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Abstract 

Since implemented in the education system, stigma in teaching sexuality education 

still surrounds Special Education teachers. Hence, the assumption of prejudice 

among female teachers is far from being explored. To discuss the differences in 

knowledge, practices, vision, attitudes, and commitment of teachers teaching 

sexuality of students with intellectual disability (ID) based on location and 

experiences to find better solutions for the students with ID. This study measured 

knowledge, practices, attitudes, vision, and commitment with a questionnaire on 

demographic data intended to evaluate the implementation of sexuality education 

among teachers. In this study, a two-way MANOVA test was conducted to identify 

differences in knowledge, practices, vision, attitudes and commitment based on 

location and experience. Teachers’ reflections on teaching sexuality education for 

students with ID show mixed viewpoints; younger teachers feel unprepared to teach 

the subject rather than experienced teachers. The results found that all the hypotheses 

were rejected, contributing to knowledge, practices, attitudes, vision, and 

commitment to implementing sexuality education. There are differences based on 

location or experience. Teachers’ reflection on sexuality education is crucial to 

consider since they will provide important information as to the solution in which 

direction for education setting to provide a more significant impact better quality 

education for students with ID.  
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1.0  Introduction 

Teacher evaluation for the reflection 

towards Sexuality Education (SE) is 

important because each student with ID 

deserves to receive SE for their growth, 

contributing to self-accepting, well-

being, psychological, sociological, and 

physical development. The study of 

Omar et al. (2020) and Doyle (2021) 

found that some of the issues in SE are 

about the reflection of teachers who 

teach students with ID in classrooms. 

This study aims to measure the 

relationship of teachers’ reflection in the 

implementation of sexuality education in 

schools under the Ministry of Education 

of Malaysia setting. 

Shariza’s (2008) findings on the aspects 

of teachers' reflection about sexuality 

education for adolescents with learning 

disabilities are negative due to a lack of 

knowledge and skills about sexuality 

education. However, the negative results 

of teachers' reflection towards sexuality 

education were reported in Africa (Orji 

& Esimai 2003; Pokharel, Kulczycki & 

Shakya 2006), North America (Barr et al. 

2014; Cohen, Sandra Byers & Sears 

2012) even in the context of the current 

study (Manzano & Jerves 2018). This 

factor is a critical factor that became a 

challenge implementingsexuality 

education. 

 

Research shows that training to teach 

certain content can improve knowledge, 

perceived importance, self-efficacy, and 

comfort in teaching that content, and 
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students have shown options for the sex 

of knowledgeable, professional and 

comfortable educators handling 

"sensitive" issues (Eisenberg, Wagenaar 

& Neumar 1997; Allen 2009). Pre-

service and training teachers in various 

subject areas reported that the higher 

their knowledge and skills about health 

education, the more prepared and 

efficient they felt to teach it.  The 

findings also occur among classroom 

health teachers: a higher level of training 

and experience in health education is 

associated with a feeling of competence, 

confidence and comfort in fulfilling their 

role requirements (Jacobs & Wylie 1990; 

Vamos 2007; Wight & Buston 2003). 

Sexuality education is probably the most 

sensitive topic in health education; 

Lindau and colleagues found that 

training in sexual health is a significant 

predictor of comprehensive teaching 

sexuality education and covers more 

sexual health topics.  

 

2.0  Objectives  

The purpose of this study is to investigate the 

differences in evaluation for aspects of 

knowledge, practices, vision, attitudes, and 

commitment based on the teachers’ experience 

and location. This study also views the 

relationship of knowledge, practices, vision, 

attitudes, and commitment of teachers’ 

reflection in implementing sexuality education 

in schoosl under the Ministry of Education of 

Malaysian setting. This study uses hypotheses;  

Ho1b: There is no difference in reflection 

assessment for knowledge, practice, 

vision, attitude and commitment based 

on experience. 

Ho1c: There is no impact of the 

interaction between location and 

experience for context assessment of 

knowledge, practice, vision, attitude and 

commitment. 

Ho1c: There is no impact of the 

interaction between location and 

experience for context assessment of 

knowledge, practice, vision, attitude and 

commitment. 

3.0 Literature Review  

Sexuality education for students with ID 

is the only way to educate vulnerable 

children to take care of themselves and 

prevent them from being involved in 

sexual activities that could harm 

themselves. Whereby knowledgeable 

and skilful teachers are needed to achieve 

the vision. Teacher knowledge is one of 

the important elements in SE, and the 

lack of teacher knowledge can cause of 

inappropriate attitudes among their 

teachers (Warraitch et al., 2021). When 

these two factors combine, there are 

issues such as teachers considering 

students with ID in high school already 

learning what they need to know while in 

elementary school (Ketting et al. 2016). 

In the Tsuda et al. (2017) study 

conducted in Indonesia, teachers saw that 

students with ID in high school had 

mastered self-management skills 

compared to students with ID in 

elementary school, so SE was not 

emphasized in the curriculum in 

Indonesia. When the teacher ignores the 

SE, this affects the carrying and self-

protection of the students with ID itself. 

This resulted in a case related to the high 

case of sexual misconduct and was noted 

in the report of the relevant party (Haja 

Mydin et al. 2016; Norsaleha et al. 2018). 

 

The Slavin model was chosen because it 

was an effective learning model that 

improved from the Model Caroll with 

flaws in certain aspects. According to 

Caroll (1963-1989), five factors that 

influence effective teaching is 

understanding, attitude, opportunity, 

perseverance, and quality. Thus Robert 

E. Slavin (1995) produced a new 

effective teaching model that focuses on 

only four teacher teaching factors. 

Effective teaching is the appropriateness 

of teaching levels, qualities of teaching, 

time allocation and incentives. The 

model itself aligns with the SE 

assessment study focused on teachers. 

 

The Social Welfare Department (2018) 

recorded that the crime rate in Selangor 

was the highest at 1910 cases from 6274 

cases nationwide compared to Perlis with 

only 43 cases and Kelantan 66 cases. 

Selangor represented the urban location, 

while Perlis and Kelantan represented 

rural locations. This difference becomes 
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a measure of differences and links 

between location and crime rates (Ihwani 

et al., 2016). Hence, in this study, 

researchers used the CIPP (Context, 

Input, Process and Product) model by 

Daniel Lee Stufflebeam (1971) to 

evaluate the implementation of SE. 

These four constructs are also associated 

with teacher experience factors and the 

location of teachers’ teaching. 

 

Various efforts have been made to 

provide a medium of teaching to 

students, including the construction of 

PS teaching modules produced from 

various researches (Ang Chai Tin 2014; 

Shariza Said 2017). Alijah Ujang et al. 

(2015) reported that the Ministry of 

Education (MOE) has collaborated with 

the United Nations Population (UNFPA) 

to finance a project undertaken by the 

Federation of Family Planning 

Associations of Malaysia (PPRKM) in 

2003. The Adolescent Reproductive 

Health Module was built and adopted as 

a syllabus in the teaching curriculum 

under the cross-curriculum elements in 

the subjects of Physical Education. Ang 

Chai Tin (2014) has introduced a 

sexuality education learning problem 

module used to train teachers at the pre-

service level.  Shariza Said (2017) has 

introduced a training module for primary 

school teachers of special education 

integration to enhance teachers’ 

knowledge. The modules produced were 

also tested to identify usability by several 

primary school special education 

teachers for pupils aged 7 to 14 years old 

in Self-Management and Behavioural 

Management subjects. 

