female (82.72%) and 26-32 years old (28.79%), as shown in Table 1.

Table 1. Demographic Information (n = 368)

Variable Indonesia (n = 177) Thailand (n = 191) Total
n % n %

Gender male 36 52.2 33 47.8 69
female 141 47.2 158 52.8 229

Age 18-25 14 40.0 21 60.0 35
26-32 55 50.0 55 50.0 110
33-39 39 47.0 44 53.0 83
40-47 20 42.6 27 57.4 47
> 47 49 52.7 44 47.3 93

Measures

BPS, which looked at the negative bio-psycho impact of individual experience with healthcare surveillance symptoms in
the past six months, was measured by a 12-item designed questionnaire. This measure aimed to assess the likelihood of
future mental health issues from the present bio-psycho symptoms as the result of occupational exhaustion,
depersonalization, and low personal accomplishment. Items were assessed on a seven-point Likert scale, with 1 equaling
every day and 7 equaling never. Sample items were ‘difficult falling asleep’, ‘tense muscles, sore neck and back’, and
‘eating too much or too little’. This measure was validated by content validation through expert agreement. The original
scale was written in Indonesian, which was translated to Thai by using a back-translation method. The study declared
Cronbach’s alphas at aindo = .84 and ahai = .87.

PWS, which identified the characteristics of work-related mental hazards, was measured by the 39-item work-related
stress questionnaire. It was created with the goal of improved monitoring and regulating the health and safety of
employees. This scale was selected because the context of policy implementation was asked in several items. [tems were
scored on a five-point Likert scale, with 1 equalling never and 5 equalling always. Sample items were ‘I have a clear idea
about what is expected of me at work’ and ‘My colleagues are willing to listen to my work-related problems.” The CFA
good-fit model validation presents y2/df = 1.68, p =.06, CFI =.70, TLI = .74, RMSEA =.06. A back-translation method was
used to translate the scale into Indonesian and Thai. Cronbach’s alpha was determined to have high reliability, that is,
alndo = .81 and aThai = .81 (Unite the Union, 2012)

TFT was assessed by a 16-item questionnaire, which analyzed attitudes toward TFT. This scale was designed to assess
idealistic influence, inspiring motivation, individualized concern and intellectual stimulation. The item was assessed on
a four-point Likert scale, with 1 indicating strong disagreement and 4 suggesting strong agreement. Sample items were
‘l am certain I can master the skills taught in the class this year’, ‘1 have a say regarding what skills | want to practice’ and
‘I can interact with students in the meaningful action very well’. The CFA good-fit model validation presents 2 /df =
11.23, p < .01, CFI = .94, TLI =.92, RMSEA = .06. The original scale was written in English and then back-translated into
Indonesian and Thai. Cronbach’s alpha was determined to have high and medium reliabilities, that is, alndo = .92 and
aThai =.78 (Beauchamp et al.,, 2010).

Data Analysis

Univariate, bivariate, and multivariate analyses were adopted using IBM-SPSS statistical software (MAC OS version 23).
All measured reliability coefficients were acceptable with values above .70. The skewness and kurtosis ranged with the
normality criteria. In addition, Kolmogorov-Smirnov normality test was performed to confirm normal data distribution.
To explore the differences in nation and gender as determinants of the frequencies of BPS, PWS and TFT, an independent
sample t-test was conducted. ANOVA was performed to identify differences in age group as a determinant of the
frequencies of BPS, PWS, and TFT. These three statistical analyses were employed because they could delineate means
by using a Likert-type scale, implying that parametric statistics could be applied with Likert data. The scale scoring
system in BPS and PWS was adopted by the global perceived effect from the chronic symptom studies of Van Boxem et
al. (2015), for a seven-point Likert scale and Terano (2015), for a five-point Likert scale.

