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ABSTRACT
This study sought to investigate the roles of Special Educational Needs Co-
ordinators (SENCOs) in the implementation of inclusive education in southern
Ghana. The study used mixed method approach, specifically the convergent
design. Seventy-three SENCOs responded to the questionnaire for the
quantitative phase while 15 SENCOs participated in the qualitative phase. A
semi-structured interview guide was used to collect the qualitative data. The
census approach was used for the quantitative study, whereas the purposive
sampling technigue, specifically the criterion sampling was used in sampling
the participants for the qualitative phase. The study answered five research
guestions=.and tested fivewhypotheses. Frequencies; Percentages, Means,
Standard Deviations, factorial ANOVA, factorial MANOVA as well as
Multiple Regression Test were used in analysing the.quantitative data. Thematic
analysis 'was used in analysing the qualitative data /to gain additional
understanding of the phenomenon. The results ofsthe study showed that
SENCOs had high level of knowledge about their roles and are confident in
playing theirroles. The SENCOsalso highlighted the roles they play, how they
played-their roles, and the challenges they have in the‘implementation of IE.
Again, the studysrevealedsthat passion drives the confidence of SENCOs in
playing their roles in.lE. It was evident.from the study that working experience
is an important “predictor to the successful performance of SENCOs in the
implementation of IE in Ghana. Among the recommendations was the need for
the Ministry of Education to redefine the roles of SENCOs in the

implementation of IE Ghana.
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CHAPTER ONE
INTRODUCTION

This chapter focuses on the background to the study, the statement of
the problem, purpose of the study, research questions and hypothesis, the
significance of the study, the delimitation, limitation and organisation of the rest
of the thesis. Accordingly, it discusses the need for the study, reveals some gaps
in the literature on the roles of Special Educational Needs Co-ordinators
(SENCOs) in the implementation of Inclusive Education (IE), the importance
of the study in the implementation of IE, scope of the study, some weakness of
the study and how the rest of the study is organised.

Background to the Study:

Countless studies and intellectual communication in yvarious facets of
life reveal:the integral roles that education plays in‘the development of every
society, which therefore makes it paramount for every society to prioritise the
education.of every individual. In this regard, the Organisation for'Economic Co-
operation and Development (OECD) (2013) describe education as the pathway
to.employment opportunities and economic stability of individuals in a society;
and that the social skills and social status of individualscan better be improved
through education. The Sustainable Development Goal 4 [SDGs] (2017) has
also highlighted the need for every individual to be educated.

Further, “in_line with the specifics of the SDG 4, there is a special
emphasis on inclusive and equitable quality education and the promotion of
lifelong learning opportunities for all. Similarly, there is a recognition of

education (World Declaration of Human Right, 1948) as a fundamental human



right, which mandates every individual regardless of their status to receive equal
education. It has been argued (Gray, 2013) that the right to equal education is
obtainable only when all persons, including those with and without disabilities
have access to basic quality education. Against this backdrop, the Education for
All [EFA] has been instituted to ensure that all children, youth and adults have
the needed educational opportunities that will suit their basic learning needs
(Jomtien World Conference, 1990). It is therefore expected that every individual
would have access to education, with a considerable concern for each individual
to be accommodated in the educational environment with no discrimination.
As a direct consequence of the Education for All, stakeholders in
education;.in the last few.years;shave focused theirrattention on inclusive
education system. For instance, the United Nations Children's/Fund (UNICEF)
(2017), conceptualises IE as a system that accepts-all students no matter their
abilities ordisabilities. In IE, factors like the curriculum, teaching methodology,
the environment and other important aspects In the.educational environment
should meet the needs of all learners (UNICEF, 2017). According to the United
Nations Edueational, Scientific and Cultural Organisation [UNESCO] (20009,
p-8), IE is “a process of meeting the unique needs of all learners, by ensuring
increased. participation in“learningyrecognising cultures and communities and
eliminating any form.of exclusion from and within the educational setting”.
Quite clearly, from the explication on IE, as shown in the foregoing discussion,
the point can be made that, IE goes beyond recognising the individual’s

disabilities; and thus, endeavour to create a conducive environment and ensure



quality educational support that will develop the potentials of all individuals,
including learners with special educational needs (SEN).

Not only have stakeholders shed light on the concept of inclusive
education, there have also been coordinated and consented efforts, aimed at
promoting inclusive education. For example, in 1994, the Salamanca World
Conference highlighted the need for an Inclusive Educational setting, which
gained prominence in several countries around the globe (Ainscow & Cesar,
2006). Apart from the Salamanca World Conference, the World Education
Forum (Dakar, 2000) and the Convention on the Rights of Persons with
Disabilities (2006) justified the need for an inclusive education system.
However; the Salamanca Statement.and the Framewaerkfor Action continues to
be the focal point in the call for IE (Marchesi, 2019).

Apart from the concerns that have been raised by some stakeholders in
promoting inclusive education, several international organisations provide
supportsto. Education for All. Among these organisations are'the Universal
Declaration of Human Rights (1948), the International Covenant on Economic,
Secial and Cultural Rights (1966), the World Programme of Action Concerning
Disabled Persons (1982), United Nations Convention on'the Rights of the Child
(UNCRC, 1989);World Declaration on Education for All (1990), Standard
Rules on“the Equalization of Opportunities of Persons with Disabilities (UN,
1993), Salamanca Statement and Framework for Action (UNESCO, 1994),
Flagship Initiatives (2000), the Millennium Development Goals (2000), the
Dakar Framework for Action (2000), United Nations Convention on the Rights

of Persons with Disabilities (2006).



Notably, Ghana is a signatory to some of these international treaties like
the Salamanca Statement and Framework for Action, the United Nations
Convention on the Rights of Persons with Disabilities (UNCRPD), the United
Nations Convention on the Rights of the Child (UNCRC) (Tudzi, Bugri, &
Danso, 2017). In Ghana, policies like the Children’s Act of 1998, the 1992
Constitution of Ghana, the Disability Act (2006), the Education Act (2008), the
National Youth Policy of 2010 and the Education Strategic Plan (2010-2020)
support the education of all learners irrespective of their abilities or disabilities
(Ministry of Education, [MoE] 2015).

Ghana’s commitment to some international policies on the need to
ensure “inclusive educationsand.the national callfor inclusive education,
occasioned the piloting of inclusive education in Ghana in the 2003/2004
academic year (Anthony, 2011; Deku & Vanderpuye, 2017; Gregorius, 2016;
Opoku, “Abenyenga, Mprah, Mckenzie & Badu, 2017; Opoku, Badu,
Amponteng & Agyei-Okyere, 2015). In line with _thesnecessity of IE, which
seeks to give all children equal educational experiences no matter their
disabilities, age differences, cultural or language background (MoE, 2015), a
policy on inclusive education was implemented in 2015/ (MoE, 2015).

According.to the MoE (2015), about2% of the population of children
who are enrolled in schools have some.form of disability; and that about 16,500
pupils who have 'mild disabilities are enrolled in regular schools throughout the
country. However, there appears to be no accurate statistics on the prevalence
of children with disabilities in basic schools. Hence, it has been argued that the

population of children with disabilities that are enrolled in the basic schools may



be more than the number of children with disabilities that are not in schools
because there may be some children with unidentified learning difficulties
(Akinkube, 2013). Further, about 70% of teachers in Ghana reveal that they
have at least a pupil with SEN in their respective classrooms (Senadza,
Ayerakwa, & Mills, 2019). From the foregoing, it can be inferred that there is a
child with SEN in every classroom even though current statistics on prevalence
rate may not-indicate the exact number (Akinkube, 2013).

In consideration of the growing rate of children with SEN, including
those who have not even been diagnosed in most schools in the country, it
becomes crucial to ensure effective implementation of IE in order that the needs
of all children are catered.forsTo.do so, there is.the'need to pay particular
attention tothe responsibilities of stakeholders like head teachers, teachers,
SENCOs and parents (Bublitz, 2016; Hatch, 2013; Murphy, 2018) to effectively
implement IE. According to Lindgvist (2012), most, studies conducted
internationally ‘have not focused on SENCOs’ roles and " work in the
implementation of inclusive education. This seems to suggest that, much
attention have been on teachers, head teacherss/and parents‘to the neglect of
SENCOs. Lindqvist (2012) indicated that, there.is apparent lack of
comprehensive literature ‘that reveals their.duties and responsibilities in the
education-of children.with SEN in the.inclusive setting. SENCOs’ roles in the
implementation of the IE cannot be overemphasised (Epistol & Carroll, 2019).
What is more intriguing about this group is that, they appear to have varied roles
(see for example, Szeto, Cheng & Sin, 2020); but as Giangreco (1997) has

pointed out, these roles are vague and have no clear cut boundaries given that



there is the transition from special schools to an IE school system. Studies have
as well shown that the role of SENCOs depends on the specific context in which
it is practiced (Cowne, Frankl, & Gerschel 2015; Pearson, Rapti, & Mitchell
2014; Taylor, 2014). Further, Giangreco (1997) maintained that the traditional
role of SENCOs, which is teaching their own class has now shifted to supporting
general education teachers in the classroom; this has subsequently led to
undefined roles for SENCOs. In the same vein, Winwood (2012) pointed out
that, the roles of SENCOs is unclear in inclusive practice, meanwhile, they are
considered as the hub of support for children with SEN in IE (Mackenzie, 2012).
Mackenzie (2012), also indicated that, with the current practices in educational
policiesyissues on SENCOs:should.be a significant areaof research and further
noted that, 1t IS useful to investigate the roles of SENCOs because of the
diversity 'in_the /roles they perform. Deducing«from Giangreco’s (1997)
assertion, ‘it 1S likely that the roles of SENCOs have changed with the
introduction of 'IE in Ghana. Apart from that, it.appears there is limited
knowledge on the roles of SENCOs in the implementation of IE in Ghana, this
therefore requires investigation:

From the foregoing discussions, it can be noted that the effective and
successful implementation,.of IE“is contingent' on the responsibilities of
educators-like'the SENCO as clearly.explicated. This draws attention to two
important questions: first, in terms of the education of children with disabilities
in IE, are SENCOs roles clearly defined? Are they well acquainted with their
roles? If they are well-acquainted with their roles, how are they executing their

roles as far as the implementation of IE is concerned? It is in the light of these



unreciprocated questions that | derive the motivation to investigate the roles of
SENCOs in the implementation of inclusive education in Ghanaian basic
schools.

Statement of the Problem

My professional experience as a special educationist was instrumental
in sensitising me to observe issues relating to IE. That is, | observed that despite
the SDG 4 recognising the need for inclusive and equitable quality education
for all, most children with SEN are either denied the opportunity to be educated
with their peers without disabilities in the same educational environment, or that
the needs of children with SEN are not considered should they even get the
opportunity.to be enrolled.in-ansinelusive school. In.oneof my interactions and
encounters with both head teachers and teachers, I discovered that most schools
preferred children'with SEN to be in special schools'to the regular school even
if ‘their educational needs do not necessarily require them to be in special
schoals:

To buttress my professional experience, available literature also
revealed thaty, most children with SEN are denied access tosregular education
(Agbenyega & Deku, 2011; Mantey, 2014; UNESCO,2020; UNICEF, 2017;
UNICEF, 2013)."A study in,19 countries ineluding Ghana, revealed that, most
children' with"'SEN are.denied the opportunity to bein school (UNESCO, 2020),
in spite of the global call for equal educational opportunities as enshrined in the
SDGs. Several researchers highlight the importance of educating children with
and without disabilities in the same educational environment (Dreyer, 2017

Mag, Sinfield, & Burns, 2017; Schuelka, 2018; Singh, 2016). Specifically, a



number of these studies point to better educational outcomes and vocational
opportunities for children with SEN (Myers, Pinnock, & Suresh, 2016; Singh,
2016).

With the implementation of IE in Ghana, all schools from pre-tertiary
through the tertiary level are noted to be inclusive, which calls for educators to
appreciate and allow children with disabilities to be educated with their peers
without disabilities. The denial and exclusion of children with SEN in the
regular education classroom as reported in"the literature and based on my
professional experience clearly shows that there is a challenge in the
implementation of inclusive education in most schools in Ghana, especially at
the basicilevel. This problemyso far.as | can determine; may be as a result of
some factors: educators’ ignorance of their roles in the implementation of
inclusive education, concerns of educators about thedimplementation of IE, their
lack of knowledge about their roles in the implementation of IE, their lack of
confidence in implementing IE, some crucial demographic” variations of
educators, collaboration, and teaching-efficacy, among others.

Consequently, the purpose of SDG 4, which recognises that there should
be inclusive and ‘equitable quality education and the‘promotion of lifelong
learning opportunities for all, is defeated if this problem is not investigated and
addressed, the consequences could be dire. To be precise, it will curtail the right
of those with disabilities (Gray, 2013) in getting access to equitable quality
education. Ultimately, it will derail the aptitude of children with SEN since their
denial or disregard in the regular school could affect their total development

(Aron & Loprest, 2012) and lead to school dropout (UNESCO, 2005).