 

Since 1989 there has been a revolution 

and transformation in the 

implementation of SE at the national 

level to the school level, including in the 

special education system (Ang & Lee 

2013; Azizah Jaafar et al. 2012). From 

the term 'Sex Education' in 1992 to 

'Reproductive Education and health, 

which is still used to date (Syaza 

Kamarudin 2009). The issue is still 

concerning the teachers’ implementation 

of SE, which affect the future. SE has 

been integrated into the mainstream 

education system by the Ministry of 

Education (MOE) since 1989 for 

secondary school pupils and primary 

school pupils. The subject has been 

taught since 1994 (Connell & Elliott 

2009; Hushim Salleh et al. 1992; Laywah 

2013). According to the Ministry of 

Education, subjects related to the 

biological, sociocultural, psychological, 

and spiritual aspects of sexuality have 

been introduced to pupils as part of the 

syllabus in language, science, biology, 

Islamic education and moral education 

subjects. Initially, a module related to 

PSE was known as Family Health 

Education (1989-2002) and later 

changed to Sexuality Education (2003-

2005). The term "sexuality" brings a 

negative connotation to the conservative 

society in Malaysia. Thus, the term 

Reproductive and Social Health or 

Reproductive and Social Health 

Education (PEERS) has been used since 

December 20, 2006. Initially, PEERS 

was part of Physical Education and 

Physical Health, but since 2011, Health 

Education has been taught as a 

specialized subject (MOE 2012).  

 

Aderemi (2013), in her study, pointed to 

a knowledge gap in teachers' willingness 

to deliver SE to students with IDs in 

Africa. The study reported teachers’ 

opinions who considered students with 

ID to be 'hypersexual' and unable to have 

intimate relationships. Students with ID 

are reported to be at risk of HIV infection 

due to sexual abuse, sexual activity and 

low SE knowledge. Teachers expressed 

confidence in providing sexuality 

education but lacked the skills to deliver 

relevant information to ID students other 

than limited teaching strategies. Training 

and guidance can overcome negative 

attitudes and low teacher skills in 

delivering SE to students with ID. In 

Malaysia, as a country whose official 

religion is Islam, several things guide the 

implementation of sexuality.  

 

The implementation of Sexual Education 

for students with ID in the classroom is 

carried out in core subjects, namely in 

Physical Education and Health. The 

curriculum explicitly built for the 
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students began to be taught by form 2 

teachers (Curriculum Development 

Section 2016). The same aspect is also 

applied in sports for levels 3, 4 and 5 in 

high school. A list of core subjects and 

teaching hours per week of KSSM 

special education of learning is attached 

in the following Table 1.1.  

Table1.1   List of Core Subjects of KSSM Education for Special Education Learning 

Lis

t 

Core Subjects Maximum Period of a Year 

(Student with moderate 

level of disabilities) 

Form 1 Form 2 Form 3 Form 4 Form 5 

1. Malay Language 

(Communication) 

48 48 48 48 48 

2. English for 

Communication 

32 32 32 32 32 

3. Mathematics 32 32 32 32 32 

4. Science, Social and 

Environmental Education 

32 32 32 32 32 

5. Islamic Education/Moral 

Education 

80 80 80 80 80 

6. Physical Education and 

Health Education 

48 48 48 48 48 

7. Visual Arts Education 32 32 32 32 32 

8. Music Education 

9. Self-Management 64  

 Implemented according to the choice of students with school approval. 

Source: Curriculum Development Division (2017) 

 

The health education component 

began to introduce the content of 

Reproductive and Social Health Education 

(PEERS). According to the attached 

figure, the minimum time allocation is 48 

hours, during which the implementation of 

SE is inserted in the subjects of Physical 

Education. An example attached is for a 

moderate level of students with ID. 

 

Figure 1.1  Implementation of Sexuality Education Methods (Special Education Division, MOE 

2018) 

 

Using current position allocation for 
vacancy

1 classroom = 8 Students with ID 
*School administrator woud apply 

for class expansion if nesessary

For students with severe 
conditions, teachers allocation is 
subjected to the established norm 

available

Assesment Method - Using School-
Based Assessment
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Figure 1.1 shows the 

Implementation of Sexuality Education 

(PPS) method conducted in the classroom 

integration as recommended in the 

Guidebook on the Operation of the 

Integration Special Education Programme, 

which states that the number of teachers is 

in accordance with the existing post 

allocation. This means that one classroom 

consists of 8 students with an ID according 

to a ratio of students : teacher; 2 : 1-6.5 and 

subject to the established norm. Teachers 

should use the School Assessment method 

to identify the level of pupils to determine 

the appropriate techniques and teaching. In 

addition, PPKI teachers also need to 

prepare the Annual and Daily Teaching 

Plan according to the appropriate 

pedagogy, then build the IEP (Individual 

Educational Plan) collectively.  

In his report, Bandura (1977) 

showed a significant relationship between 

self-efficiency and achievement of 

performance in teacher teaching. Thus, it 

can be concluded that the theory and 

research on this efficacy affect the 

teacher’s motivation and vision. Bandura 

(1977) also stated that teachers with high 

self-efficiency are predicted to work more 

diligently, despite obstacles and 

difficulties, than teachers who have doubts 

about their abilities.  

In the context of the teacher, 

Welch (1995) that the teacher's self-

efficiencies can be improved through the 

success achieved.  Meanwhile, the failures 

faced can cause the self-reliance of 

teachers to be   underestimated due to the 

fact that failures lead to the existence of a 

single consideration or negative thoughts 

towards a person's ability to preach in his 

teaching procession and learning.     Ini's 

statement is also supported by  Tschannen-

Moran and Woolfolk-Hoy (2002) also  

explained that the opportunity that a 

teacher with experience has in carrying out 

his daily tasks for the long-term allows 

them to  have a higher level of self-efficacy 

than the inexperienced teachers involved 

in the  world of education, where they are 

still learning to master themselves in 

managing classrooms and sharpen their 

teaching strategies. 

3.0 Methodology 

This is a quantitative study using the survey 

method. The research instrument is a 

questionnaire that has been adapted from 

several previous studies and divided into 

several parts, namely: Part I - 

Demographics and Part II Practice (22 

items), Support (23 items), Planning (18 

items), and Outcome (11 items). 

Descriptive statistics are used to view and 

elaborate thoroughly on respondents, such 

as location and experience. The study 

participants were 516 special education 

teachers from 96 secondary schools from 

different states in Malaysia. The data 

collected was then analyzed using 

descriptive statistical analysis involving 

mean and standard deviation, and the mean 

interpretation score was indicated as 

follows. 