In addition, multiple regression analysis was employed to determine the most appropriate model for predicting TFT
based on gender, age, BPS, and PWS. The variance inflation factor (VIF) was used to confirm that multicollinearity did
not affect the result from the studied variables (.92 < VIF < 1.01). Cohen’s d and f2 were provided and interpreted in
accordance with Cohen’s (1988, as cited in Selya et al., 2012). Thus, the model met the basic assumptions required to
perform multiple regression analysis. The statistical significance level was set at p <.05.
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Findings
The Preliminary Study

The BPS mean scores for the entire samples among Indonesian and Thai were 5.33, standard deviation (SD) = 1.05; 5.94,
SD = 0.78 and 4.77, SD = 0.96. Among Indonesian teachers, the related symptoms with higher mean scores than the
average were sleep problem, restlessness, itching, headache, bouts of anger, diarrhea, cramp, gas, constipation, and
anxiety. Among Thai teachers, the symptoms that reported higher mean scores than the average were fatigue, anxiety,
worry, difficulty falling asleep, bouts of anger, boredom, depressive feeling, and eating too much or too little. According
to the scoring system, although Thai teachers reported the floor of the worse level, the overall scores were in the range
of a little worse. The PWS mean scores for the entire samples among Indonesian and Thai were 3.33, SD = 0.29; 3.33, SD
=0.32 and 3.33, SD = 0.27. These scores were interpreted as moderate work stress levels. The TFT mean scores for the
entire samples among Indonesian and Thai were 3.28, SD = 0.30; 3.11, SD = 0.26 and 3.43, SD = 0.25.

Individual Differences in Teachers’ Gender, Age Range, and Nation

Table 2 presents the significant differences in the BPS, PWS, and TFT frequencies according to country comparison.
Significant differences were found in BPS and TFT. Indonesian special teachers in inclusive schools had an overall mean
of BPS higher than Thai teachers, with condition t = 12.81, p <.01, d = 1.33. Thai teachers declared TFT-related attitudes
higher than Indonesian teachers, with condition ¢t = -11.99, p < .01, d = 1.25. The remaining measure did not show
significant differences concerning the nation. A significant difference was also not found concerning gender in the three
studied variables in Indonesian and Thai teachers (see Table 3). Thus, the mean scores of BPS, PWS, and TFT between
males and females were the same.

A significant difference was observed in TFT according to the age difference among Thai teachers, with condition F(4,
186) = 2.72, p = .03, d = .23. The Tukey HSD post hoc test revealed that teachers aged between 44 and 47 reported
significantly higher means of TFT than teachers aged between 26 and 32; the condition mean difference is.17 and p =.02
and those aged between 18 and 25 had a condition mean difference of .19, p =.05. The remaining age group did not show
significant differences. Table 4 portrays no significant difference in the three studied variables among Indonesian
teachers.

Table 2. Results by Nation Comparison

Country/ Variable Entire Sample Indonesia Thailand t P
(n =368) n=177) (n=191)
M SD M SD M SD
BPS 5.33 1.05 5.94 0.78 4.77 0.96 12.81 <.01
PWS 3.33 0.29 3.33 0.32 3.33 0.27 0.16 .87
TFT 3.28 0.30 3.11 0.26 3.43 0.25 -11.99 <.01

BPS: Frequency of Bio-psycho Burnout Symptoms; PWS: Perceived Work Stress; TFT: Transformative Teaching

Table 3. Results by Gender Comparison

Variable/Gender Male Female t p
M SD M SD

Indonesian Sample

BPS 6.07 0.74 591 0.78 1.13 .25
PWS 3.34 0.44 3.33 0.28 0.16 .86
TFT 3.11 0.27 3.11 0.26 0.08 .93
Thai Sample

BPS 4.68 0.94 4.79 0.97 -.60 .54
PWS 3.36 0.26 3.32 0.27 0.79 43
TFT 3.47 0.25 3.43 0.25 0.88 .37

BPS: Frequency of Bio-psycho Burnout Symptoms; PWS: Perceived Work Stress; TFT: Transformative Teaching