The consequences of this problem calls for an investigation of the roles
of stakeholders especially SENCOs in the implementation of IE in ensuring that
children with SEN are included in the regular school setting (Bublitz, 2016;
Hatch, 2013; Murphy, 2018). Some of the studies conducted outside Ghana
have focused on educational leaders (Andai & Mwatela, 2017; Lindqvist &
Nilholm, 2014; Murphy, 2018), teachers (Crispel & Kasperski, 2019;
Gachocho, 2017; Sharma, Simi, & Forlin, 2015; Saloviita, 2020; Vaillant,
2011), SENCOs (Curran, 2020; Mackenzie, 2012; Rosen-Webb, 2011; Smith &
Broomhead, 2019) and Parents (Adams, Harris, & Jones, 2018; Afolabi,
Mukhopadhyay, & Nenty, 2013; Paseka & Schwab, 2020). However, studies in
the international literature.on-SENCOs is limited anddacks comprehensiveness
(Esposito & Carroll, 2019; Lindqvist, 2013).

Similarly,in Ghana, several studies have been‘conducted on educational
leaders (Kor & Opare, 2017; Kumedzro, 2019; Kuyint & Desai, 2007; Sarpong
& Kusip2019; Subbey, 2020), teachers (Agbenyega:& Deku, 2011; Boakye-
Akomeah, 2015; Deku & Vanderpuye, 2017; Dwomo, 2015; Nketsia, Saloviita,
&, Gyimah,"2016; Vanderpuye, Obosu, & Nimushiko, 2018) and parents
(Amponteng, Opoku, Agyei-Okyere, Afriyie, & Tawiah, 2019; Vanderpuye,
2013). It appearstthere is apparentdack of literature on the roles of SENCOs in
the implementation of IE.

Meanwhile, the shift towards inclusive agenda demands a new response
to the education of children with SEN, therefore, the roles of SENCOs are

ostensibly pivotal in IE and need to be given the necessary attention in the



implementation of IE (Fitzgerald & Radford, 2017; Géareskog & Lindqvist,
2020; Mackenzie, 2012).

Globally, SENCOs’ roles are important in the education of children with
SEN (Gareskog & Lindqvist, 2020; Curran, Moloney, Heavey, & Boddison,
2020). SENCOs are required to support teachers in educating children with
SEN (Curran et. al., 2020). Currently, most countries across the globe recognise
the roles of SENCOs in IE and have attached them to schools to ensure the
effective implementation of IE in schools (Kearney, Mentis, & Holley-Boen,
2017).

Similarly, with the implementation of inclusive education in Ghana, the
MOE requires all schools to-havequalified SENCOs (MOE, 2015), in this regard,
the SENCO’s role becomes critical in the implementation of IE. In spite of this
provision, not all schools have SENCOs, rather, the'ratio is one SENCO per a
district (Ghana Education Service, 2020). The SENCOs are expected to handle
issues eoncerning children with SEN in inclusive. sehools and also support
regular education teachers (MoE, 2015).

Meanwhile, teachers reveal that, one of the major challenges affecting
their effectiveness in the implementation of IE is_nadequate support of
SENCOs. (Kuyini, Desai,*& Sharma, 2020). If teachers do not receive the
support they need from SENCOs, it.may affect the implementation of IE and
have a negative impact on the education of children with SEN since some
teachers may neglect children with SEN in the classroom due to their inadequate
expertise in handling children with SEN, therefore, if this problem is not

investigated and addressed, it may lead to rejection and denial of children with

10



SEN access to the regular school; children with SEN may be excluded in
classroom activities; they may drop out of school; it may affect their school
achievement among others.

Few studies have been conducted outside Ghana (Cole, 2005;
Fitzegerald & Radford 2017; Rosen-Webb, 2011), however, numerous
researchers point out that, the roles of SENCOs vary, are unclear and depend on
the specific context (Cowne, Frankl, & Gerschel 2015; Fitzgerald & Radford,
2017; Smith & Broomhead, 2019). Additionally, there is limited research on
SENCOs internationally and these researches lack comprehensiveness
(Esposito & Carroll, 2019; Lindqgvist, 2012). For instance, Winwood (2012)
suggested-that a study should-besconducted to ascertain'the level of confidence
of SENCOs'in playing their roles. Pearson (2010) argued that SENCOs level of
knowledge.is an important predictor to the success.of IE. However, most of the
current studies conducted so far have not considered these factors (Curran,
20205 Fitzgerald & Radford, 2017; Mackenzie, 2012; Rosen-Webb, 2011;
Smith & Broomhead, 2019).

Based,on the explications made, there isithe need to.conduct a study to
ascertain the roles'of SENCOs in the implementation of IE from the Ghanaian
perspectives because of thewariations in SENCOs’roles (Fitzgerald & Radford,
2017; Smith~& Broomhead, 2019).../Also, considering the critical role of
SENCOs, the provisions made in the Standards and Guidelines in the
implementation of IE in Ghana, and the little research into the SENCO role in
Ghana, it calls for an investigation into the roles of SENCOs in the

implementation of IE. In addition, most studies conducted in the international

11



literature lack comprehensiveness (Esposito & Carroll, 2019), there is the need
for an in-depth information on SENCOs’ roles, in terms of how they play their
roles, their level of knowledge in playing their roles, including their confidence
and challenges in fulfilling this role. This research therefore seeks to fill these

gaps in the literature. The study also seeks to find out some possible

roles in the
yini, Desai, &
study seeks to

Ghanaian basic

owledge; confidence and

usive education.

5. identify M Q B !u S‘ the implementation of IE.

6. examine if there are any differences in SENCOSs’ level of knowledge in
the implementation of IE in terms of their:

i. Gender

12



ii.  Working experience
iii.  Educational qualification
7. determine if there are any differences in SENCOs’ roles in the

implementation of IE in terms of their:

i. Gender

f confidence in

In this study, the following research questions were addressed:

1. What level of knowledge do SENCOs have in terms of the roles they

play in the implementation of IE?

13



2. What roles do SENCOs play in the implementation of IE?
3. How do SENCOs’ perform their roles in the implementation of IE?
4. How confident are SENCOs in the performance of their roles in the

implementation of 1E?

5. What are the concerns of SENCOs in the implementation of IE?

the level of

regards to:

the roles of

iii.  Educational qualification

Hi: There is a statistically significant difference in the roles of SENCOs

in the implementation of IE with regards to:

14



i. Gender
ii.  Working experience
iii.  Educational qualification
3. Ho: There is no statistically significant difference in the level of

confidence of SENCOs in playing their roles in IE with regards to:

the level of

regards to:

e in the concerns of

ii.  Working experience

iii.  Educational qualification

15



5. Ho: There is no statistically significant influence on SENCOs' roles in
the implementation of IE with regards to their:
i.  Level of knowledge

ii. Level of confidence

iii.  Level of concerns

NCOs' roles in

ill shed a

order to bring to the fore
the roles that SE S .!.:) B! ementation of inclusive education.
Information will be disseminated to the Ministry of Education, which will draw

the attention of government and educational leaders in Ghana to devise effective

16



ways of reviewing the policy on IE since the policy is set to be reviewed every
five years.

The present study will again make a contribution in terms of a concrete
practical value. Investigation of this kind would seem most beneficial to
educators, particularly SENCOs. When the level of knowledge, confidence and
concerns of SENCOs in relation to their roles in the implementation of inclusive
education are targeted (through workshop, seminar, lectures, etc.), not only
would they be sensitised on what they are supposed to do in the implementation
of inclusive education, but more importantly, they would be required to play
their roles very well in order to ensure effective implementation of inclusive
education:. Thus, this study.stands.to_enhance the awareness of stakeholders,
predominantly policy makers, such as Ministry of Education, Ghana Education
Service and the Special Education Division to allew them to take pragmatic
measures in ensuring that children with SEN are provided with the needed
opportunity to be educated in the same environment-with their peers without
SEN.

Moreaver, the present study would be of immense benéefit pedagogically
in the eontext of Ghana. Since the present study endeavours to popularise the
roles and concerns of SENEOs in.the implementation of inclusive education, it
will foreground and enhance the pedagegical skills in the implementation of
inclusive education. That is, SENCOs will be well-informed about their roles in
the implementation of inclusive education, and thereby be required to handle
issues concerning children with SEN. More important, if their roles are

revealed, and their concerns are addressed by policy makers, they can provide

17



better support to regular teachers so as to ensure effective implementation of
inclusive education in Ghanaian basic schools. Eventually, children with special
educational needs may receive more attention, will be accepted, and given the
needed assistance in the IE classroom.

Last but far from least, future researchers also stand to gain immensely
from the findings presented here. This becomes crucial because previous studies
on the issues relating to inclusive education have mainly focused on some other
factors, rather than on the roles of SENCOs. Thus, the present study will help
to fill the existing gap in literature by revealing the roles and concerns of
SENCOs, which will add to knowledge on inclusive education in Ghana and
also serve.as a reference.material. for future researchers who may want to
conduct a similar study.

Delimitations

It'would have been crucial to conduct a study of this nature across the
lengthrand breadth of the entire country. However;igiven that some parts
(Central, Eastern and Greater Accra regions) of the country: serve as a starting
point for the'implementation of inclusive education, it becomes vital to restrict
the context of this'study to the Southern part of Ghana which comprises five
regions namely Western, Wolta, Central, Greater /Accra and Eastern Regions.
Focusingon these areas, which serve-as a basis in the implementation of
inclusive education will help evaluate and identify how IE has, over the years,
fared in Ghana. Also, based on the available data from the Ghana Education
Service (2020), amongst the ten traditional regions in Ghana, only Volta,

Central, Greater Accra and Eastern regions have SENCOs in all the districts.
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Therefore, focusing on these selected areas will give me the opportunity to
provide a detailed and comprehensive investigation of the roles of SENCOs in
the implementation of inclusive education since these regions have quite a
number of SENCOs.

Moreover, considering the fact that literature on the issues relating to

ity rather than
ion to the roles,
their roles and
ion to this area

regarding the

onducted in.on ! part of Ghana and only
involved SENCO:s M Q B ! E an affect the generalisability of the

findings to SENCOs at the regional level and in other context.
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The SENCOs’ level of knowledge, confidence and concerns cannot be
considered as the only variables that affect the performance of their roles in the
implementation of IE.

Definition of Terms

Some terms have been explained based on the context of the study for general

on of IE.

sponsibilities in

of students with

focuses on relevant theoretical and conceptual framework together with
empirical review in order to address the issues relating to inclusive education,

Chapter Three focuses on methods and procedures adopted in the collection and
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analysis of data. Chapter Four focuses on the presentation of the results and its
discussion both for the quantitative and qualitative strands. Finally, Chapter
Five recapitulate key issues addressed in the earlier chapters and draw useful

conclusions from the findings of the study, present recommendations for policy

and practice as well as suggest areas for further research.
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CHAPTER TWO
LITERATURE REVIEW
Overview
This chapter presents the review of the literature to appreciate the current

status of the roles of SENCOs in implementing IE. The chapter focuses on the

and conceptual

ing a concept,
Jy. The concept
sed the system
nship that exists

% Jackson, 2013).

same social setting. In my view, the system theory can be described as the
functions that individuals play, their interaction between others in an

organisation aimed at achieving a common goal. Mbunda (2017) asserts that,
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the use of the system theory in education is based on the premise that the
educational institution is a system with different parts that are interrelated and
interdependent on other systems. Similarly, the school as an organisation
operates with several stakeholders like head teachers, teachers, parents, and the
community towards a common goal. By implication, the system theory is
appropriate in describing the roles of SENCOs in inclusive education.

In summary, the system theory involves studying the simple and
complex structure and behaviour of a system (Germain, 2015). For instance, the
educational system is a complex system with diverse elements like the
classroom setting, teaching methodologies, curriculum, assessment practices
among others and with agents like the teachers and students. Inclusive education
can be described as a complex system with agents (stakehalders) like head
teachers, teachers; SENCOs and parents striving to-achieve a common goal. A
major challenge envisaged with the system theory is the interdependence of
individual function. The interdependence and interconnections are likely to affect
the success of the system if an individual’s role is not played effectively. Thus, a
failure in an individual’s role may affect the entire system. That notwithstanding,
the system theory 1s relevant to this study as it prioritises the unique role of each
member and their. collaborative functions as‘the key to achieving a common
purpose.

Applicability of'the System Theory to this Study

The system theory is appropriate in describing the study since it intends

to study the behaviour (roles) of SENCOs in the implementation of inclusive

education. Inclusive education can be described as a system that operates with
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several stakeholders whose roles are important for effective implementation
(Adams, 2016). The inclusive setting is made up of several stakeholders. The
Ministry of Education (2015) recognises head teachers, teachers, SENCOs as
primary stakeholders. However, based on the purpose of the study, emphasis is

on SENCOs functions in the inclusive system. SENCOs play a vital role in co-

e setting (Cole,
eans that, their

can affect the

based on the

as the part they play in
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Conceptual Review
Concept of Inclusive Education

The concept of inclusive education has been defined severally by
different authors (Messiou, 2017). Some authors argue that, there is no clear cut

definition of inclusive education (Ainscow, Booth & Dyson, 2004; Danso,

17). Others also
described than
int out that, the
al and cultural
ation has been

e context of the

ponsibility

and the cu : : dren in the regular education
classroom (Mitikt ” r} P'!‘% 14; Ngulube, 2016).

UNESCO (2009, p.1) defines Inclusive education as “a process intended
to respond to students’ diversity by increasing their participation and reducing

exclusion within and from education”. This definition views inclusive education
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beyond the individual’s disability and aims to provide quality teaching that will
encourage active participation of persons with SEN in the regular school setting.
It also focuses on the need to remove any form of discrimination in the school
setting. In both definitions of UNESCO (1994) and UNESCO (2009), inclusive
education should provide the educational support that will meet the learning
abilities of all individuals based on appropriate curriculum content, modified
teaching methodologies and strategies. This means that, inclusive education
should provide the educational means that will ensure full participation of all
children.