Table 4.1: Interpretation of Mean Score 

Scale Range Interpretation 

1.01– 2.00 Low 

2.01 – 3.00 Moderately Low 

3.01 – 4.00 Moderately High 

4.01 – 5.00 High 

Source : Nunally (1978) 

 

5.0   Result 

Table 5.1: Demographic Profile  

Profile Demography Frequency % 

Special 

Education 

Teacher 

PPKI High School 518 100 
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Gender Man 

Woman 

69 

449 

13.3 

86.7 

Teaching 

Experience 

1-5 Years 

6-10 Years 

11-15 Years 

39 

154 

171 

7.5 

29.7 

33.0 

 16-20 Years 51 9.8 

 20 Years Up 103 19.9 

Age 20-30 Years 

31-45 Years 

46 and up. 

59 

350 

109 

11.4 

67.6 

21.0 

            Options  Special Education /Special 

Recovery 

362 69.9 

 Not a special education 156 30.1 

Education Stage  STPM 9 1.7 

 Diploma 14 2.7 

 Bachelor's Degree 404 78.0 

 Master's Degree 88 17.0 

 Doctoral 3 0.6 

Location Uban 284 54.8 

 Rural 234 45.2 

 

 

Based on Table 5.1 above, the 

demographics of the respondents in this 

study consisted of 69 male teachers 

(13.3%) and 449 female teachers (86.7%). 

In terms of teaching experience, a total of 

39 people (7.5%) had 1 to -5 years of 

experience, 6 to -10 years of 154 (29.7%), 

11 to -15 years of experience of 171 people 

(33%) of 51 (9.8%) people with 16-20 

years of experience and 103 (19.9%) with 

20 years of experience involved in this 

study. In terms of age, the study involved 

350 people (67.6%) aged 31-45 years, 59 

people (11.4%) aged between 20-30 years 

old, and 109 years old (21%) teachers aged 

46 years and above. A comparison of the 

five variables based on location and 

experience is made using the Two-way 

MANOVA to test the following three 

hypotheses simultaneously; 

 

 Is there a difference in context assessment 

for knowledge, practice, vision, attitudes, 

and commitment based on location and 

experience? 

Ho1a: There is no difference in context 

assessment of knowledge, practice, vision, 

attitude and commitment based on 

location. 

Ho1b: There is no difference in context 

assessment of knowledge, practice, vision, 

attitude, and commitment based on 

experience. 

Ho1c: There is no impact of the interaction 

between location and experience for 

context assessment of knowledge, 

practice, vision, attitude, and commitment. 

 

To test hypotheses to identify differences 

in context assessment based on location 

and special education teaching experience, 

the Two-way MANOVA test was 

conducted. Before the Two-way 

MANOVA analysis was conducted, 

researchers first confirmed that the data 

was normal and homogeneous. 

Researchers conducted normality tests 

such as the following schedule to verify 

that the data is normally scattered.  

 

Table 5.2 Normalization Tests of Context Assessment  

Reflection 

Evaluation 

Skewness Kurtosis 

Value HERSELF With Value HERSELF With 

Knowledge -0.171 0.107 -1.598 -0.056 0.214 -0.261 

Practices 0.176 0.214 0.822 0.399 0.214 1.864 

Vision -0.138 0.107 -1.289 -0.155 0.214 -0.724 
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Attitude -0.153 0.107 -1.429 0.016 0.214 0.074 

Commitment 0.051 0.107 0.476 0.369 0.214 1.74 

  

 

Table 5.2 above shows that the whole aspect is 

normally scattered with a value of Z in the range 

of ± 1.96. Before the Two-way MANOVA 

analysis was conducted, researchers determined 

the homogeneity of the variance-covariance 

matrices using Box's M test, which is important 

to determine the equine-covariance-variant in 

the circle of variable is equal or vice versa. The 

Two-way MANOVA analysis is shown in Table 

5.3.  

 

Table 5.3 Analysis of Two-way MANOVA in Reflection Evaluation based on Location and Experience 

 

Effects 

Wilks' 

Value(l) 

F-

value 

D.K. 

Among 

Groups 

D.K. In the 

Group 

Sig stage. 

Location 0.994 0.567 2 515 0.725 

Experience 0.931 0.931 5 512 0.015 

Location*Experien

ce 

0.954 0.954 5 512 0.246 

Based on Table 5.3, it is found to 

compare the mean score of knowledge, 

practice, vision, attitude, and commitment 

based on the location of Wilks' values λ = 0.994, 

F(2, 515) = 0.567 and p=0.725 (p>0.05). This 

indicates that the first hypothesis (Ho.1a) failed 

to be rejected, i.e., there are no differences in 

reflection evaluation of aspects of knowledge, 

practice, vision, attitude and commitment based 

on location.  

For the comparison of the mean score of 

knowledge, practice, vision, attitude and 

commitment based on experience, Wilks' value 

λ = 0.931, F(5, 512) = 0.931 and p=0.015 (p<0.05). 

This indicates that the second hypothesis 

(Ho.1b) is rejected that there are significant 

differences in terms of the mean score of 

knowledge, practice, vision, attitude and 

commitment based on experience. 

For the effect of the interaction between 

location and experience on knowledge, 

practice, vision, attitude and commitment as 

well, Wilks' value λ = 0.954, F(5, 512) = 0.954 and 

p = 0.246 (p>0.05). This suggests the third 

hypothesis (Ho.1c) failed to reject. Therefore, 

there is no significant interaction between 

location and experience on knowledge, 

practice, vision, attitude and commitment. 

Further, a double ANOVA analysis (multiple 

ANOVAs) is performed to look for the 

differences in mean scores for each dependent 

variable i.e. knowledge, practice, vision, 

attitude, location-based commitment and 

experience, as an extension of the Two-way 

MANOVA analysis. Tables 5.4 and 5.5 show 

the results of the ANOVA analysis of the 

difference in the mean score of each dependent 

variable i.e., knowledge, practice, vision, 

attitude, and commitment based on location and 

experience. 

Table 5.4 Mean and Standard Deviation of Reflection Evaluation based on Location and Experience 

Context 

Assessment Location Experience Min S. Standard N 

     Knowledge Urban 1-5 3.562 0.660 24 

6-10 3.360 0.615 95 

11-15 3.471 0.555 80 

 16-20 3.396 0.725 56 

 20 and up. 3.589 0.725 56 

 Sum 3.457 0.639 284 

Rural 1-5 3.600 0.686 15 
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6-10 3.368 0.684 59 