Table 4. Results by Age Comparison

. 18-25 26-32 33-39 40-47 > 47
Variable/Age M _sb__M _sOD_M _sb_M _sob__M__sp_ " p
Indonesian Sample
BPS 535 073 6.04 063 596 070 6.02 090 595 089 239 .06
PWS 327 028 335 033 332 026 336 045 333 031 0.24 91

TFT 298 017 3.08 026 316 028 3.07 021 316 028 191 A1
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Table 4. Continued

. 18-25 26-32 33-39 40-47 > 47
Variable/Age M SD M SD M SD M __ SD M SD F P
Thai Sample
BPS 490 075 482 095 447 1.0 490 089 486 10 138 .24
PWS 335 025 329 024 330 029 337 023 336 032 081 .52
TFT 337 025 339 028 342 019 357 024 344 025 272 .03

BPS: Frequency of Bio-psycho Burnout Symptoms; PWS: Perceived Work Stress; TFT: Transformative Teaching

Prediction Model of Transformational Teaching

Table 5 shows the regression model of teachers’ gender, age, burnout symptom, and work stress toward TFT.
Significantly positive correlations in age and negative correlations in PWS were found among Indonesian special
education teachers in inclusive schools. Significantly positive correlations in age and negative correlations in BPS were
observed among Thai teachers. Multiple regression analysis indicated that PWS was the strongest negative predictor of
TFT among Indonesian teachers, presenting Cohen’s f-square effect size at .09, whereas BPS was the strongest negative
predictor of TFT among Thai teachers, presenting Cohen’s f-square effect size at .06, with condition R? = .08, F(4, 172) =
4.18, p <.01 and R? =.06, F(4, 186) = 3.18, p < .05, respectively.

Table 5. Multiple Regression Analysis in Relation to TFT

Variable Pearson Standard Partial Regression Coefficient
Correlation
r p B t p
Indonesian Sample
Gender -.06 46 .01 22 .81
Age 14 .02 14 2.01 .04
BPS -.02 .34 -.01 a1 91
PWS -.25 <.001 -.25 3.52 <.001
R? .08 <.01
Adjusted R? .06
Thai Sample
Gender -.06 .18 -.06 -97 .33
Age 14 .02 15 2.10 .03
BPS -17 <.001 -.17 2.48 .01
PWS -.06 16 -.08 -1.17 24
R? .06 .01
Adjusted R? .04

BPS: Frequency of Bio-psycho Burnout Symptoms; PWS: Perceived Work Stress; TFT: Transformative Teaching

Discussion

This study aimed to determine differences in the frequencies of BPS, PWS, and TFT according to teachers’ nation, gender,
and age group. This research also aimed to explore factors predicting TFT among special education teachers in inclusive
schools in Indonesia and Thailand. The results indicated that Indonesian teachers held significantly higher mean scores
on BPS but scored lower TFT than Thai teachers. According to age comparison, Thai teachers in the 44-47 age group
reported significantly higher TFT than those in the 26-32 age group. Additionally, in the regression analysis, the study
found the presence of positive age and negative PWS as independent predictors of TFT among Indonesian teachers, and
positive age and negative BPS as independent predictors of TFT among Thai teachers. Although these effect sizes seemed
small, those predictive values remained remarkably significant.

According to Mulyani et al. (2021), the ratio of Asian special education teachers with burnout symptoms was higher than
those in other world regions. The univariate results suggested that the overall BPS and PWS scores were critically high.
These findings were consistent with previous studies that explored unhealthy psychological stress in various special
teacher populations in Asia, including teachers from India (Gincydyas & Anandarajan, 2018), Singapore (Rajoo, 2020),
Hong Kong (Chao et al,, 2017), United Arab Emirates (Bataineh & Alsagheer, 2012), and China (Fu et al,, 2021). These
works might support the claim statement of Mulyani et al. that the improvement of working conditions for teachers
working with special needs children should be a concern because these teachers took extra efforts and emotions into
their job higher than typical teachers.