According to the Centre for Studies of Inclusive Education [CSIE] (2003),
inclusion=means enabling-pupils..to participate .inwthe life and work of
mainstream institutions to the best of their abilities, whatever their needs.
Further, they explained that, IE involves children with and without disabilities
learning together in ordinary pre-school provisions, schools, colleges and
universities, with appropriate network of supportasThe CSIE’s definition
highlights the need for collaborative and collective school Ssystem in order to
meet the needs of all individualsin the school environment..n other words, in
tailoring the school environment to meet the needs of all individuals in terms of
content, structures and strategies«require the collective responsibilities of all
stakeholders (UNESCO, 2005).

Poon-McBrayer and Ping-man (2013) define inclusive education as an
educational process that accepts children with disabilities in the regular school
settings where they can learn without any form of discrimination. Similarly,

Adams (2016), views inclusive education as ensuring the acceptance of all
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children in spite of their disability and providing quality education. In both

definitions, inclusive education should create an enabling environment where

all children will be accepted without any discrimination or marginalisation.
According to UNESCO (2020, p. 8), inclusive education refers to

“securing and guaranteeing the right of all children to access, presence,

ESCO (2020)
ols in the local
orm of barriers
uality learning

sive education

children irrespective of their

disabilities.
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d. Capacity building: enhancing the knowledge and skills of educators and
equipping the community and families with the needed support to enable
them play their roles effectively.

In my view, IE can be described as providing appropriate learning

experience, creating conducive environmental structures, accepting all children

and skills of
needed support
otentials of all
elements in the
d as follows:

f responding to

participation” connotes

d. Inclusion focuses on learners who may be at risk of marginalisation,
exclusion or becoming underachievers in the learning environment:

providing the appropriate educational support to ensure full participation
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and achievement of learners who are at risk in the educational
environment.

Models of Inclusive Education

Giangreco’s (1997) Framework

Giangreco’s (1997) inclusive education model has nine interrelated

als responsible

relevant to the

According to Giangreco (1997), team work is an essential component in
providing quality IE. He explained that, there are different professionals who
provide educational support to children with SEN. Some schools have teachers,

special educators, physiotherapists among others working to ensure the success
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of the child with SEN in the IE setting. Mostly, some of these professional’s
work in a group, but working in a group does not necessarily make them a team.
Giangreco asserted that, these professionals holding meetings together,
communicating with each other, holding conferences together among others

may appear to be a team effort, but may not share common goals. He postulated

together, reach
ational support
ommon goal, it
ted educational
en with SEN,
for quality IE,

S where the team

become a true team.
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Recognising the Role of Family

According to Giangreco (1997), the role of family is critical in
implementing IE. He mentioned that, the IE system may face challenges if
parents of children with SEN are marginalised or not involved in the education

of their children. He further said that, in most cases professionals assume the

) parents as part
of the school
al and support
nvolved in the
se them as part

ed to recognise

responsibilities diligently in the IE system. Giangreco pointed out that,

educators should consider themselves as primarily responsible for the teaching

and learning of children with SEN in IE. For instance, he mentioned that, the
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general education teacher is likely to be the only qualified teacher in the
classroom throughout the child’s school day, therefore it is the responsibility of
the teacher to accept all children including children with SEN and focus
teaching and learning on meeting the diverse needs in the classroom without
any form of discrimination or marginalisation. From the foregoing, it can be
said that, the roles of SENCOs in supporting teachers in the implementation of
IE is critical, because teachers are the sole implementers of IE, therefore,
SENCOs need to understand their duties and responsibilities well to perform
them diligently in supporting teachers in the implementation of IE. It can also
be said that, to achieve the goals of IE, the roles and responsibilities of educators
should be:monitored and.evaluated.at proper time intervals to'find out if these
roles are being played effectively.
Clear Definitionof Roles

Giangreco highlighted the need for clear definition of roles in IE. He
maintained that, for IE to be successful, educators, parents and other
professionals should. have a clear role definition. Each member should know
what role issexpected of him or her and also‘play the roles effectively in
implementing IE."He further explained that, with the IE agenda, the roles of
special educatorsthave become unelear and.their roles will therefore need to be
clarified.“Therefore,.a.clear definition.of roles will reveal the individual roles
of all stakeholders-and help to strengthen IE practices. This also means that, the
duties and responsibilities of stakeholders in the implementation of IE should
be clearly spelt out in policy documents or handbooks to provide a framework

that will guide them in performing their duties.
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Effective Use of Support Staff

Giangreco (1997) mentioned that, support staff are essential in the
general education classroom even though, there may be some challenges
associated with having support staff in the classroom which mostly affect

children with SEN. He mentioned some challenges support staff may have on

ies of general
al control; and
s to competent
separation of
He therefore
Id train support

2 in continuous

at they can access and

Use of Individualised Educational Plan (IEP)
According to Giangreco, the use of IEP is paramount in IE. IEPs are the

blue print in providing appropriate educational programmes and interventions
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for children with SEN. He postulated that, often times, IEP’s for children with
SEN do not meet their intended purposes. He indicated some problems in
developing IEP for children with SEN such as; separate goals for each
discipline, confusion between learning outcomes and support and unnecessary
use of professional jargons. He maintained that, for IEPs to be effective, schools
must involve parents, must identify appropriate learning targets which should
be properly documented and should give access to children with SEN to access
and participate in their educational programme.
Use of Assessment Procedures

According to Giangreco (1997), in as much as assessing the school
prioritisessthe evaluation ef teachers’ performancesyevaluation of children’s
performance should also be a priority. The school should have appropriate
means in assessing children to suit the needs of all.children in the classroom.
Deductions from Giangreco’s (1997) model

According to Gyimah (2006), Giangreco’s (1997) model recognises the
important roles of educators and parents in implementing IE and the need for
interaction between educators and parents and other professions in playing their
roles in_implementing IE. Gyimah (2006), supports_the need for clear role
identification in implementing IE..L.ending support to Gyimah (2006) assertion
of Giangreco’s IE medel, it can be said-that, the roles of educators and parents
are quintessential“in_ implementing IE. This means that, the roles of educators
and parents should be made clear. I agree with Gyimah’s (2006) assertion that,
national goals must be set to promote the growth and development of IE to make

it successful. To add, policies and documents guiding inclusive practices in
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countries should be the guiding framework in implementing IE. It also means
that, these policies should clearly spell out roles and responsibilities. Similarly,
relevant ministries should ensure that, these expected roles are played
effectively in all levels of education. I am also of the view that, Giangreco’s
(1997) model should have merged some of the themes since some of the themes
have similar focus and also go hand in hand. For instance, team work and shared
framework could have been a composite theme, also support staff and services
could have been one common theme. In addition, it seems some of the themes
lacked comprehensiveness and need more clarification, for instance, the themes
concerning assessment and clear role definition could have been more
comprehensive. In spite of.these shortfalls, the modelprovides a guide to the
implementation of IE.
Applying Giangreco’s Model of Inclusive Education to the Study
Giangreco’s (1997) model of IE is applicable to the study because
emphasis,is placed on the roles of educators and parents and the interaction
between educators, parents and other professionals. The critical aspect of the
model to thesaim of the current study is the need to determine the duties and
responsibilities of SENCOs in the implementation of IE. Loreman, Deppeler,
and Harvey (2010), ackmewledge the importance of stakeholders in the
implementation of IE.. They indicated.that, for stakeholders to be effective it
calls for: understanding of their roles; their collective responsibilities and
critical examination of their concerns in IE before providing solution. In
summary, all these models provide a pathway for building inclusive education

and help us to gain a better understanding of the inclusive education concept,
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even though, these models have unique ways of conceptualising inclusive
education, putting them together gives a holistic view of inclusive education.
Lewis and Norwich’s (1999) framework
Lewis and Norwich’s model of inclusive education explained inclusive
education based on the needs of children. In their model, they revealed how
early childhood inclusive education should be approached based on some
identified needs of children such as cognitive, physical, social, emotional and
communication. They further classified their needs into three namely:
1. Needs that are common to all (for example, motivation);
2. Needs that are common to some, but not others (for example, visual
impairment, physicaldisabilities and hearingdmpairment); and
3. Needs that are unique to an individual (for example, complex needs).
The first type of need identified in this model can be conceptualized as
general needs. According to Gyimah (2006), the first type of needs is the
responsibility of all teachers. Buttressing Gyimah’s.assertion, it appears these
needs can be catered. for in the general education classroom where the teacher
Is.key in ensuring that the educational needs of the child are met. Similarly,
considering the second needs, I'am in support with Gyimah(2006) who argued
that, these needswrequire ‘awspecialized attention .and experts in the fields of
inclusive education to_ensure these.needs are met. Teachers in their own
capacity may not be adequately successful in managing the needs of children
but require the help of other experts such as SENCOs to fulfil their role
(Winwood, 2013). Gyimah (2006), clearly points out that, with the first needs it

is likely for teachers to be effective, however, in the second and third needs,
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there is clearly doubt of teacher effectiveness without the support of other key
players such as the SENCOs in facilitating inclusion because of the complex
nature of the subsequent needs.

The third type signifies children with and profound disabilities. Their

needs may be complex to handle in the regular education classroom. They may

education and

sive education
St interest of the
uld be various
d 1o meet the needs
some school of

, others disagree

As part of impra " ﬂ E‘ ‘- s sion, Ainscow (2000) proposed six
strategies that could be used to develop and push inclusion practice forward and
identified them as:

i.  Starting with existing practices and knowledge
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ii.  Seeing differences as opportunities for learning
ili.  Scrutinising barriers to participation
iv.  Making use of available resources to support learning

v.  Developing a language of practice

vi.  Creating conditions that encourage risk-taking.

5 in a paper on
ers for change?
elopment at the
tral if inclusion

asingly diverse

School

Education

Review and

Department

Development

Forms of
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Figure 2: Ainscow’s (2005) framework
In his second framework, Ainscow (2005) draws attention to the

principles that guide policy priorities within education system; the views and
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actions of others within the local context, including members of the wider
community that the school serves and the staff of the departments that have
responsibility for the administration of the school; and the criteria that are used
to evaluate the performance of schools.

Ainscow (2005) revealed that, his inclusive education model is intended
to focus on factors that depend on inclusive education development within an
educational system. Specifically, his model intends to draw attention to actions
that can be taken in the educational system to move the inclusive system
forward. Ainscow’s (2005) model of inclusive education makes the school
central in analysing inclusive education. Ainscow’s (2005) argument is for
inclusive education to be viewed from the local communities, where the school
Is central. He'mentioned that, schools should be given the necessary support and
have structures that will help the participation and‘learning of children with
diverse needs.

To_ this end, it can be perceived that, Ainscow’s (2005) focus was on
strengthening the school’s capacity, including essential features in the school
that can ensure equal participation and reducing exclusion’ from the school
environment. Ainscow further postulates that, the framework draws attention to
varied influences.in the educational context that'affects the way the school
carries out their work..Ainscow (2005).further explained that, these influences
may help the school and encourage it to move towards an inclusive direction or
act as barriers to the school’s progress. Ainscow (2005) identifies these
influencers as the: principles that guide policy priorities within an educational

system; views and actions of others within the local context; including members
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of the wider community that the schools serve; staff of the departments that have
responsibility for the administration of the school system; criteria that are used
to evaluate the performance of schools.

Considering Ainscow’s (2005) provisions towards building an inclusive

environment, the framework provides a good foundation in promoting inclusive

the importance
ye” (McMaster,
re of inclusive

e structures or

education system that are relevant for a successful inclusive education practice
(Ainscow & Miles, 2009; Ainscow, 2005). To Ainscow and Miles (2009), the

framework is important in highlighting the areas of development in inclusive
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education practices. Ainscow and Miles’s (2009) indicate four overlapping
themes in the inclusive framework, each theme has four indicators. They are as

follows:

Inclusive
Education

as a process

3.
Structures
and systems

4. Practice

Figure 3: Ainscow and Miles’s (2009) framework

Theme 1:"Concepts

In an.education‘system that is becoming inclusive:
1.1 Inclusion is'seen as an overall principle that guides all educational
policies and practices.
1.2 The curriculum and its associated assessment systems are designed to
take account of all learners.
1.3 All agencies that work with children, including the health and social
services, understand and support the policy aspirations for promoting

inclusive education.
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1.4 Systems are in place to monitor the presence, participation and
achievement of all learners.
Theme 2: Policy

In an education system that is becoming inclusive:

2.1 The promotion of inclusive education is strongly featured in important

4.1 Schools have strategies for encouraging the presence, participation

and achievement of all learners from their local communities.
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4.2 Schools provide support for learners who are vulnerable to
marginalisation, exclusion and underachievement.
4.3 Trainee teachers are prepared for dealing with learner diversity.

4.4 Teachers have opportunities to take part in continuing professional

development regarding inclusive practices.

framework, the
on system that
SENCOs will
ome inclusive.
urriculum and
and specialists

es of SENCOs in

Persons with disabilities who had mild to moderate disabilities trained

in trades like their counterparts without disabilities. This phase witnessed the

beginning of missionary support in educating persons with disabilities.
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However, the category of disabilities that were given attention were the blind
and the deaf. Schools that were established for persons with disabilities during
that era focused on literary skills and weaving of baskets.