11-15 3.447 0.663 91 

 16-20 3.704 0.750 22 

 20 and up. 3.659 0.572 47 

 Sum 3.504 0.667 234 

Sum 1-5 3.576 0.661 39 

6-10 3.363 0.640 154 

11-15 3.459 0.613 171 

  16-20 3.529 0.744 78 

  20 and up. 3.621 0.657 103 

  Sum 3.478 0.652 518 

Practices Urban 1-5 3.666 0.503 24 

6-10 3.407 0.630 95 

11-15 3.584 0.596 80 

 16-20 3.577 0.482 29 

 20 and up. 3.692 0.603 56 

 Sum 3.552 0.598 284 

Rural 1-5 3.566 0.622 15 

6-10 3.457 0.462 59 

11-15 3.527 0.545 91 

 16-20 4.011 0.629 22 

 20 and up. 3.574 0.573 47 

 Sum 3.567 0.560 234 

Sum 1-5 3.628 0.546 39 

6-10 3.426 0.570 154 

11-15 3.554 0.569 171 

  16-20 3.764 0.586 51 

  20 and up. 3.638 0.589 103 

  Sum 3.559 0.581 518 

Vision City 1-5 3.447 0.833 24 

6-10 3.352 0.588 95 

11-15 3.290 0.668 80 

 16-20 3.370 0.772 29 

 20 and up. 3.620 0.743 56 

 Sum 3.397 0.690 284 

Rural 1-5 3.566 0.770 15 

6-10 3.368 0.681 59 

11-15 3.403 0.735 91 

 16-20 3.693 0.794 22 

 20 and up. 3.569 0.712 47 

 Sum 3.465 0.727 234 

Sum 1-5 3.493 0.801 39 

6-10 3.358 0.623 154 

11-15 3.350 0.705 171 

  16-20 3.509 0.790 51 

  20 and up. 3.597 0.726 103 

  Sum 3.428 0.707 518 

Attitude Urban 1-5 3.550 0.675 24 

6-10 3.578 0.664 95 

11-15 3.580 0.646 80 

 16-20 3.593 0.622 29 

 20 and up. 3.814 0.702 56 

 Sum 3.624 0.665 284 

Rural 1-5 3.653 0.730 15 

6-10 3.620 0.616 59 
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11-15 3.556 0.716 91 

 16-20 3.681 0.658 22 

 20 and up. 3.697 0.748 47 

 Sum 3.618 0.691 234 

Sum 1-5 3.589 0.689 39 

6-10 3.594 0.644 154 

11-15 3.567 0.682 171 

  16-20 3.631 0.632 51 

  20 and up. 3.761 0.722 103 

  Sum 3.622 0.676 518 

Commitment Urban 1-5 3.258 0.794 24 

  6-10 3.200 0.896 95 

  11-15 3.095 0.827 80 

  16-20 3.255 0.860 29 

  20 and up. 3.514 0.883 56 

  Sum 3.243 0.869 284 

 Rural 1-5 3.493 1.022 15 

  6-10 3.172 0.688 59 

  11-15 3.338 0.739 91 

  16-20 3.100 1.032 22 

  20 and up. 3.391 0.861 47 

  Sum 3.294 0.804 234 

 Sum 1-5 3.348 0.883 39 

  6-10 3.189 0.820 154 

  11-15 3.224 0.789 171 

  16-20 3.188 0.931 51 

  20 and up. 3.458 0.871 103 

  Sum 3.266 0.840 518 

 

Table 5.5  ANOVA Test Comparison of Reflection Evaluation by Location and Experience 

Dependent 

Variables 

 

Main 

Impact 

 

J.K.D. 

 

D.K. 

 

M.K.

D 

F-

value 

 

Itself

. 

Eta 

Square 

Knowledge  Location 

Experience  

Interaction 

Location* 

Experience 

Sum 

0.574 

4.782 

 

1.133 

 

6488.62

5 

1 

4 

 

4 

 

518 

0.574 

1.190 

 

0.283 

 

 

1.364 

2.828 

 

0.673 

0.24

3 

0.02

4 

 

0.611 

0.003 

0.022 

 

0.005 

Practices Location 

Experience  

Interaction 

Location* 

Experience 

Sum 

0.157 

5.769 

 

3.021 

 

6737.18

8 

1 

4 

 

1 

 

518 

0.157 

1.442 

 

 

0.755 

0.481 

4.416 

 

2.312 

0.48

8 

0.00

2 

 

0.05

7 

0.001 

0.034 

 

0.018 

Vision  Location 

Experience  

Interaction 

Location* 

Experience 

Sum 

0.968 

5.384 

 

1.380 

 

6347.87

5 

1 

4 

 

4 

 

518 

0.968 

1.346 

 

0.345 

 

1.955 

2.719 

 

0.697 

0.16

3 

0.02

9 

 

0.59

4 

0.004 

0.021 

 

0.005 
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Attitude  Location 

Experience 

Interaction 

Location* 

Experience 

Sum 

0.031 

2.430 

 

0.629 

7032.44

0 

1 

4 

 

4 

518 

0.031 

0.608 

 

0.157 

 

0.068 

1.322 

 

0.342 

0.79

5 

0.26

1 

 

0.85

0 

0.000 

0.010 

 

0.003 

Commitment Location 0.108 1 0.108 0.154 0.69

5 

0.000 

 Experience  5.738 4 1.435 2.048 0.08

6 

0.016 

 Interaction       

 Location* 

Experience 

3.415 4 0.854 1.219 0.30

2 

0.010 

 Sum 5891.92

0 

518     

Based on Table 5.5, there is no 

significant difference in knowledge (F=1.364, 

p=0.243; p>0.05) based on location. This shows 

that teachers’ knowledge in urban and rural 

areas is at the same moderate level (urban 

mean=3.457, SD=0.639; rural mean=3.504, 

SD=0.667). 

The table above also shows that there are no 

significant differences in practice based on 

location (F(1, 518)=0.481, p=0.488; p>0.05). This 

means teachers’ practice in urban and rural 

areas at the same level of moderate level (urban 

mean =3.552, SD=0.598; rural mean=3.567, 

SD=0.560). 

A comparison of vision based on location, on 

the other hand, shows that there is no significant 

difference in vision (F(1,518)=0.697, p=0.163; 

p>0.05). This means the teacher's vision in the 

urban and rural areas is at the same level (mean 

urban=3.397, SD=0.690; rural mean=3.465, 

SD=0.727). 

Comparisons between teacher attitudes showed 

no significant difference (F=0.068, p=0.795 

p<0.05) by location. This means attitudes 

among urban and rural teachers are on the same 

level. The assessment of the context of attitudes 

among teachers in the urban (min=3,624, 

elementary=0.665) is the same as that of rural 

teachers (min=3,618, elementary=0.691).  

In terms of commitment, there was no 

significant difference in terms of teacher 

commitment by location (F(1,518)=0.154, 

p=0.695; p>0.05). This means the commitment 

of teachers in the urban and rural communities 

at the same level that is the moderate level (min 

urban = 3,243, SD = 0.869; rural min = 3,294, 

SD = 0.804). 

Studies show significant differences in 

knowledge (F(1, 518)=2,828, p=0.024; p<0.05) 

based on experience. This means aspects of the 

knowledge of teachers who have 20 years of 

teaching experience and above (min =3,621, 

SD=0.657) is higher than teachers who have 1 

to 5 years of teaching experience (min=3,576, 

elementary=0.661), 6 to 10 years with 

(min=3,363, elementary=0,640), 11 to 15 years 

(min=3,459, SD=0,613) and 16 to 20 years 

(min=3,529,  SD=0.744). 