Thailand had just issued an inclusive education policy. The empirical findings on inclusive teaching methods and Thai
special education teachers’ psychological reports were limited to local unpublished classroom reports or case studies. In
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Indonesia, issues related to special teachers’ high burnout and low competence in applying inclusive teaching methods
had been noted in various published studies among Indonesian inclusive educators. This study resonated with prior
research regarding the implementation of the inclusive education policy as an educational service for children with
special educational needs and disabilities. This policy was under Indonesia’s Constitution and National Education Law
Number 20 of 2003 which highly challenged teachers’ understanding of the characteristics of children with special needs
and the implementation of teaching methods for all students in inclusive education. Kantavong et al. (2017) reported that
special education teachers in Indonesia experienced exhaustion higher than Thai teachers because Indonesian teachers
received neither support nor assistance in inclusive classrooms. Indonesian special education teachers encountered
barriers in teaching, such as a lack of updated knowledge on disabilities and individual differences and resources to
develop their competency, a huge load of students in a class, and difficulties in curriculum modifications, and academic
assessments (Kurniawati, 2021; Oo & Boonroungrut, 2017; Siregar & Simorangkir, 2021). In addition, some areas were
obstacle-ridden with few special education teachers. Training general teachers was applied to being inclusive teachers,
however, these trained teachers reported difficulties in educating children with disabilities (Hata et al., 2021).

Considerably, Indonesian participants in the present study mostly worked in region-centered provinces, outside the
capital area, especially in the east part of the country, compared with Thai participants who worked in or near the capital.
This demographic concern might have emerged because of the different national policies. 12 provinces and 48
districts/cities in Indonesia have been targeted as inclusive education implementers since 2015. The main inclusive
schools in Thailand were public schools mostly located in Bangkok and nearby cities. As noted by the Office of the
Education Council of Thailand, the unpractical policy and the under supervision of the central authorities were the major
problems affecting the success of inclusive education implementation in other regions in Thailand. Disparities existed in
special education teacher development and support between teachers from rural and urban regions.

On the contrary, a report showed that experienced teachers who had higher classroom management skills for working
with students with special needs favored inclusion (Kurniawati et al., 2012). Possibly, providing intervention to enhance
substantial knowledge and skill of students with special needs might be a solution, which released burnout with negative
BPS. Undoubtedly, previous training courses declared significant impacts on teachers’ self-efficacy and emotional
support for teaching in inclusive education (Chao et al., 2017; Hamdan et al., 2016; Warman, 2021). By contrast, Western
inclusive teachers who completed training or university degrees in special education seldom reported emotional
confusion in previous studies (Cameron et al., 2018).

TFT referred to teachers’ and students’ dynamic relationship creation to maximize students’ potential and personal
growth by intellectual coaches, providing modeling and proficiency experiences, challenging students, and encouraging
them (Slavich & Zimbardo, 2012). The link between special education background and TFT for students had already been
established. Xie et al. (2021) determined that teachers with good attitudes in inclusive education could be a key success
in TFT. However, teachers could face three stages of change moving from confusion to conflict among multiple jobs before
being professionalized. Similarly, Gong et al. (2013) found that transformational educational leadership was negatively
related to teachers’ emotional exhaustion and depersonalization. Therefore, role and work confusion, cooperation with
teachers who knew little about disabilities, multiple workloads, and overlapped roles could lead to work stress and then
affect the quality of their implementation of TFT methods among teachers in both countries. A brand-new profession
without preparation including forced positioned teachers by school authorities or not special education background
assistant teachers could affect teachers’ readiness and willingness to perform transformational teaching in an initial step.
In addition, undergraduate courses related to special needs children in teacher education programs had not yet been
achieved, especially in Thailand. Therefore, the new graduates without special education backgrounds always reported
that they had no skills or knowledge to interact with those children. In the sense of cooperation between general teachers
and special education teachers, TFT development hardly occurred as same as the evidence of TFT scores from this study.
Importantly, the curriculum development process for teacher education at the university level should support future
change following the inclusion movement (Janejitvanich, 2019; Kongprajak, 2020).