Independence phase (establishment of public special education system 1957-

1993)

pport from the
did not take
a’s Educational
al Welfare was
e Ministry of

late 1960’s. In

the inclusive education era. Before the Salamanca Statement and framework for

Action in 1994, there were no specific polices in guiding the education of

persons with SEN in Ghana (UNESCO, 1994). The era of inclusive education
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introducing the signatory and ratification of several international treaties like
the Salamanca Statement and Framework for Action and UNCPRD. Lending
support to Ametepee and Anastasiou (2015), the emphasis on inclusion is

strengthened by the launching of the inclusive education policy in 2016 (Isaac

& Dogbe, 2020).

fication and of
the historical
lised as:

his phase was
d SEN in the

arated from the

expected to be educated in the same classroom environment without any
form of discrimination or marginalisation (UNESCO, 2005). In

summary, Ofori (2018), highlights the development of IE in Ghana as:
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Table 1: Phases of the Development of IE in Ghana

DATE PHASES

1936 Establishment of special education
schools.

1946 Schools for the blind and deaf are built -
“Akropong-Akwapim School”.

1957 Ghana gained independence. The
educational needs of the disabled children

ernment.
ation Act of

n Unit, taking
children and

)f Ghana is

t is issued
ion.

nted a Free
Universal Basic Education

CUBE).inssupport of education

Dakar).
n (ESP)-from 2003
it special
n the

nclusive

tion sle e;., troduced

o s ‘; I ;
aken towa s it ementation

N
O

2rogrammes in Ghe
Deku and Van N OB“Q following types of inclusive
education programmes in Ghana:
a. Units for children with intellectual disability within regular education
complexes.

b. Integrated educational programme for children with low vision.
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Hostel Support, Units for the blind in schools for the deaf.
c. Inclusive schools with special resource teacher support.
d. Inclusive schools without resource teacher support.
Basic Components of Inclusive Education

The components of IE as suggested by Giangreco and associates

er, Dennis, &
2015) is one of
at can be been

e, 2017). These

learners.t es are tailored to meet indivdual

needs.
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4. Use of environments frequented by individuals without disabilities.
The learning experiences take place in the regular education classroom
and community work sites.

5. A balanced educational experience. Inclusive education promotes an

Individualised balance between academic/functional and social/personal

f the student’s

their academic

0 be realised in

sibilty of all

ation

are seven factors

Cla

to meet
Collaboration

The success of inclusive education is strongly characterised by a
collective responsibility of all stakeholders. It draws on the collaborative effort

of professionals in different fields like education, medicine, psychology and the
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community. For example, in the educational field, the collaborative roles of
professionals like teachers, head teachers, special educators among others
cannot be underestimated. The expertise of all these professionals is needed to
meet the educational needs of all the students in the classroom. In other words,
the success of practicing inclusive education greatly depends on the
collaboration between stakeholders (Murphy, 2018). Therefore, there must be
continuous. professional support for all educators especially teachers and
administrative support for both special education teachers, regular classroom
teachers, and the pupils with disabilities.
Refocused Use of Assessment

Traditionally, the.use-of.formal assessmentstools had been the sole
means in determining the eligibility of students for SEN. However, some studies
carried out.on the/global front criticised the 'use of formal assessment due to its
inadequacies and biases. In view of this, the focus on formal assessment tools
have been shifted to the use of alternative assessmentitools such as authentic
assessment, portfolio assessment and performance-based assessment.
Support for'Staff and Students

Professional development and in-service training for regular education
teachers s paramount to the.success of inclusive education. Regular classroom
teachers usually express _concerns_about inclusive education, and one of the
major concerns is that, they feel they are inadequately trained to implement
inclusive education (Deku & Vanderpuye, 2017; Vanderpuye, Gyimah, &
Deku, 2009). Teachers must therefore be trained to gain the requisite skills and

knowledge in order to play their role effectively to implement inclusive
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education (Deku & Vanderpuye, 2017). Teachers should be supported with
teaching assistants especially those with large classes. Students with special
needs should be given the needed support in the form of extra learning materials
and aids to facilitate their learning in the regular classroom.
Funding

Funding is very important in the implementation of inclusive education.
Most developing countries have challenges meeting the financial needs in the
implementation of inclusive education. Some countries are also reluctant to
invest in the education of children with special needs. African countries must
recognize that, the success of inclusive education calls for adequate financial
support;'even though, some.countries have economic.erisis, itisstill imperative
to prioritise the education of both children with and without disabilities.
Effective Parental Involvement

Generally, most countries in Africa do not prioritise parental
involvement in the education of children with disabilities. Parents who have
children”with disabilities usually go through emotional distress (Mitchell,
2014). Besides, some parents are faced with negative attitudes and
stigmatisation in“their respective  communities (Avoke & Avoke, 2004,
Gadagbui, 2010;. Opoku=Boadi,»2015) which can lead to poor parental
involvement."Meanwhile, for the schools-to be successful in educating children
with disabilities, there should be co-operation between the schools and the
parents (Bariroh, 2018). Hence, parents are encouraged to play their roles
effectively through active participation in their children’s education to make

inclusive education successful (Vanderpuye, 2013).
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Curricula Adaptations

Curriculum adaptations is imperative to the success of inclusive
education. Adapting the curriculum is one of the major roles teachers play in
the inclusive classroom (Adewumi, Rembe, Shumba, & Adeola Akinyemi,

2017; Mishra, Hota & Khamari, 2019). Adewumi, Rembe, Shumba, and Adeola

Shani & Hebel,

sts the need for
Os are experts who
2xpected to liaise

, collaborate with

inadequate teaching and learning materials and poor quality training. On the

contrary, it appears that, these challenges in the education system still exist after

51



the implementation of inclusive education. Some of the key challenges in
implementing inclusive education are:
Funding

UNESCO (2009) mentioned that, funding is a major challenge in the

implementation of inclusive education. Implementation of inclusive education

g professional
will undertake
ound may have

e to inadequate

implementing

e importance of

progress in the classroom. Despite these key roles of parents, most parents are

not involved in the education of their children due to financial challenges,

stigmatizations, illiteracy among others (Hornby & Blackwell, 2018).
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Vanderpuye (2013) highlighted some challenges to parental involvement in
inclusive education in Ghana, including; financial constraint, lack of
communication, unwelcoming attitude of school staff; lack of societal
acceptance of children with SEN; inability to help with homework; busy work

schedule and opposing views of parents and school authorities which hinder the

a dominant role

in the inclusive

on. In the same

to Gal, Schreur, and Engel-Yeger (2010), the teachers’ negative attitude is one

of the difficult barriers to deal with in the educational setting.
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Rigid Curriculum

According to Mogbo (2002), curriculum encompasses the content,
structure, and processes of teaching and learning, which the school provides in
accordance with its educational objectives and values. This includes the
knowledge, concepts, and skills that students acquire as well as the factors that
inform the ethos and general environment of the school. Mogbo (2002), saw
curriculum as all planned experiences, opportunities, and activities provided by
a school to assist the learners attain the designed learning outcomes and desired
change in behaviour. Curriculum involves all the structured and unstructured
school activities and processes leading to students’ learning. Kawser, Ahmed,
and Ahmed. (2016) found.thatuinflexible curriculumsis'a big problem for the
child with'SEN. A rigid syllabus is a'great barrier to inclusive education. Glat
and Blanco.(2009) as cited in Olivia (2016) stated thatthe existence of curricular
accommodations can contribute to the academic success of students with
disabilities, global developmental delay, and high_abilities or ‘giftedness, by
enabling learning and participation. Howeyver, there are no pre-set rules as to the
type and amoeunt of accommodations required;sthere are ne manuals (Oliva,
2016).-According to Hausiku (2017), Namibian school’s curriculum does not
accommodate allslearners'with special needs-fully‘which makes it difficult for
teachers“to know what tools and..methodologies to use to support and
accommodate all'learners’ needs. In the view of Jung and Pandey (2018), rigid
and inappropriate curriculum as well as teaching methods create a major barrier
for inclusive practices of diverse group of learners. Also the examination

process is not flexible for the learners with SEN. As Reiser (2012) argued that
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where national curricula and assessment policies are too rigid, competitive and
do not allow for flexibility and collaborative working practicing inclusive
education can be hindered. Ngulube (2016) stated that many curricular expect
all pupils to learn the same things, at the same time and by the same means and
methods while pupils are different and have different abilities and needs
(UNESCO, 2005). Farrell (2010) argues that it is perfectly feasible and
preferable to develop a curriculum that is for all pupils including, those with
disabilities and disorders. Thus, the curriculum should be adapted as a broadly
based one for all pupils. If the curriculum should be unified and adapted to meet
the learning needs of the varied abilities and special needs students in inclusive
classrooms. or special schoels;«then the obvious.guestionis how well do
SENCOs support teachers in adapting the curriculum to meet the learning needs
of all students in.the inclusive classrooms? If SENCOSs are not playing their
roles effectively to support teachers in IE, it is likely to defeat the purpose of
inclusive,education where all learners are to participate fully in the school
activities to mere physical placement of learners with special needs in regular
schools.
Teacher Competence and Professional Development

Teacher competence.and professional development is important to the
successful'implementation of inclusive.education (Ainscow, 2020; Mangope &
Mukhopadhyay, 2016; Majoko,”2019; Zulfija, Indira & Elmira, 2013). Dias
(2015), considers the teachers’ role as central to the implementation of inclusive
education. If the teachers lack knowledge and skills in implementing inclusive

education it hinders the success of inclusive education (Flecha & Soler, 2013;

55



De Boer, Pijl, & Minnaert, 2011). The roles of teachers have changed in
practicing inclusive education other than what was expected in the traditional
classroom. Teachers are expected to show some level of competency in order to
be effective in the inclusive classroom (Chireshe, 2013). The teacher’s
professional development is related to her/his competence (Mangope &
Mukhopadhyay, 2016). The teacher’s competency includes; the use of
appropriate -teaching strategies; requires skills in classroom management;
collaboration; assessment and evaluation; adapting the curriculum and behavior
mangement (Das, Kuyini, & Desai, 2013; Rabi & Zulkefli, 2018). Teachers
need to be competent to be able to adapt teaching and learning to suit the diverse
needs ofall children in_the.eclassroom (Agbenyega.&'Deku, 2011; Alhassan,
2014; Sharma, Simi, & Forlin, 2015). The competence of the teacher in the
inclusive elassroom determines the role s/he playstin the classroom (Rabi &
Zulkefli, 2018). This means that, if the teacher Is competent in the classroom, it
will affect the effectiveness of the role s/he ‘plays.intthe inclusive education
classroom. According to Owobi, Jurmang, and Onuadiebere (2014), some of the
inhibitors tosteacher competencies are: wrong  placement; inadequate staff
support. and class®size. That notwithstanding, the teacher’s competence is
critical to her or. his rolesand the successful implementation of inclusive
education (Abba & Rahid, 2020). According to Carrington, Deppeler, and Moss
(2010) student achievement in inclusive classrooms can be compromised unless
teacher training programmes change course to embrace a new wave of
pedagogical practice that value all learners. Professional development refers to

improving the teacher’s skills, attitudes and performance in playing his/her roles
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(Luningo, 2015). Agbenyega and Deku (2011) reveal that, teachers’
professional development includes instructional and curricular techniques
appropriate for the development of cognitive, social, cultural and physical needs
of diverse learners in the inclusive environments. Luningo (2015) pointed out
that teacher professional development is one of the major hindrance to inclusive
education. Therefore, when teachers do not receive adequate training, it is likely
to affect their competence in playing their roles successfully in inclusive
education. Nonetheless, no matter how equipped teachers are or prepared for
IE, they still need the support of SENCOs to be more effective in handling
children, especially children with SEN (Fitzgerald & Radford, 2017; Gareskog
& Lindqvist, 2020; MoE, 2015):
The Issue of Resources

Teaching sand learning resources are important in the inclusive
classroom. These resources can be in the form of material or equipment to make
teachingand learning easy and to make normalization.dnithe classroom or school
possible. Farrell (2010) discusses various resources that are required for certain
Kinds of impairments and SEN: For some children withSpeech" disorders,
computer aided communication ‘may be necessary: as .an alternative or
augmentation towspeech.™kor disorder of.written expression for example,
computer-software is.used for essay structure and other aspects of writing. The
aim is to provide scaffolding forthe pupil sothat he can produce suitable work.
At the same time, the intention is that the computer-provided support will
gradually be internalized by the learner, who will gradually acquire the

knowledge and skills to produce written work unaided. Visual impairment may
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require low vision devices and lighting, Braille or Moon materials, and
computer technology. Furniture, aids to movement and other devices are all part
of the resources that may be used. For example, children with orthopaedic
impairment need to be correctly positioned, and furniture takes account of
pupil’s stature and the need for good posture and support. These suggest that
resources are very important in the implementation of inclusive education.
However, some of these resources are very expensive-and providing them will
require huge government budget. Meanwhile, without their provisions, policy
becomes a lip-service and will remain only in principle but not in practise.
Special needs learning materials include speech and language development,
social and.emotional skills;;motor:skills, sensory awareness, tactile awareness,
visual discrimination, core skills and professional resources (Kawser, Ahmed,
& Ahmed;2016). They however argued that.in thesmainstream schools, these
resources are not available to facilitate the learning of children with SEN which
hinderssthe success of inclusive education. ‘Zungu.(2014) stated that many
schools lack resources and facilities to support all learners, especially learners
with special“needs which hampers the progress./of learners..Lack of materials
and equipment in“Ghana have equally been found as.challenges to inclusive
education (NKketsia, 2016; ©fori, 2018).
Environmental Accessibility

Accessibility is the degree to which-an environment, service or product
allows access by as many people as possible (Tudzi, Buguri, & Danso, 2017).
Accessibility requires taking measures to ensure access for persons with

disabilities, on an equal basis with others. Also, the Sustainable Development
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Goal (SDG 4) identifies the need to ensure inclusive and equitable education.
However, it seems that, persons with disabilities face a lot of challenges in
accessing the school environment which has become a major challenge to their
education. For instance, in Ghana, the inclusive education policy requires

school buildings to be accessible for all children to attend school (Tugdzi,

Administrative
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6. Lack of qualified SENCO (Senadza, Ayerakwa, & Mills, 2019).
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The challenges stated are likely to affect the implementation of inclusive
education. Therefore, as part of the aims of the study, some of the concerns of
SENCOs in implementing IE will be investigated.