Studies show there are significant differences in 

practice (F(1, 518)=4,416, p=0.002; p<0.05) based 

on experience. This means aspects of the 

practice of teachers who have teaching 

experience of 16 to 20 years and above (min 

=4,011, SD=0.629) is higher than teachers who 

have 1 to 5 years (min=3,628, SD=0.546), 6 to 

10 years of experience (min=3,426, SD=0.570), 

11 to 15 years (min=3,554, SD=0,569) and 20 

years and above (min=3,638, SD=0.589). 

Studies show there are significant differences in 

vision (F(1, 518)=2,719, p=0.029; p<0.05) based 

on experience. This means the aspect of the 

vision of teachers who have 20 years of 

teaching experience and above (min = 3,597, 

SD=0.726) is higher than teachers who have 1 



4952         Journal of Positive School Psychology   

 

© 2021 JPPW. All rights reserved   

to 5 years of teaching experience (min=3,493, 

elementary=0.801), 6 to 10 years with 

(min=3,358, elementary=0,623), 11 to 15 years 

(min=3,350, SD=0.705) and 16 to 20 years 

(min=3,509,  SD=0.790). 

The study found significant differences in 

teacher attitudes (F(1, 518)=2,048, p=1,435; 

p>0.05) based on experience. This means 

aspects of the attitude of teachers who have 20 

years of teaching experience and above (min 

=3,761, SD=0.722) is higher than teachers who 

have 1 to 5 years of teaching experience 

(min=3,589, elementary=0.689), 6 to 10 years 

with (min=3,594, elementary=0.623), 11 to 15 

years (min=3,350, SD=0.705) and 16 to 20 

years (min=3,509,  SD=0.790). 

In this study there was no significant difference 

in terms of commitment (F(1, 518)=2,048, 

p=0.086; p>0.05) based on experience. This 

means aspects of the commitment of teachers 

who have 20 years of teaching experience and 

above (min=3,458, SD=0.871) is higher than 

teachers who have 1 to 5 years of teaching 

experience (min=3,348, elementary=0.883), 6 

to 10 years with (min=3,189, 

elementary=0,820), 11 to 15 years (min=3,224, 

SD=0,789) and 16 to 20 years (min=3,188,  

SD=0.931). 

The findings also showed no significant 

interaction effect between locations and 

teaching experience on knowledge (F=0.673, 

p=0.611; p>0.05), practice (F=2.312, p=0.057; 

p>0.05), attitude (F=0.342, p=0.850; p>0.05), 

vision (F=0.697, p=0.850; p>0.05) and 

commitment (F=1.219, p=0.302; p>0.05).  

In order to see the differences in aspects in 

reflection evaluation in detail, a post hoc 

analysis is carried out. The findings of post hoc 

analysis of context assessment based on 

location and experience show that two aspects 

that have significant differences are the 

knowledge aspect and the practice aspect based 

on experience. In terms of knowledge, teachers 

with teaching experience of 6 to 10 years are 

different from teachers with teaching 

experience of 20 years and above, 11 to 15 

years, 16 to 20 years and 1 to 5 years. While for 

the practice aspect, teachers with teaching 

experience of 16 to 20 years are different from 

teachers with teaching experience of 1 to 5 

years, 6 to 10 years, 11 to 15 years and 20 years 

and above. 

 

6.0 Discussion 

Teachers’ reflection evaluation towards 

sexuality education (SE) is important because 

each student with ID deserves to receive SE for 

the sake of humanity, contributing to self-

accepting, well-being, psychological, 

sociological, and physical development.  

 

The differences in reflection evaluation 

of knowledge, practice, vision, attitude and 

commitment based on location and experience 

showed significant differences. Reflection 

evaluation of knowledge, practice, vision, 

attitude and commitment based on location and 

experience shows a significant interaction 

effect. 

To see a comparison of reflection 

evaluation based on location and experience, 

two-way MANOVA analysis found significant 

differences and interaction effects. There is a 

difference between the New Urban Teacher 

(NUT) and the New Rural Teacher (NRT) 

discovered in the discussion. The following 

discussion is a clear difference based on 

experience and location where experience 

teachers in the urban and rural areas are more 

optimistic than new teachers in the urban and 

new teachers in rural areas.  

 

a. Differences in Reflection Evaluation in SE 

based on Location and Teaching Experience 

 

The comparison of the mean scores carried out 

in terms of the context of the implementation of 

sexuality education (SE) based on the school’s 

location showed no significant difference in the 

overall aspect. When researched, there is an 

effect of interaction between location and 

experience. There are four categories of 

teachers observed, which are new teachers in 

the urban (NUT), experienced teachers in the 

urban (EUT), new rural teachers (NRT) and 

experienced teachers in rural areas (ERT). This 

study shows the mean score is at a medium-high 

level for NUT and EUT, and NRT and ERT 

performing SE.  

Location and experience influence 

knowledge, where when researched based on 

the difference in means, NUT and NRT do not 

have sufficient knowledge compared to EUT 
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and ERT.  However, Xiong (2020) and Ezer et 

al. (2020) found that NUT and NRT have good 

knowledge that contradicts the findings of this 

study. Among the factors that influence this is 

the tendency of these young teachers to seek 

knowledge and knowledge independently 

(Xiong 2020).  However, some studies show no 

association between the four categories of 

teachers who teach SE (Foley 2013; Arya 

2021). This is associated with the lack of 

exposure in SE received by prospective 

teachers in the school. The specific curriculum 

in SE given to teacher trainees turned out to be 

insufficient, especially in teaching SE to MBK 

BP (Eisenberg et al., 2010). This study found 

that the mastery of knowledge aspects between 

experience teachers in urban or rural areas did 

not make a significant difference. This was 

influenced by the centralised instruction factor 

received by teachers throughout the country 

where NUT, EUT, NRT and ERT implemented 

SE based on instructions from MOE and school 

administrators.   

Further, context assessment of the 

practice aspect is seen as a difference in 

location and experience. The study found 

significant differences in mean scores where 

EUT and ERT had better practices than NUT 

and NRT. This finding is in line with Julia's 

study (2019), which also found the gap between 

EUT, ERT and NUT and NRT in the aspect of 

practice evaluation. Gerchenovitch (2019) 

states that the NUT and NRT factors with 

different demographic backgrounds influence 

common teaching practices. Ang and Lee 

(2016) reported conflicting findings where 

NUT and NRT had weaknesses in practice. This 

is stated as the effect of teachers’ lack of 

teaching experience in urban and rural areas. 

For the practice aspect, there is also a different 

effect for experienced teachers and new 

teachers where aspects of new teacher practice 

are at a low level and require special guidance 

(Maia & Vilaca 2020). Although the study 

found a slight difference, appropriate action 

must be taken to ensure that there are no gaps 

based on experience in the fundamentals of SE.  

There is no significant difference in the 

impact of the interaction between location and 

experience on the directional aspect. However, 

when viewed in depth, EUT and ERT have a 

high ability to implement SE as they better 

understand the mandate and direction of SE 

than NUT and NRT.  In previous studies, it was 

found that young teachers lacked confidence in 

the USP, which in turn led to them being less 

aware of the role to be played in the USP, which 

had an impact on the vision of SE (Chirawu 

2014; Louw & Chen 2014; Hunt et al. 2017). 