The preceding findings through regression analysis seemed to indicate that the prediction of teachers’ age and BPS or
PWS toward TFT was substantial among the two groups of teachers. The results remained significant in prediction,
supporting previous reports that highlighted the potential adverse effects of stress and related symptoms over the role
of teachers during a teaching method implementation (Cancio et al., 2018; Hester et al., 2020). However, when age was
added to the model, the prediction became significantly positive in both groups of teachers. That is, age might be related
to the experience that enhanced a sense of competence. Kumi-Yeboah and James (2012) agreed that transformative
teaching experiences helped teachers become responsible and exercise discretionary judgment. Teachers agreed that the
capacity to reflect on previous experiences inspires them to work with colleagues collaboratively and be supportive.
Considerably, providing teaching services identified in Indonesian and Thai inclusive classrooms seemed to differ
depending on policies launched and types of disabilities, for instance, Thailand included students with learning
disabilities whereas Indonesia included students who were physically disabled (Kantavong et al., 2017; Kurniati &
Widyastono, 2021). Overall, the present study confirmed the level of work stress and its burnout symptoms among
teachers in inclusive schools in Indonesia and Thailand. Focusing on intervention programs that aim to boost and support
teachers’ needs might be the target for their psychological health and teaching method towards student outcomes.



1222 | SUJARWANTO ET AL. / Work Stress, Burnout Symptoms, Towards Adoption of Transformational Teaching

Conclusion

This study provides initial evidence concerning work stress and burnout symptoms to all special education teachers in
inclusive schools. This can be a disadvantage to transformative teaching in advance. Thus, strengthening support might
aid teachers to be active and teach well, contributing to overall children with special needs. Despite the limitations of the
study, its practical implications lead to the awareness of improving teachers’ psychological health, including bio-psycho
burnout symptoms and work stress in inclusive schools. Policy stakeholders can boost the understanding of clear roles
and development purposes. Preparation programs including training on individual differences and disabilities can affect
teaching quality in inclusive education.

Recommendations

By exploring the impact of the special education teachers’ demographic factors, BPS, and PWS on their role in
transformative teaching, the study sparks further research in the field of psychological health among special education
teachers to improve more comprehensive teaching methods in inclusive education in Indonesia and Thailand where the
inclusive education policies have been launched in the recent years. Based on the present results, it is recommended that
special teachers working in inclusive schools should learn to release working stress and emotional management.
Research on improving teachers’ abilities to manage their emotion as intervention might be important. This skill might
prevent teachers from possible future illnesses physically and mentally that might impact their teaching.

Limitations

Alongside the contribution of this study to the literature on work stress and TFT among special education teachers in
inclusive education, several caveats must be considered when interpreting the results as the following limitations.
Regarding two medium size samples, special education teachers recruited in this study were from different city natures:
Indonesian teachers mostly from the region-centered provinces and Thai teachers mostly from the capital and suburbs.
According to the small effect size from the regression model, implementation of the result should be a concern for this
point. The research was conducted during the COVID-19 pandemic (Boonroungrut, Saroinsong & Thamdee, 2022),
therefore, different outcomes might occur in other normal times. Moreover, the use of a single latent measure to assess
the studied variables might demote the importance of the subscale. In addition, CFI and TLI indexes of PWS indicated
only acceptable, not good fit for CFA validation. The demographic variable on teachers’ working years is removed because
the answers are counted in different systems between schools, positions, and countries. Furthermore, due to the
limitation of data received and the design, no controlled variable was included in the regression analysis. The future
research should concern several potential third variables such as school area, teacher’s educational background, working
experience, and training hours etc.
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