Special Education Needs Co-ordinator (SENCO)

The title SENCO, can be traced to England’s Code of Practice on the
identification and Assessment of SEN, (DFE, 1994), SENCO is the person who
IS responsible for ensuring that the needs of school children with SEN are met.
According to Bines (1992), the SENCO is an advocate for children with SEN
who plays diverse roles as a teacher, consultant, enabler and manger.

To add, Cole (2005) views SENCOs as a group of educators who are
directlyinvolved in the educational experiences of.children'with SEN. Also,
Rosen-Webb (2011) describes SENCOs as trained and experienced
professionals with the expertise and skills to. direct; manage, and co-ordinate
activities in inclusive environment. She further described them as leaders who
are responsible for ensuring positive climate in the school environment.

The conceptualisation 'of SENCOs in Ghana is quite similar to
internationalperspectives. SENCOs are seen as individuals responsible for
ensuring that, the educational system, structures and methodologies meet the
unique ‘needs ofswall learners in.the classroom (Tsikudo, n.d.). Similarly,
SENCOs are expected. _to_manage.issues concerning SEN in the IE setting
(Donbeinaa, 2017). Based on the definitions above, it can be said that, the
SENCO is the person who ensures that, the needs of children with SEN are met,
teachers are given the required support in managing children with SEN and

overall, manages issues concerning SEN in the school.
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The History of SENCOs from the International Perspective

Globally, SENCOs are generally recognised in the education of children
with SEN (Kearney, Mentis, & Holley-Boen, 2017). The title ‘SENCO’ can be
traced from the British Educational system (Collins, 2011). The SENCQ’s role
was formalised in England in1994 (Morewood, 2012) and it is stipulated in the
Code of Practice on the Identification and Assessment of SEN (DfEE, 1994).
According to Epistol and Carroll (2019), SENCOs’ duties and responsibilities
are mandatory as enshrined in the 1994 code of practice (DfE, 1994) to support
IE. The 1994 code obligated all schools to have specialist teachers to handle
issues concerning children with SEN (Mackenzie, 2012). Apart from England
who were the first to coin.the title.SENCO and also.fermalise'their roles, other
countries such as Australia, Sweden, New Zealand, Hong Kong among others
have formalised /the roles of SENCOs through«policies and legislations
(Fitzgerald & Radford, 2020; Kearney et al., 2017; Szeto, Cheng & Sin, 2018).
Some countries such as Cyprus, Greek, Ireland, Hong«Kong among others have
SENCOs, but are yet to regularise their roles (e.g., Agaliotis & Kalyva, 2011;
Fitzgerald Radford, 2017; Szeto, Cheng & Siny 2018; Liasidou & Svensson,
2013).
Historical Perspectives oRSENCOs in Ghana.

In“‘Ghana, it appears that, there.is-little information on how the roles of
SENCOs started."However, it is‘believed that, the SENCOs’ role can be traced
from 1972, through Mrs. Eudosia Obeng who played a voluntary role similar to

the present roles of SENCOs (Donbeinaa, 2017). She started visiting children
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with SEN in their homes in the Eastern Region to give them counselling and
peripatetic services (Donbeinaa, 2017; Gadagbui, 1998).

According to Donbeinaa (2017), in 1975, Ghana Education Service
recognised the importance of providing home support for children with SEN so
they officially appointed five officers with the called “peripatetic teachers” to
aid in the identification of children with SEN, liaise with district education
offices and families to provide the necessary support for children with SEN who
were to be enrolled in schools. He explained further that, to meet the
educational needs of children with SEN, between 1992 and 1993, there was a
rapid increase in the appointment of peripatetic teachers with the number
increasing.from 39 to 53 respeetively. Currently, peripatetic teachers are now
called SENCOs and can be found in almost every district in Ghana (Donbeinaa,
2017). This.is in fulfilment of the standards and guidelines for IE which stipulate
that ““All'schools should have qualified special educational needs coordinator
(SENCO)”, (MoE, 2015, p. 16). SENCOs are categorised “under special
educators who constitute the key operators:in the management of children with
SEN (Tsikudu, n.d). However, their expected roles are not explicit in:the policy
unlike head teachers’ and teachers™ that are clarified in.the policy. In my view,
inclusion of'the reles of SENCOsqin the policy would have clarified what they
are expected to do in.the implementation of IE (Fitzgerald & Radford, 2017;
Gareskog & Lindgvist, 2020;" Giangreco, 1997; Mackenzie, 2012) and
considering how significant they are in the implementation of IE (Gareskog &

Lindgvist, 2020; Smith & Broomhead, 2019)
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Guiding Principles of a SENCO
SENCOs are expected to play key roles in the implementation of IE.
According to Rosen-Webb (2011), SENCOs should be guided by some

philosophies in performing their roles. Based on the findings of her study, these

values are paramount to the SENCO. Rosen-Webb (2011) outlines nine (9) of

2011). According to
. , | 1S )

Winwood (2012) e of the SE S'as important as that of the teacher

in meeting the needs of children with SEN in the classroom. Besides, an

effective inclusion practice depends on the quality of teaching and learning

afforded to children with SEN (Fitzgerald & Radford, 2020). Additionally, the
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move towards IE demands special focus on matters involving children with
SEN. In this regard, the roles of SENCOs become critical in the implementation
of IE (Tissot, 2013; Lindqvist, Nilholm, Almqvist, & Wetso, 2011).

Literature suggest a shift in SENCOs role from discrete roles as special
educators in handling children with SEN in special schools (Lindqvist, Nilholm,
Almgqyvist, & Wetso, 2011) to coaches who direct and support regular schools in
the implementation of IE (Bennet, 2016). With the current policy on IE in
Ghana, SENCOs are significant in the implementation as they are required to
be in every school (MoE, 2015). Some researchers indicate that many teachers
have difficulties in handling children with SEN in IE (e.g., Winwood, 2013;
Ainscow;yBooth & Dyson,2004).-Therefore, SENCOsare expected to provide
teachers the support they need in managing children with SEN in their
classroom(Cole, 2005; Winwood, 2013). This means that, the SENCOs’ roles
in'IE are paramount. Cole (2005) calls for the recognition of the role of SENCOs
to ensure,that the needs of children with SEN are catered for in the classroom.
Lending support to. Cole (2005) the role of SENCO is/imperative in the
education of'¢hildren with SENin IE.

Modus. Operandiof SENCOs

The duties.and respensibilities of SENCOs'can be traced from England
in the first Code of Practice (DfE, 1994). The Code of Practice was developed
to ensure that all'schools had experts in special education who will co-ordinate
the activities of children with SEN (Tissot, 2013). According to Tissot (2013),
the first document in 1994 spelt out seven duties and responsibilities, they are

as follows:

64



1. The day to day operation of the school’s SEN policy
2. Liaising with and advising fellow teachers
3. Coordinating provision for children with SEN

4. Maintaining the school’s SEN register and overseeing the records on

all pupils with SEN

| psychology

ervices and

EA’s support and

and social services, and

voluntary bodies

These roles as enshrined in the Code of Practice in England may not be

directly linked to the SENCOs’ roles in other countries (Gareskog & Lindgvist,
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2020). Even, within England, some scholars argue that the duties and
responsibilities as enshrined in the Code of Practice have changed over time and
call for an investigation of their current role (Tissot, 2013; Winwood, 2013)
since their roles are pivotal in the implementation of IE (Lindgvist, Nilholm,
Almgvist & Wetso, 2011; Mackenzie, 2012).

In Ghana, considering the IE policy and the Standards and Guidelines
for the implementation of 1E, the roles of SENCOs are not clearly spelt out in
these documents, even though their roles seem to be formalised based on the
provisions in the Standard and Guidelines. However, Donbeinaa (2017), pointed
out that, once the teacher is appointed as a SENCO, s/he is given a document
that specifies the roles that.they-are.expected to play.which serves as their legal
instrument in_operating as SENCOs. He mentioned some of the duties and
responsibilities as‘enshrined in the role specification'document, such as;

1. Seeing to the day-to-day operation of the SEN policy
2. Liaising with teachers involved in SEN

3. Maintaining SEN register for pupils in special schools
4. Liaising with external agencies

It can be said that, there may: be additional roles or some of these roles
may. not be applicable in the implementationof IE. For instance, seeing to the
day to day"SEN policy, now there is.alse-an inclusive education policy which is
implemented in"all schools in Ghana (MoE, 2015). SENCOs may not only be
interested in the implementation of the SEN policy only but the IE policy since
they are expected to be in every school but not only, special schools (Oppong,

2003). Therefore, deducing from Donbeinaa’s (2017) explication of the duties
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and responsibilities of SENCOs, these roles were in existence before the
implementation of IE in Ghana. The implementation of IE in Ghana began in
2015 (MoE, 2015). It is likely that, with the implementation of IE, SENCOs
may have entirely new roles, additional roles or lesser roles.

Apart from that, considering argument from several researchers (e.g.,
Cole, 2005; Lindqvist, 2012; Mackenzie, 2012) the existence of role
specification- document may not be sufficient to assume the roles of SENCOs
since their roles change over time. For instance, the label ‘SENCO’ and the role
started from England (Collinson, 2011) and is mandatory in their Code of
Practice on the identification and assessment of SEN, (DfE, 1994). Their
expectediroles have been clearly:spelt out and the Code"of Practice was revised
in 2001(Winwood, 2013), with their roles indicated as well. Yet, most
researches.on SENCOs in England (Rosen-Webb;72011; Tissot, 2013) posit
that, attention should be paid to the roles of SENCOs in the implementation of
IE. It can, be said that, since their roles are specifiedsin a policy, it provides
clarity on their roles. On the contrary, Rosen-Webb (2011), stated that, the roles
of SENCOs are not clear in policy context and in‘the literature.

Lending support to Mackenzie’s (2012) assertion, there should be
research on the roles of SENCOsyto reveal.the roles of SENCOs to guide the
implementation of IE.because of their.eritical roles in supporting the school in
handling matters regarding SEN"(Fitzgerald & Radford, 2020). It is expedient
to point out here that, in as much as policies can influence practice, practices

are also likely to influence policy (Cuban, 2015). Therefore, researches in this
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area may lead to the clarification of their roles and can lead to a successful
implementation of IE.

In this regard, a study of this sort is critical to clarify their roles in the
implementation of IE in Ghana. Among others, their current duties and

responsibilities in the implementation will be revealed as well as other critical

edge, how they

plementation of

SENCOs in the

olars identify as

According to Kearney,

several activities, more specifically, to support parents and teachers to handle

the difficulties faced in the implementation of inclusive education (Kearns,

2005). Some educators hold the view that SENCOs should be responsible for
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teaching children with SEN because teachers have limited skills in teaching
children with SEN (Lindqvist, 2013). If this is done, it will conflict what
Lindqvist (2013) describes as “who should do what to whom” because the
SENCO role was not planned to include full time teaching responsibility of
children with SEN (Mackenzie, 2012).

Besides, several researchers have pointed out that, the work expectations
of SENCOs put a heavy burden on their roles (Cowne, 2005; Fitzgerald &
Radford, 2020; Layton, 2005; Smith & Broomhead, 2019). When SENCOs
involve themselves in direct teaching, teachers overly depend on them which
overburdens the SENCOs (Sanagi, 2009). According to Sanagi (2009), the
workload-ef SENCOs doessnot:make them effectivesdinremedial teaching and
this affects the academic progress of children with SEN (in the inclusive
environment. He pointed out that, teachers should.recognise the primary roles
of SENCOs instead of expecting them to provide remedial teaching and overly
depending. on them to handle children with SEN..He further argued that,
teachers'should develop their skills and expertise to teach children with SEN
directly. From the foregoing, when SENCOs engage in remedial teaching, it
comeswith a lot of disadvantages (Sanagi, 2009) and.can prevent them from
being effective initheir primary roles which may lead to poor implementation of
IE.

Limited Knowledge about their Roles

SENCOs lack of knowledge about their roles can affect the

implementation of IE (Kearney et. al., 2017; Winwood, 2013). This means that,

SENCOs level of knowledge about their roles is a critical aspect in the
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performance of their duties and responsibilities. Agaliotis and Kalyva (2011),
argued for SENCOs to update their knowledge on issues concerning children
with SEN and also pointed out the need for SENCOs to be abreast with their
duties and responsibilities as professionals to meet inclusive demands. SENCOs
should prioritize their roles, have expertise in what to do to make IE effective
(Kearns, 2005). In summary, if SENCOs have inadequate knowledge about
their roles, it is likely to affect the implementation of IE.
Negative Attitude of SENCOs and other Staff towards Inclusive Education

Positive attitude from educators and other stakeholders is critical in the
implementation of IE (Nandako, 2019; Paseka & Schwab, 2020; Saloviita,
2020). Similarly, several researchers.indicate that, thessuccess of IE education
Is largely dependent on teacher attitude (Greene, 201/; Kuya, 2018; Sharma,
Chunawala, Chari, 2017). When teachers have negative attitudes towards the
implementation of inclusive education, it affects the effectiveness of IE
(Saloviita,.2020). As shown by Kearns (2005) SENCOQOsplay the roles of arbiters
in the implementation of IE. They are responsible for supporting both parents
and teacherstin the implementation of inclusive‘education. <SENCOs spend a
lot of itime responding to teachers on how to handle children with SEN
(Winwood, 2013).yet, some teachers have negative views about children with
SEN (Cole, 2005; Winwood, 2013) which affects the efforts made by SENCO’s
in sustaining inclusive education since teachers are key implementers (Subbey,
2020) in the implementation of IE.