There are also studies to the contrary where it is 

found that NUT and NRT have a high vision in 

implementation SE (Nuñez et al., 2019). It was 

found that teachers with in-depth experience 

were more likely to show better and more 

effective SE teaching results (Wilson et al. 

2015; Fisher & Cummings 2016; Clayton et al.  

2018; San Martin et al. 2021). 

This study’s context assessment of the 

attitude aspect found no significant differences. 

However, EUT and ERT have a better attitude 

than NUT and NRT. Where more experienced 

teachers are more willing to run SE against 

MBK. Tsuda et al. (2017) also found that more 

experienced teachers positively favour SE for 

MBK. However, some studies contradict this 

study where it was found that teachers with 

more than 10 years of experience showed a 

negative and conservative attitude towards SE 

(Ionescu et al., 2019). However, Bannister-

Tyrrell et al. (2018) and Ruppar et al. (2016) 

argue that teaching experience influences the 

attitude of teachers in the implementation of SE 

without taking into account the location where 

the teacher teaches. Found to be longer the 

experience of the teacher teaching MBK, the 

teacher is more open and willing than the 

teacher without or too little of his experience 

(Aldabas et al. 2020). This factor needs to be 

overcome by providing courses that enable 

NUT and NRT to gain exposure to the teaching 

strategy for implementation of SE (Alquraini & 

Rao 2017; Ballard & Dymond 2017). 

The impact of interaction on the 

commitment aspect versus location and 

teaching experience shows no significant 

difference. However, when viewed more 

deeply, NUT and NRT have lower 

commitments than EUT and ERT. These 

findings contradict previous studies that 

reported commitments in SE by teachers no 

matter new or experience in urban or rural areas 

that had many drawbacks (Moult 2017). On the 

other hand, Xiong et al. (2021) agreed that NUT 

and NRT should undergo professional 

development in the aspect of the necessary 
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commitments from the administrators in the 

school, PPD, NRD or MOE. Teachers tend to 

face difficulties and thus find it challenging to 

give the best commitment in PSE (Huaynoca et 

al. 2014; Kivela et al. 2013; Razali et al. 2017).   

7.0  Summary 

The role of a special education teacher 

demands effort and time and even involves 

emotional and cognitive ability. The teacher’s 

responsibility is to provide complete planning 

and pedagogy, preparation of the Individual 

Education Plan and dealing with parents and 

other professionals; it is an additional burden 

implemented for the benefit of MBK BP with 

patience and dedication (Rosman et al., 2017). 

Although all teachers have the same duties and 

responsibilities, there is a difference between 

the old teacher and the new teacher, who has the 

knowledge and skills of different teaching and 

learning methods. 

A special education teacher needs 

special skills and expertise to fulfil and 

overcome the problems faced by his pupils. 

Instead of having a small number of pupils in 

the classroom, it is not easy to teach pupils with 

a range of disabilities compared to teaching 

pupils in regular classes. Each pupil at PPKI has 

different learning abilities, and the teaching 

method also varies according to the level of 

boredom of the pupil (Ang & Lee 2016). This 

situation requires a high level of trust in the 

ability to teach students with special needs to 

achieve the expected teaching goals. 

Acknowledgements 

 

We are very grateful to experts for their 

appropriate and constructive suggestions to 

improve this article. I would like to express my 

gratitude to the Faculty of Education Universiti 

Kebangsaan Malaysia for awarding the grant 

which financially supported this research.  

 

References 

 

Aderemi, T.J., Pillay, B.J., 

Esterhuizen, T.M.: Differences in HIV 

knowledge and sexual practices of learners with 

intellectual disabilities and non-disabled 

learners in Nigeria. J Int AIDS Soc 16, 17331 

(2013). doi:10.7448/ias.16.1.17331. 

Aldabas, R. (2020). Special education 

teachers’ perceptions of their preparedness to 

teach students with severe disabilities in 

inclusive classrooms: A Saudi Arabian 

perspective. SAGE Open, 10(3), 

2158244020950657.  

 

Alijah Ujang, Norlidah Alias & 

Saedah Siraj.  2015. Development of Health 

Education Learning Module in Bac . TSE-

LDPE Programme in TTI : Needs Analysis 

Study. The Malaysian Online Journal of 

Educational Science 3(1): 23–33. 

Allen, L. (2009). ‘It's not who they are 

it's what they are like’: re‐conceptualising 

sexuality education's ‘best educator’debate. Sex 

Education, 9(1), 33-49. 

 

Alquraini, T., Rao, R. (2017). A study 

examining the extent of including competencies 

of inclusive education in the preparation of 

special education teachers in Saudi universities. 

International Journal of Disability, 

Development and Education, 65(1), 108–122. 

https://doi.org/10.1080/1034912X.2017.13276

51 

 

Ang,  C.  T.  (2014).  Pembinaan  

modul  pendidikan  seksualiti  masalah  

pembelajaran  peringkat menengah:  Satu  

kajian  berdasarkan  analisis  keperluan  

(Doctoral  dissertation,  Universiti  

SainsMalaysia). 

Ang, C. T., & Lee, L. W. (2013). 

Pendidikan seksualiti dalam kalangan murid 

bermasalah pembelajaran di sekolah 

menengah: Cabaran dan halangan. Jurnal 

Bitara Pendidikan, 6(1), 53-62. 

Ang, C.T. & Lee, L.W.  2016. 

Sexuality Education Curriculum Content for 

Malaysian Students with Learning Disabilities. 

Sexuality and Disability 34(3): 255–267. 

Arya, D. J. (2021). Into the void of 

discourse. Linguistics and Education, 100964. 

Azizah Jaafar, Chan Siew Lee & Nor 

Azan Mat Zin.  2012. Pembangunan dan 

Penilaian Kepenggunaan Perisian Kursus 

Pendidikan Seksualiti Malaysia. Jurnal 

Teknologi Maklumat dan Multimedia Asia-

Pasifik 1(1): 1–20. 

https://doi.org/10.1080/1034912X.2017.1327651
https://doi.org/10.1080/1034912X.2017.1327651


Najihah binti Shuib,  et.al.                                                                                                                                            4955   

 

© 2021 JPPW. All rights reserved   

 

 Ballard, S. L., & Dymond, S. K. 

(2017). Addressing the general education 

curriculum in general education settings with 

students with severe disabilities. Research and 

Practice for Persons with Severe 

Disabilities, 42(3), 155-170. 

 

Bandura, A. (1977). Self-efficacy: 

toward a unifying theory of behavioral 

change. Psychological review, 84(2), 191. 

Bannister-Tyrrell, M., Mavropoulou, 

S., Jones, M., Bailey, J., & O'Donnell-Ostini, A. 

(2018). Initial teacher preparation for teaching 

students with exceptionalities: Pre-service 

teachers' knowledge and perceived 

competence. Australian Journal of Teacher 

Education (Online), 43(6), 19-34. 