In the same vein, the SENCO’s negative attitude can influence the

effective implementation of IE (Kearney et. al., 2017), since they are expected
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to manage the implementation of IE (Mackenzie, 2012). In a study conducted
by Winwood (2013), he asked participants why they wanted to become
SENCOs. Some responded they had interest in the role, others responded they
took the role because nobody wanted the role. According to Winwood (2013),

being a SENCO with no enthusiasm can negatively influence the person’s

, SENCOs who
SENCO role are

tation of IE.

) inactive roles

of SENCOs in

issot, 2 \ { add, Cole

-l ma ent team.

In searching for information in relation to what some researchers have
done with regards to the roles of SENCOs, Google scholar, Sci-hub, Z-library,

web of science, University of Cape Coast Library, University of Development
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Studies’ Library and University of Education Library were used. However, it
yielded limited information on their level of knowledge, their confidence and
concerns regarding their roles in the implementation of inclusive education from
both international and the national perspective. Besides, relevant journals
focusing on SENCOs which in turn identified further sources yielded limited
information.
Level of Knowledge of SENCOs in Playing their Roles in the
Implementation of Inclusive Education

Kearns (2005) reported that, SENCOs need to be “experts” in the
implementation of IE. She found that, SENCOs knowledge and skills in playing
their roles.is important_toesthesimplementation of JAE:"Also; Fitzgerald and
Radford (2017) conducted a study with 27 SENCOs in Ireland in the United
Kingdom to investigate the roles of SENCOs.«using the mixed method
exploratory design. The findings showed that only 10 of ithe participants felt
they were knowledgeable about their roles. Their study:showed that, SENCOS
did not ‘have adequate knowledge about their roles. Additionally, Winwood
(2013) argued. in his study that, SENCOs should'be knowledgeable about their
roles to be effective in the implementation of IE. It can be deduced that,
SENCOs. level of knowledge in*playing«their roles is important in the
implementation of IE.

Moreover, unlike other countries inthe United Kingdom like England
with role specifications of SENCOs in the Codes of Practice on the
Identification and Assessment of Special Educational Needs (DfE, 1994). In

Ghana, their roles are not specified in the policy nor the standard and guidelines
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in the implementation of IE. Therefore, it is important to investigate their level
of knowledge about their expected roles in the implementation of IE. Also, with
the limited information on their roles, it is important to find out if they are
knowledgeable about their roles and ascertain their level of knowledge in
playing their roles.
Duties and Responsibilities of SENCOs in the Implementation of I1E
Globally, few studies have been conducted to investigate the duties and
responsibilities of SENCOs in the implementation of IE. Most of the findings
of these studies from the international perspective have been discussed below.
To begin with, Cole (2005) conducted a study in England and Wales in
the United.Kingdom. The study-investigated the roles.ofithe Special Educational
Needs Coordinator (SENCO). The study employed both guantitative and
qualitative.. methods. Fifty-nine SENCOs' responded to the questionnaire
whereas 12 SENCOs participated in the interview. The findings revealed that
one of the roles'that SENCOs prioritised was liaisingswith parents. The study
revealed that majority of the SENCOs were engaged in administrative and paper
work involving Individualised Educational Plan (IEPs) and reviews for teaching
assistants, liaising'with external agencies and overseeing the statutory demands
of their occupation. Also, the study-revealed.that, SENCOs were responsible for
the implementation of IE. The study.cencluded that, the role of the SENCO
needs to be central in the implementation of IE and called for revisiting,
redefinition and re-conceptualisation of SENCOs role. In my view, considering

the nature and depth of Cole’s (2005) study, the roles of SENCOs as reported
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could have been enumerated for clarity, however, indicating some challenges in
their roles gave a broader perspective about the roles of SENCOs.

Secondly, Layton (2005) did a similar study in England in West Midland
in the United Kingdom. Her study explored the roles of SENCOs’, specifically,
their perception in promoting the inclusion of children with diverse needs. In
contrast to Cole’s (2005) study, she used the quantitative method with a small
scale of Twenty-Seven (27) respondents. The sole instrument was a
questionnaire. Even though her study did not clearly indicate the specific roles
that are prioritised by SENCOs, as indicated in Cole (2005), her study gave a
clear role definition of SENCOs in the implementation of IE. Based on her
findings;majority of the respondents.indicated that, theirprimary responsibility
Is developing an IEP, assessing pupils, managing children with behavioural
problems, «ensuring discipline in the school, supporting teachers in the
classroom, " liaising with parents, providing data and maintaining records,
supporting. teachers, teaching and running the day-to-day activities of the
school. In line with Cole (2005), Layton (2005) concluded that, SENCOs should
be the “heart” of IE. She recommended that, SENCOs should be valued and
empowered in their pivotal role so that they can make achange in the inclusive
environment to benefit all*ehildren:

Similarly, Kearns (2005) revealed the roles.of SENCOs. Her study was
conducted in the United Kingdom with 18 SENCOs using the qualitative
method and the semi-structured interview as the main instrument. Unlike, Cole
(2005) and Layton (2005), her study pointed out the roles of SENCOs with

labels such as Arbitrators; Rescuers; Auditors and Collaborators. She described
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the Arbitrators’ role as supporting teachers and parents to deal with the
difficulties faced in the implementation of IE as well as helping teachers and
parents to have positive feeling towards inclusive practices; for SENCOs as
rescuers she mentioned that, they are responsible for planning educational
activities for children with SEN. In terms of the Auditors’ role her findings
revealed that, SENCOs are engaged in administrative and managerial task, thus,
monitoring -pupils’ progress; managing the IEP, keeping records and
maintaining focus on legal procedures. SENCOs as Collaborators are involved
in teaming up with the teachers and assisting them in curriculum adaptation,
ensuring that the school adhered to IE practices. It can be said that, Kearns’s
(2005) study brought a differentperception to the rolesiof SENCOs because her
study gave unique labels and conceptualisation of the roles of SENCOs in four
broad terms like arbitrators, rescuers, auditors.and collaborators and defined the
roles that are associated with the labels. In my view, the labels associated to the
roles @f SENCOs in her study provide a clearer picturerand a generalised view
of SENCOs roles.

Additionally, Agaliotis and Kalyva (2011) conducted a study in
Thessalonki in Greece. Their study explored the perceptions of Greek general
and special primary teachers regarding.the «role and the professional
characteristics of special needs coordinators (SENCOs). Unlike Cole (2005),
Layton (2005) and Kearns  (2005) who used SENCOs as the
participants/respondents in their study, they used general and special education
teachers as their respondents. Thus, the study did not explore the roles of

SENCOs through the lens of SENCOs rather through general and special
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education teachers. The study employed the quantitative approach and the main
instrument was a questionnaire. A total of 466 primary education teachers; 228
special education teachers and 238 general education teachers were used for the
study.

The study revealed the following key roles of SENCOs; educational
provisions to children with SEN which includes: updating parents and teachers
on issues concerning the children with SEN, keeping records, monitoring the
progress of children with SEN, preparing activities that educators will need in
teaching children with SEN, deciding educational placement and writing IEP.
Another major role is scientific and professional identity; updating their
knowledge.about SEN; participating_in scientific_conferences; collaborating
with other experts to improve their knowledge and practical skills, the ability to
make informed decisions on specific cases of students with SEN, the ability to
act as an agent between parties with opposing views, and the ability to closely
work with. teachers and families and counsel them. Their study further revealed
a fourth"dimension of SENCOs’ roles as initiating for programme enrichment,
knowledge dissemination, and teacher evaluation, it was revealed that,
SENCOs should inform parents and staff of the latest developments in the field
of SEN, ensure the socialisation of studentsswith.SEN, organise activities for
the prometion of social inclusion of.students with SEN, and be open to
suggestions for new approaches to existing problems. The fifth role as perceived
by the teachers was contributing to in-service training of staff and fund raising,
with regard to in-service- training, it was revealed that, SENCOs should engage

in regular training of staff, model appropriate teaching methods and provide
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teaching and learning materials. In order to raise funds, SENCOs are expected
to liaise with government and other agencies for financial aid for the school.

From their findings, SENCOs roles are grouped into five mainly: (a)
educational provisions to children with SEN; (b) scientific and professional
identity; (c) collaborating with other experts to improve their knowledge and
practical skills; (d) initiating for programme enrichment, knowledge
dissemination, and teacher evaluation; and (e) contributing to in-service
training of staff and fund raising. In line with Kearns (2005) conceptualisation
of SENCOs role, their study also grouped the roles in five main themes even
though, it did not label the roles. They also provided an in-depth description of
their roles..However, in my-epinion,.it could have been'a mixed method study
rather than a quantitative method so that SENCOs who are the key actors could
be interviewed. This would have added more infermation and ensured data
triangulation.

Further, Rosen-Webb (2011) used the qualitative method‘invelving nine
SENCOs in exploring the roles of SENCOs in England. She found that,
SENCOs are,key players in teaching and learning development at school;
strategic planning; ensuring access to the curriculum for children with SEN;
monitoring inclusion; engaging insteam work. Additionally, she reported that,
SENCOs have the responsibility to.be-knowledgeable in different areas and
aspects about SEN; providing in-service training for teachers; responsible for
the educational behavioural and physical needs of the students and maximising
academic progress for children with SEN. In spite of the smaller sample size

used in Rosen-Webb’s study as compared to Layton (2005) who used twenty-
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seven, her findings are similar to Layton (2005). Additionally, it confirms the
findings of Kearns (2005) who also came out with similar findings. My
perception concerning the similar gains could be based on the fact that all these
studies were conducted in a similar context, thus they were conducted in the
United Kingdom. Because the findings reported by Agaliotis and Kalyva (2010)
in Greece showed that some unique duties and responsibilities which appear to
be peculiar to SENCOs in Greece. For instance, counselling parents; acting as
agent between opposing views; ensuring the socialisation of children with SEN;
organising activities to promote social inclusion of children with SEN among
others.

Lindgvist (2012) conducted.a study in Swedento'investigate the changes
that have occurred with the introduetion of SENCOs in the school system.
Specifically, the study sought to investigate.how..SENCOs work and should
waork in the inclusive school. The study used a guestionnaire with different
samplessize from multiple sources like chief education officers, educational
leaders, ‘pre-school teachers, class teachers, subject teachers and SENCOs. It
involved 123, subject teachers, 147 class teachers, 99 presechool teachers, 35
SENCOs, 22 special teachers and 56 assistants. The study revealed that the
main aim.of the SENCO role is tossupport sehools towards inclusive practices.
SENCOs role‘include.supervising. the.pedagogical content for children in need
for support (supervisory role), ensuring the welfare of pupils in the inclusive
school especially children who need support and documenting information. In
my view, the different categories of respondents in the study gave a broader

perspective to the study. However, in contrast to studies conducted in the United
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Kingdom which indicated that, SENCOs were also engaged in teaching (e.g.,
Kearns, 2005; Layton, 2005; Rosen-Webb, 2011) her study found out that
SENCOs were unwilling to teach in the classroom but rather supervise teachers
in the school. In my view, a follow-up interview could have been done to
explore in details why SENCOs preferred the supervisory role to teaching
children with SEN.

More so, contrary to the findings above, Mackenzie (2012) explored the
lived experiences of SENCOs with thirty-two (32) participants and detailed a
different dimension of SENCOs role. He found that, despite the duties and
responsibilities expected from SENCOs, their roles varied in terms of time
allocation;.grade level, position-and.if they have additional responsibilities or
not. He reported that, these variations affected the roles of SENCOs in working
with children with SEN.

Further, Winwood (2013) study sought to explore the roles of SENCOs
in England. His study was a qualitative study with.in=depth interview of six
participants. He found similar findings as:‘Layton (2005), Kearns (2005), and
Rosen-Webby (2011). His findings on SENC@Os roles include day to day
operation of SEN paolicy, teaching children with SEN, liaising with teachers and
parents, working..with external .agencies, performing. administrative duties
among others.

To add, Pearson, Mitchell and Raptil (2014) investigated the roles of
SENCOs within a policy context in England. They used both quantitative and
qualitative methods with 227 participants. The findings from the study indicated

that SENCOs duties and responsibilities included identification and assessment,
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collaborating with professionals, ensuring the school engaged in inclusive
practices, ensuring pedagogies meet the needs of all children, organising in-
service for teachers and support staff, collaborating with parents. The use of
both qualitative and quantitative data provided an in-depth description of their
roles. However, the study did not clearly show how the data converged and
diverged based on their findings. A similar assertion was made by Cole (2005)
in her study. She concluded that, there is uncertainty in SENCOs role and
recommended clarity of their roles and support from policy makers to help
SENCOs become effective.

Furthermore, Fitzgerald and Radford (2017) investigated the roles of
SENCOsuin_Ireland using.thesmixed method exploratory design with twenty-
seven SENCOs who were purposively selected to participate in the study. The
study revealed that the SENCOs role was complex.and not formally recognised.
SENCO played roles such as; record keeping, writing of reports, timetabling of
additional. supports, identifying children with SEN;smaking "the .necessary
arrangement for accommodation in examination, liaising with  external
agencies, and,teaching full time. The findings are similar to.studies conducted
in the «United Kingdom (Kearns, 2005; Layton, 2005; Rosen-Webb, 2011;
Winwood, 2013);however;their study added-a different perceptive to SENCOs’
role. They pointed out.that, as part of the-roles of SENCOs, they are responsible
for making arrangements for the accommodation of children with SEN during
examinations. This role has not been reported in any of the previous studies
reviewed (Kearns, 2005; Layton, 2005; Lindqvist, 2012; Rosen-Webb, 2011,

Winwood, 2013).
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In the same vein, Fitzgerald and Radford (2020) explored the factors
influencing leadership for inclusive and special education in secondary school
and revealed some roles of SENCOs in the implementation of IE. They pointed
out that, the study was a follow-up of their study which was conducted in 2017.
It was a qualitative study. The sample was drawn from the earlier study;
however, six head teachers were included in the interview. They indicated that,
SENCOs with a minimum of five years working experience were involved in
the study to provide in-depth information on their roles.

Buttressing Mackenzie’s (2012) findings, they mentioned that, there are
variations in the role of SENCOs. In contrast to their earlier study in 2017, they
categorised. SENCOs roles.into-three; administrativetask (report writing, time
tabling) collaborative practices: (working with parents, external agencies, head
teachers and teachers) and teaching (co-teaching, teaching children in separate
classrooms) which appears to be similar to Agaliotis and Kalyva (2011). Also,
their'earlier findings in 2017 did not clearly indicate:the working relationship
between' SENCOs and parents. In line with earlier researches, (Pearson,
Mitchell & Raptil, 2014; Cole, 2005) they concluded that, the role of SENCOs
should be clarified and reconceptualised.

Gareskogrand Lindgvist (2020) investigated the roles of SENCOs in the
preschoolwith'523 SENCOs in Sweden.The findings of the study revealed that
SENCOs worked as consultants, counsellors and engaged in professional
dialogue with teachers. They also engaged in administrative task, developing of
IEP, evaluating inclusive practices and collaborating with teachers, parents and

other professionals. The study revealed that, SENCOs in the pre-school do not
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work in close contact with children with SEN rather they focused on guiding
staff and supporting parents. SENCOs worked as counsellors and on supporting
teachers to manage children with SEN. The study concluded that, the
occupational roles of SENCOs in the preschool is unclear. Their study
confirmed the findings of Lindqvist (2012), who reported that, SENCOs were
not involved in teaching children with SEN in Sweden.

These findings confirm the assertion that the roles of SENCOs are
context based (Cowne, Frankl, & Gerschel 2015; Fitzgerald & Radford, 2017;
Pearson, Rapti, & Mitchell 2015; Taylor 2014) because studies conducted in the
United Kingdom indicated that SENCOs are also involved in teaching children
with SEN-but findings from-Sweden show otherwisesSimilarly, most of the
studies reported that, the roles of SENCOs need to be reconceptualised, clarified
and revisited. Therefore, it becomes critical to.investigate the duties and
responsibilities of SENCOs from the Ghanaian perspective and to ascertain if
their‘roles _have 'been clarified, and, if they are awareof their expected duties
and responsibilities in the implementation of IE.

In summary, all the findings of the studies above showed that, SENCOs
are responsible forensuring the implementation of IE. They are also responsible
for ensuring a conducivesenvironment in<the .school. More so, they are
responsible for collaborating with schoels to ensure that the needs of children
with SEN are met. Additionally, SENCOs are responsible for supporting
teachers in handling children with SEN. They support teachers by ensuring that,
they adapt the curriculum to suit children with SEN as well as ensuring

appropriate assessment practices. Also, they collaborate with teachers to handle
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issues concerning children with SEN. Apart from these duties and
responsibilities which seemed to be the central role of SENCOs, the following
roles duties and responsibilities were also revealed in the above findings. They
are:

1. Liaising with parents (Agaliotis & Kalyva, 2011; Cole, 2005; Fitzgerald

, 2005; Layton,

iding data and
Kalyva, 2011;
Radford, 2017;

5: Rosen-Webb

Radford, 2017; Fitzgerald & Radford, 2020; Géareskog & Lindqvist,

2020).
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6. Identifying children with SEN (Fitzgerald & Radford, 2017; Kearns,
2005; Layton, 2005; Pearson, Mitchell & Raptil, 2014).
7. Monitoring inclusive practices (Agaliotis & Kalyva, 2011; Kearns,
2005; Lindqvist, 2012; Rosen-Webb 2011; Winwood, 2013).
8. Evaluating inclusive practices (Kearns, 2005; Lindgvist, 2012;
Gareskog & Lindgvist, 2020).
9. Organising in-service training (Agaliotis & Kalyva, 2011; Géareskog &
Lindgvist, 2020; Pearson, Mitchell & Raptil, 2014; Rosen-Webb 2011).
Apart from these findings which seem common to the findings indicated
above, some of the findings of the duties and responsibilities of SENCOs were
unique tosspecific studies..Forinstance, Cole revealedithat, SENCOs prioritised
liaising with-parents. Also, Layton found out that, SENCOs are responsible for
maintaining. discipline in schools. Additionally, Agaliotis and Kalyva, (2011)
reported that, SENCOs engaged in educational placement. Fitzgerald and
Radford+,(2017), revealed that, SENCOs /were_.responsible for making
accommadations in examinations. From this, it can be argued that, the roles of
SENCOs vary.and depend on the specific context’in which their rolesare played
(Lindgvist, 2012; Mackenzie, 2012) because of the peculiar roles found in some
of the studies mentioned."lt.is therefore, important to investigate the roles of
SENCOsfromthe Ghanaian perspective-to ascertain the dynamics of their roles
in the implementation of IE.
Apart from these international studies, in Ghana, it appears not many
studies have been done on the roles of SENCOs. Google scholar, sci-hub, Z-

library, web of science, University of Cape Coast Library, University of
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Development Studies’ Library and University of Education Library gave
limited information on the roles of SENCOs in Ghana and related information
about SENCOs in Ghana. Hence, only one study was found in relation to
SENCOs in Ghana.

Donbeinaa (2017) conducted a study in the Upper East Region in the
previous ten regions of Ghana. The study sought to investigate SENCOSs’ roles
in advocacy; identification and assessment for placement. The study employed
the qualitative method. Ten SENCOs were purposively selected for the study.
They comprised two females and eight males representing a regional co-
ordinator and district co-ordinators. Two of the participants held diploma
certificates. whereas the..restwhad. Bachelor of _Education degrees. An
unstructured-interview guide was used in collecting the data for the study. The
study revealed that SENCOs’ roles in advocacy, identification and assessment
for. placement are: identifying children, with SEN, organising sensitisation
programmes to create awareness on disabilitiesissues, visiting schools,
ensuring children with SEN are placed in both regular and special school and
guiding teachers on how to handle children with/SEN.

Donbeinaa’s (2017) study showed some duties'and. responsibilities of
SENCOs in‘advoeacy, identification and assessment for placement, however, it
appears that, the roles_as revealed..in the study are not related to the
implementation “of IE. Besides, the qualitative approach may limit the
generalisability of the results (Bryman & Bell, 2019).

In addition, the nature of the study did not make room for analysing the

influence of their demographic data on their roles even though the study pointed
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out the demographics of the participants. Analysing the influence of their
demographic data could have provided a broader perspective of the study and
revealed how it influenced their roles. Even though the study was conducted in
Ghana, findings from the International perspectives on their roles indicated

unique findings from the same geographical location (Cole, 2005; Layton, 2005;

b, 2011) whose
e here is that,
he fore unique
) be conducted.

eir contribution

owing duties in

ational perspective, how
SENCOs perfo arched despite its relevance to the
implementation of IE. There is the need to have in-depth information about how

SENCOs perform their roles in the implementation of IE.
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Confidence of SENCOs in the Implementation of Inclusive Education

Kearney, Mentis, and Holley-Boen (2017), conducted a study in New
Zealand with 65 SENCOs using both the quantitative and qualitative data. The
study investigated the daily working activities of SENCOs, their confidence and
preparedness in the implementation of IE. The findings of the study revealed
that, participants were confident in playing their roles since 11% felt very
confident, 56% indicating they are confident, 25% were neither confident nor
unconfident and 8% felt unconfident. The study concluded that, majority of the
SENCOs were confident in playing their roles representing 67% of the
participants.

Even though the_study.was.quite clear aboutsthe confidence level of
SENCOs. The findings did not specifically indicate which of the roles SENCOs
were either.confident or not confident in playing. lnsamy view, much needs to be
explored on the confidence level of SENCOs in playing their roles, for instance,
findingweut the'roles they feel confident and not_eoenfident in playing will
provide comprehensive information about their confidence in playing their roles
in.IE.

Also, Fitzgerald and Radford (2017) conducteda study on the roles of
SENCOs reported.that, 24'eut of the 27 SENCOs who participated in their study
revealed that they were confident in.playing their roles, whereas three of them
indicated they were undecided. Curran (2020) did a study in England with 202
SENCOS. The study explored SENCOs’ perspectives in the early years and
investigated issues in relation to early identification. Sixteen of the respondents

participated in the qualitative aspect of the study. The study revealed that, about
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80% of SENCOs felt confident in their ability to identify children with SEN.
These findings are important to the roles of SENCOs since identification of
children with SEN is a key role of the SENCO (Curran, 2020). However, the
study was not directly aimed at investigating the confidence SENCOs have in
playing their roles in the implementation of IE. In summary, it can be said that,
the studies conducted on the confidence of SENCOs are not comprehensive and
do not provide in-depth information about their confidence level. Besides, the
studies focused on some aspect of their roles like identification and assessment
(Curran, 2020) but not their roles in the implementation of IE.
Concerns of SENCOs in the Implementation of Inclusive Education

Firstly, Curran, Meloney;-Heavey, and Boddsion (2018) conducted a
study in England to understand the nature of the SENCO’s role across varying
context inerder to capture the breadth and depth of the SENCO role. Qualitative
and Quantitative design were utilised with 15 respondents and 1903 respondents
respectively. The majority of the respondents representing 74% of. SENCOs
stated that they do not have enough time to ensure that children with SEN have
the needed support. In addition, 70% of SENCOs did not feel that they had
enough. time allocated to the role. " The findings further revealed that, 78% of
SENCOs felt that.other roles and/er tasks consistently pulled them away from
being ableto carry out.the SENCO role-effectively. The findings also pointed
to lack of funding as one of the major challenges facing SENCOs in performing
their roles.

Smith and Broomhead (2019) conducted a similar study in England with

15 participants. The study explored the perception and experiences of SENCO
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in providing educational support for children with SEN. They indicated that,
SENCOs were overburdened with responsibilities since parents and teachers
consider them as experts, a lot of issues concerning children with SEN are left
on them. The study also revealed that, inadequate time was a major concern for

SENCOs in playing their roles. SENCOs felt they did not have enough time to
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Fitzgerald & Radford, 2017; Rosen-Webb, 2011)
2. Lack of funding (Cole, 2005)

3. Lack of recognition (Fitzgerald & Radford, 2020)
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4. Insufficient time (Kearns, 2005; Rosen-Webb, 2011)
5. Inadequate training (Rosen-Webb, 2011)
6. Lack of clarity about their roles (Cole, 2005; Fitzgerald & Radford,

2017; Géreskog & Lindqvist, 2020; Pearson, Mitchell and Raptil,

2014; Rosen-Webb, 2011)
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revealed that, educational qualification and working experience influence

teachers’ knowledge and skills in the implementation of IE.
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Due to the limited or lack of literature on the level of knowledge of
SENCOs in the implementation of IE, it is expedient for this study to be
conducted to find out if there is any influence of gender, working experience
and educational qualification on the level of knowledge of SENCOs in

performing their roles in the implementation of IE.

ementation of

ndicated earlier

of literature on

performance in terms of their roles. Lending support to Mackenzie’s assertion,

these studies (Agaliotis Kalyva, 2011; Cole, 2005; Pearson, Mitchell & Raptil,
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2014; Winwood, 2013) provided a breakdown of gender in their studies but did
provide in additional information on their roles in the implementation of IE.

Meanwhile, Mackenzie (2012) postulated that, in England women out
numbered men in the SENCO position, which is dissimilar in Ghana, where
men outnumber women in the SENCO role (Ghana Education Service, [GES]
2020). Also, Mackenzie (2012) stated that, women’s mothering experience
provides some additional advantages in playing their roles in handling children
with SEN which can be related to national standards. He further mentioned that,
participants felt that because women are used to dealing with children, they are
able to handle issues concerning children with SEN easily.

Also, in terms of working-experience and educational'qualifications, it
appears that, variations in the roles of SENCOs have not been explored. Even
though some studies (Agaliotis & Kalyva, 2011;=Cole, 2005; Fitzgerald &
Radford, "2017) stated these demographic variations in relation to the
participants invalved in their studies, not much was revealed in relation to their
roles in the implementation of IE. Additionally, not much was found on working
experience and educational qualification in relation to performance of roles in
education.