Barr, E. M., E. S. Goldfarb, S. 

Russell, D. Seabert, M. Wallen, and K. L. 

Wilson. 2014. “Improving Sexuality Education: 

The Development of Teacher-preparation 

Standards.” Journal of School Health 84 (6): 

396–415. 

Byron, P., & Hunt, J. (2017). ‘That 

happened to me too’: Young people’s informal 

knowledge of diverse genders and 

sexualities. Sex Education, 17(3), 319-332. 

Chirawu, Petronella, Jill Hanass-

Hancock, Toyin Janet Aderemi, Liset de Reus, 

and Anna Sophie Henken. "Protect or enable? 

Teachers’ beliefs and practices regarding 

provision of sexuality education to learners 

with disability in KwaZulu-Natal, South 

Africa." Sexuality and Disability 32, no. 3 

(2014): 259-277. 

 

Clayton, H. B., Brener, N. D., Barrios, 

L. C., Jayne, P. E., & Everett Jones, S. (2018). 

Professional development on sexual health 

education is associated with coverage of sexual 

health topics. Pedagogy in Health 

Promotion, 4(2), 115-124. 

 

Cohen, J. N., Byers, E. S., & Sears, H. 

A. (2012). Factors affecting Canadian teachers' 

willingness to teach sexual   health education. 

Sex Education, 12(3), 299-316.Manzano & 

Jerves 2018. 

 

Connell, C. & Elliott, S.  2009. 

Beyond the Birds and the Bees: Learning 

Inequality through Sexuality Education. 

American Journal of Sexuality Education 4: 

83–102. 

Doyle, K. E. (2021). Sexuality 

Education for Students with IDD: Factors 

Impacting Special Education Teacher 

Confidence (Doctoral dissertation, Fordham 

University). 

Eisenberg, M., 

Wagenaar,A.&Neumark-Sztainer,D. (1997) 

Viewpoints of Minnesota students onschool 

based sexuality education, Journal of School 

Health, 67, pp. 322–326. 

 Ezer, P., Kerr, L., Fisher, C. M., 

Waling, A., Bellamy, R., & Lucke, J. (2020). 

School-based relationship and sexuality 

education: what has changed since the release 

of the Australian Curriculum?. Sex 

Education, 20(6), 642-657. 

 

Fisher, C. M., & Cummings, C. A. 

(2016). Assessing teacher confidence and 

proficiency with sexuality education standards: 

Implication for professional 

development. Pedagogy in Health 

Promotion, 2(2), 101-107. 

Gerchenovitch, Y. (2019). Psycho-

social Aspects of Sexual Health Education 

Training for Special Education Pre-service 

Teachers (Doctoral dissertation). 

 

Haja Mydin Abdul Kuthoos, Noraida 

Endut, Azman Azwan Azmawati, Intan 

Hashimah, Mohd Hashim & Nor Hafizah 

Selamat.  2016. Penerokaan Awal Terhadap 

Jenayah Seksual Dalam Kalangan Remaja 

Lelaki Di Malaysia: Satu Kajian Kes Terhadap 

Remaja Di Sebuah Pusat Pemulihan. 3rd 

Kanita Postgraduate International Conference 

on Gender Studies (November): 188–200. 

Huaynoca, S., Chandra-Mouli, V., 

Yaqub Jr, N., & Denno, D. M. (2014). Scaling 

up comprehensive sexuality education in 

Nigeria: from national policy to nationwide 

application. Sex Education, 14(2), 191-209. 

Hushim Salleh., Che Ruzana Che Din 

& Rosni Bt. Kadir. 2006. Pendidikan seksual  

dalam menangani permasalahan seksual 

mahasiswa di IPT: satu tinjauan kaunseling. 

Jabatan Pedagogi Dan Psikologi Pendidikan, 

Fakulti Pendidikan, Universiti Malaya. 

Ihwani, S. S., Muhtar, A., Musa, N., 



4956         Journal of Positive School Psychology   

 

© 2021 JPPW. All rights reserved   

Sazalli, N. A. H., Rashed, Z. N., & Tamuri, A. 

H. (2016). The Effects Of Islamic Education 

Teachers’readiness In Teaching Sexual 

Education Elements. Journal of Technical and 

Social Science, 6(1), 119-129. 

 

Ionescu, C. E., Rusu, A. S., & Costea-

Bărluţiu, C. (2019). Attitudes of Special 

Education teachers towards sexual education of 

students with intellectual disabilities: Effects of 

religiosity and professional 

experiences. Educatia 21, (17), 102-111.  

 

Jacobs, W. J., & Wylie, W. E. (1995). 

Who teaches health education in Texas 

secondary schools?. Journal of School 

Health, 65(9), 365-368. 

 

Ketting, E., Friele, M., Michielsen, 

K., & European Expert Group on Sexuality 

Education. (2016). Evaluation of holistic 

sexuality education: A European expert group 

consensus agreement. The European Journal of 

Contraception & Reproductive Health 

Care, 21(1), 68-80. 

 

Kivela, J., Ketting, E., & Baltussen, 

R. (2013). Cost analysis of school-based 

sexuality education programs in six 

countries. Cost effectiveness and resource 

allocation, 11(1), 1-7. 

 

Lee, L. W., & Low, H. M. (2013). 

‘Unconscious’ inclusion of students with 

learning disabilities in a Malaysian mainstream 

primary school: teachers' perspectives. Journal 

of Research in Special Educational 

Needs, 13(3), 218-228. 

 

Louw, J. S., Kosciulek, J., & Chen, R. 

K. (2014). Investigating educators' views of 

sexuality, HIV and AIDS education in working 

with students with disabilities in South African 

schools. Journal of Applied Rehabilitation 

Counseling, 45(2), 9-17. 

 

Maia, A.C.B., Vilaça, T. (2020) 

Teachers’ conceptions about the sexuality of 

students with disabilities: effects of teacher 

training. Trends in Psychol. 28, 118–132 .  

 

Ministry of Education Malaysia 

(2012) “Malaysia Education Blueprint 2013-

2025,” http://www.moe.gov.my/v/pelan-

pembangunan-pendidikan-malaysia-2013-

2025, accessed 5 May 2019.  

Ministry of Education Malaysia 

(2018) Special Education Division,, 

https://www.moe.gov.my/bahagian-dan-

unit/bahagian-pendidikan-khas accessed 5 May 

2019. 

  

Moult, K., & Müller, A. (2017). 11 

Morality, Austerity and the Complexities of 

Sexual and Reproductive Health Services for 

Young People in South Africa. In Neo-

Liberalism and Austerity (pp. 217-235). 

Palgrave Macmillan, London.  

 

Nor, S. M., & Rosman, R. (2017). 

Cabaran dalam melaksanakan wakaf 

pendidikan bagi Institusi Pengajian Tinggi di 

Malaysia. In 4th International Conference on 

Masjid, Zakat and Waqf Management (pp. 296-

308). 

 

Norsaleha Mohd. Salleh, Nabilah 

Huda Zaim, Zetty Nurzuliana Rashed, 

Noorhafizah Mohd Haridi, K.A.A.R.& N.M.  

2018. Statistik kes penderaan kanak-kanak di 

Malaysia: satu analisis. International Journal of 

Islamic Thoughtternational Journal for Studies 

on Children, Women, Elderly And Disabled 

5(Oct): 17–24. 

Nunally, J. C., & Bernstein, I. (1978). 

Psychometric Theory, ed. New York McGraw. 

Nuñez, J. C., Derluyn, I., & Valcke, 

M. (2019). Student teachers' cognitions to 

integrate comprehensive sexuality education 

into their future teaching practices in Ecuador. 

Teaching and Teacher Education, 79, 38-47. 

Omar, M. K., Zahar, F. N., & Rashid, 

A. M. (2020). Knowledge, skills, and attitudes 

as predictors in determining teachers' 

competency in Malaysian TVET institutions. 

Universal Journal of Educational Research, 

8(3C), 95-104. 

Orji, E. O., and O. A. Esimai. 2003. 

“Introduction of Sex Education into Nigerian 

Schools: The Parents’, Teachers’ and Students’ 

Perspectives.” Journal of Obstetrics and 

Gynaecology 23 (2): 185–188. 

Pokharel, S., A. Kulczycki, and S. 

Shakya. 2006. “School-Based Sex Education in 

Western Nepal: Uncomfortable for Both 

Teachers and Students.” Reproductive Health 



Najihah binti Shuib,  et.al.                                                                                                                                            4957   

 

© 2021 JPPW. All rights reserved   

 

Matters 14 (28): 156–161. 

Razali, S., Ramli, N. A. F., Hanafia, S. 

S., Abd Rahman, N. N., Md, K. N., Rani, M. A. 

M., ... & Ariffin, A. F. (2017). Are Malaysians 

ready for comprehensive sexuality education. 

Journal of Advanced Research in Social and 

Behavioural Sciences, 9(1), 14-28. 

Reeves, T. C. (1997). A model of the 

effective dimensions of interactive learning on 

the World Wide Web. The University of 

Georgia. 

 

 Robert E. Slavin.  1995. Research on 

Cooperative Learning and Achievement : What 

We Know , What We Need to Know Four Major 

Theoretical Perspectives on Cooperative 

Learning and Achievement. Center for 

Research on the Education of Students Placed 

at Risk Johns Hopkins University. 

Robert E. Slavin.  1995. Research on 

Cooperative Learning and Achievement : What 

We Know , What We Need to Know Four Major 

Theoretical Perspectives on Cooperative 

Learning and Achievement. Center for 

Research on the Education of Students Placed 

at Risk Johns Hopkins University. 

Rosman, Mohamad Rahimi 

Mohamad, Izzatil Husna Arshad, Mohamad 

Sayuti Md Saleh, Nurulannisa Abdullah, Faizal 

Haini Fadzil, and Mohd Zafian Mohd Zawawi. 

"User Behavioral Intention to Use Online 

Distance Learning (ODL): The Role of Self-

Efficacy and Domain 

Knowledge." International Journal of 

Interactive Mobile Technologies 15, no. 18 

(2021). 

Ruppar, A. L., Neeper, L. S., Dalsen, 

J. (2016). Special education teachers’ 

perceptions of preparedness to teach students 

with severe disabilities. Research and Practice 

for Persons With Severe Disabilities, 41(4), 

273–286. 

https://doi.org/10.1177/1540796916672843 

San Martin, C., Ramirez, C., Calvo, 

R., Muñoz-Martínez, Y., & Sharma, U. (2021). 

Chilean teachers’ attitudes towards inclusive 

education, intention, and self-efficacy to 

implement inclusive 

practices. Sustainability, 13(4), 2300.  

Shariza Said, Loh Sau Cheong, Mohd 

Ridhuan Mohd Jamil, Yusni Mohamad Yusop, 

Mohd Ibrahim K. Azeez, & Ng Poi Ni (2014) . 

Analisis Masalah Dan Keperluan Guru 

Pendidikan Khas Integrasi (Masalah 

Pembelajaran) Peringkat Sekolah Rendah 

Tentang Pendidikan Seksualiti. Jpbu Vol. 7 

(2014) Issn 1394-7176. 

Shariza,   S.   (2017).   Pembangunan   

modul   latihan   pendidikan   seksualiti   untuk   

guru   Program Pendidikan  Khas  Integrasi  

(PPKI)  peringkat  sekolah  rendah.  Thesis  

Ijazah  Doktor  Falsafah: Fakulti Pendidikan 

Universiti Malaya. Kuala Lumpur.  

Shariza, Said. "Pembangunan modul 

latihan pendidikan seksualiti untuk guru 

program Pendidikan Khas Integrasi (PPKI) 

peringkat Sekolah Rendah/Shariza Said." PhD 

diss., University of Malaya, 2017. 

Stufflebeam, Daniel L. "The 

relevance of the CIPP evaluation model for 

educational accountability." (1971). 

Syaza Kamarudin.  2009. Issues and 

Barriers on Sexuality Education in Malaysia’s 

Education System. Education and the 

Development of Reason 8(2015419618): 373–

387. 

Tschannen-Moran, M., Hoy, A. W., & 

Hoy, W. K. (2002). Teacher efficacy: Its 

meaning and measure. Review of educational 

research, 68(2), 202-248. 

Tsuda, S., Hartini, S., Hapsari, E. D., 

& Takada, S. (2017). Sex education in children 

and adolescents with disabilities in Yogyakarta, 

Indonesia from a teachers’ gender 

perspective. Asia Pacific Journal of Public 

Health, 29(4), 328-338.  

Vamos S. Experiences of beginning 

health educators and changes in their high 

school students’ health behaviors and attitudes. 

Health Educ Behav. 2007;34(2):376-389. 

Warraitch, A., Amin, R., & Rashid, A. 

(2021). Evaluation of a school-based sexual 

abuse prevention program for female children 

with intellectual disabilities in rural Pakistan-A 

feasibility study. Applied nursing research, 57, 

151391.  

Welch, A. (1995). The self-efficacy of 

primary teachers in art education. Issues in 

Educational Research, 5(1995), 71-84. 

Wight D, buston K. Meeting the needs 

but not changing goals: evaluation of in-service 

teacher training for sex education. Oxford 

https://doi.org/10.1177/1540796916672843


4958         Journal of Positive School Psychology   

 

© 2021 JPPW. All rights reserved   

Review of Education. 2003;29(4):521-543. 

Wilson, K. L., Wiley, D. C., 

Housman, J., McNeill, E. B., & Rosen, B. L. 

(2015). Conceptualizing and implementing a 

professional development pilot program for 

public school teachers to strengthen sexuality 

education. Pedagogy in Health 

Promotion, 1(4), 194-202. 

 

Xiong, Z., Warwick, I., & Chalies, S. 

(2020). Understanding novice teachers’ 

perspectives on China’s sexuality education: A 

study based on the national pre-service teacher 

education programme. Sex Education, 20(3), 

252-266. 

 