However,.studies ‘on_teachers revealed that, working experience and
educational qualification influenced teacher’s roles in the implementation of IE
(Kuya, 2018; Mngo & Mngo, 2018). Generally, literature on role performance
indicates that, persons with higher educational qualification perform their roles
better and performance of people increase with the years of experience (Kotur

& Anbazhagan, 2014). Due to the apparent lack of literature on demographic
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variations in role performance of SENCOs and educators in general, hence the
need for this current study.
Demographic Variations in SENCOs’ Level of Confidence in the
Implementation of Inclusive Education

In the same vein, the search for information using the mediums indicated
earlier did not give enough information on the level of confidence with regards
to gender, working experience and educational : qualification in the
implementation of IE. It appears that, there is apparent lack of literature on the
confidence of SENCOs based on their demographic variations such as gender,
working experience and educational qualification in the implementation of IE.

However, in a study-eonducted by Loreman,.Sharma and Forlin (2013)
on teachers™ self-efficacy in the implementation of IE, it was reported that
generally teachers” educational level and gender had'no influence on their self-
efficacy. On the other hand, there were some difference in their self-efficacy in
some specific roles. For instance, the study revealed.that, teachers with higher
educational qualification have higher self-efficacy than teachers with lower
educational ‘qualification tn providing inclusive instructions. The study also
found out that, gender had little impact on self-efficacy. Similarly, Kuyuni,
Desai and Sharma (2018)*found eut that, there is‘no influence of gender and
years of experience on teacher’s self-efficacy. Contrary, to Loreman, Sharma
and Forlin (2013) and Kuyuni, Desai and Sharma (2018) who found out that
years of experience had no significant influence on self-efficacy, Mahony

(2016) found out that, working experience influenced self-efficacy. Her
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findings revealed that, the number of working experiences increases self-
efficacy.

Based on the differing results of researches on the influence of gender,
working experience and educational qualification on self-efficacy, it is

important to investigate if there is any influence of these demographic variations
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experience, thus, as their experiences increase, their concerns also declined, the
findings revealed that, there difference is not significant. This therefore means

that, there is no statistically significant difference in concerns based on
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educational qualifications. Similarly, Yan, and Deng (2018) reported that,
teachers with longer years of experience were less concerned than teachers with
lower years of experience. Considering the apparent lack of literature on the

concerns of SENCOs based on their demographic variations, it is important to

investigate if there are differences in their concerns based on their gender,

luence of level

Ds roles in the

of these variables on the
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Conceptual Framework
The conceptual framework of the study was based on the theoretical framework

and the key variables in the study.

Implementation of Inclusive Education

ﬁ

Roles of SENCOs

Knowledge Confidence Concerns
A

that the roles that SENCOs’ play can be influenced by their gender, working

experience, and educational qualification.
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Summary of Literature Review and the Implications for the Study

Literature was reviewed under the following themes: theoretical
framework; conceptual framework; conceptual review and empirical review. A
summary under each of the themes is discussed below:

To begin with, the theory that underpins this study is the system theory.
The system theory studies the behaviour of a system (Germain, 2015).
Additionally, it suggests that, units of the system must work for the
effectiveness of the entire system (Senge, Cambron-McCabe, Lucas, Smith, &
Dutton, 2012). In other words, the system theory describes the behaviour of
people within an organisation. It can be said that, IE is a system with agents
such as'educational leaders;teachers, SENCOs and parents. In'Ghana, the MoE
(2015) recognises head teachers, teachers and SENCOs as primary
stakeholders. Thus focusing on the educational environment, the key actors in
the. implementation of IE includes the aforementioned educators. These
educators.are expected to play their roles effectively.for the implementation of
IE.

However, based on the current literature both internationally and locally,
it appears that, much attention hasbeen focused on head teachers (e.g., Andai
& Mwatela, 2017; Kumedzro, 2019; Murphy;2018; Sarpong & Kusi, 2019) and
teachers'(e.g., /Agbenyega & Deku, 2011; Boakye-Akomeah, 2015; Crispel &
Kasperski, 2019; Deku & \anderpuye, 2017; Gachocho, 2017; Nketsia,
Saloviita, & Gyimah, 2016; Sharma, Simi, & Forlin, 2015; Timo, 2020;
Vanderpuye, Obosu, & Nimushiko, 2018). There is limited information on

SENCOs (Esposito & Carroll, 2019) who are also key actors in the
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implementation of IE and play a major role in the IE system. With the shift
towards the implementation of IE globally, SENCOs become significant in the
implementation of IE (Géareskog & Lindqvist, 2020). Hence, based on the
ideology of the system theory, every actor in the system is important. As pointed
out earlier, the limited information on SENCOs (Esposito & Carroll, 2020;
Lindgvist, 2013) creates some setbacks for the entire IE system and demands
attention in the literature.

Also, in reviewing concepts in the implementation of IE, issues such as
the concept of IE; international and national legal frameworks of IE; model of
IE; history of IE in Ghana; Types of IE programmes in Ghana; models of IE;
components.of IE; indicatorssof.successful IE; challenges of IE in Ghana;
Analysis of 1E policy; Stakeholders™ roles and responsibilities in IE; Historical
perspective. of SENCOs from both the international"and national perspective;
roles of SENCOs and IE; Modus operandi of SENCOs from the international
and natienal perspectives; and barriers to the rolessof SENCOs. From the
concepts reviewed, it can be said that, inclusive education is the process of
providing appropriate learning experience, creating conducive environmental
structures, accepting all children irrespective of their disabilities, enhancing the
knowledge and skills of educatorssand equipping the community and families
with the needed support to enable them.play their roles effectively to maximise
the potentials of all learners: Further, it can be deduced that, in the
implementation of IE, the success or failure largely depends on how effective
stakeholders play their roles, specifically, the effectiveness of educators’ roles.

For instance, Giangreco (1997) pointed out clearly in his model of IE that, role
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responsibilities and clear definition of roles form critical components of the
success of IE. Therefore, attention must be paid to the role effectiveness of
educators in the implementation of IE, hence the focus on SENCOs.

Also, it from the explications presented, it can be seen that, some studies
have been conducted on SENCOs from the global perspective, however, most
of these studies as discussed earlier (Cole, 2005; Layton, 2005; Kearns, 2005;
Agaliotis & Kalyva, 2011; Rosen-Webb 2011; Winwood, 2013; Fitzgerald &
Radford, 2017; Fitzgerald & Radford, 2020; Géareskog & Lindqvist, 2020)
focused more on the duties and responsibilities of SENCOs in the
implementation of IE. It can be said that these studies adopted a piecemeal
approachuin_their study. Winwoeod. (2013) argued.that, studies on SENCOs
should be comprehensive, he further suggested that, a study should be
conducted-to ascertain the level of confidence of+<SENCOs in IE. Similarly,
Pearson (2010) opined that, SENCOs level of knowledge about their roles in IE
is an important predictor to the success of 'IE. Considering an account on
SENCO:s roles in the aforementioned studies, it can be saidithat, none of these
studies have'provided a comprehensive study on"'SENCOs. For instance, some
studies. between 2011-2020 as discussed earlier (Agaliotis. & Kalyva, 2011,
Fitzgerald & Radford, 2020; Fitzgerald .& Radford, 2017; Gaéreskog &
Lindqvist,2020; Lindgvist, 2012;: Rosen-Webb 2011; Winwood, 2013) seem
not to be comprehensive. This supports the argument made by Epistol and
Carroll (2019) that, studies on SENCOs lacks comprehensiveness. The
empirical literature discussed above, also suggest that, the roles of SENCOs

may vary depending on the context in which their roles are played. For instance,
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some studies conducted in England, (Rosen-Webb, 2011) Greece, (Agaliotis &
Kalyva, 2010) Sweden, (Lindgvist, 2012) and Ireland (Fitzgerald & Radford,
2017) show some variations in the SENCO role. This buttresses the assertion
made by some scholars (Cowne, Franky, Gershel, 2015; Pearson, Rapti &
Mitchell, 2014; Smith & Broomhead, 2019; Taylor, 2014) that the roles of
SENCOs vary, depending on the context in which they play their roles.
Therefore, a study in Ghana on the roles of SENCOs is important.

Apart from that, most studies conducted so far on SENCOs failed to do
a critical analysis of some demographic variations such as age, gender, working
experience, educational qualification among others of the participants in the
study. I'must admit that, some studies mentioned somedemographic variations
in their study (Agaliotis Kalyva, 2011; Cole, 2005; Pearson, Mitchell and Rapti,
2014; Winwood, 2013) but their study did not.provide additional information or
analysis of the demographics. Mackenzie (2012) asserted that, there is no
statistical, data on the gender breakdown and comprehensive information of
SENCOs who work with children with SEN.

Consequently, some studies on teachers’in the implementation of IE
(Kuyini, Desai, & Sharma, 2020; Mahony, 2016; Yadav, Das, Sharma, &
Tiwari, 2015; Yan & Deng, 2018) analysed*some demographic variations on
teachers in the Implementation_of.lE and provided some similar and
contradictory findings. It can be argued that SENCOs demographic variations
are critical in ascertaining their roles.

Thus, with the little attention paid to the demographic variations of

SENCOs in playing their roles, it is important to include some demographic
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variations in investigating their roles in this study to provide a comprehensive
analysis of their level of knowledge, level of confidence, and concerns in
playing their roles. In this regard, the conceptual framework, as presented
above, establishes these influences.

Again, from the empirical literature, studies on SENCOs in Ghana is
inadequate, hence, only one study was found. The study was conducted by
Donbeinaa (2017). The study used the qualitative approach to investigate the
contributions of SENCOs in the education of children with SEN in the Upper
East region. Even though the study highlighted some duties and responsibilities
of SENCOs as well as the challenges that SENCOs face in handling children
with SEN;.the focus was.net-geared towards the_implementation of IE. The
study focused on only one region, with 10 sample size. An unstructured
interview guide was used in the data collection. Iln"my view, the study lacks
comprehensiveness since some important aspects such as detailed description
of theirscontributions were not discussed. 'Additienally, there were some
inconsistencies in the methodology. For instance, | mentioned a population size
of. 14 including the regional co-ordinator and later mentioned 10 as the
population size. Also, | indicated two different sample‘size, he mentioned 10
and later mentioned 9. Data was~analysedswith/few verbatim responses to
buttress the findings..However, the findings can only be generalised to the
Upper East Region because of the sample size and the qualitative approach. For
example, Mackenzie (2012) used a sample size of 32 in a qualitative study and
indicated that, due to the small sample size, it will not appropriate to generalise

the results to other setting. Similarly, Winwood (2013) stated in his study that,
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a sample size of six is small, making it impossible to generalise his findings to
other settings. Hence a larger sample size in a study of this sort is important to
enhance generalisability to the Southern part of Ghana. Also, the current study
will be more comprehensive since it intends to investigate the roles of SENCOs

in relation to their level of knowledge, confidence and concerns in the

ost studies on
ald & Radford,
)11; Smith &

isability of the

udy would have
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es did not

current study seeks to give both the quantitative and qualitative data equal

priority.
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Based on the literature reviewed, it can be said that, globally, not much
researches have been conducted on the duties and responsibilities of SENCOs.
Additionally, most studies conducted from 2005 to 2021, for example: Cole
(2005); Layton (2005); Kearns (2005); Agaliotis and Kalyva, (2011); Rosen-

Webb (2011); Fitzgerald and Radford (2017); Curran, Moloney, Heavey, and

d and Radford
, (2021) show
CO role which
n these studies

hand, based on

ariables such as
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tly, most
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CHAPTER THREE
RESEARCH METHODS
Overview
This chapter describes the methods and procedures employed to

examine the roles of SENCOs in implementing IE. To effectively examine the

he use of both

Therefore, the

nd participants,

data collection

and analysis a h the selected

something is real (Crotty, 2011; Kivunja & Kuyuni, 2017; Scotland, 2012).
Epistemology focuses on the nature of knowledge and stresses the connection

between the knower and the known (Crotty, 2011). The methodology covers the
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approaches employed in research to collect data for purposes of inferences and
interpretations.

Positivism was established by Auguste Comte, a French social scholar
(Pring, 2000). The positivist ontological view is that reality exists and driven by
irreversible natural laws (Guba & Lincoln, 1994). By this, social reality exists
outside the mind. Therefore, there is no relationship between objects and the
knower (Cohen, Manion, & Morrison, 2018; Creswell, 2008). Consequently,
the positivist as a matter of centrality, does not expect an interaction between
the knower and the subjects being studied. Epistemologically, knowledge is
obtained through observation and experimentation (Breen & Darlaston-Jones,
2008, Cohen, Manion, & Merrisen, 2018). The_pesitivists” methodological
view is to explain causal relationshipsand thus replicability and generalisability
hecome handy (Creswell, 2009). In this paradigm; data collection methods
employed-are meant to gather quantitative data for statistical analysis.

Interpretivism was founded by a German.sociologist, Max Weber
(Crotty, 2011). As a combatant paradigm to that of positivism, the interpretivists
held a realistiontology. According to Pring (2000) and Leitchy Hill and Harrison
(2010);.the philosophy is rooted in relativism where reality is constructed on an
individual basis resulting in,multiple realities. ThiS means that the way reality
appears to one individual differs..from another (Scotland, 2012). The
interpretivists believe that the world is constructed through interactions of
people and that the social and natural worlds are not different. Therefore,
researchers are not different from that which is being studied as opposed by the

positivists. Subsequently, the interpretivist epistemological view is rooted in
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subjectivity in that personalised meanings and interpretations have great
relevance (Pring, 2000). Methodologically, the interpretivist employs methods
that inductively provide understanding to phenomena hence, akin to qualitative
studies.

Pragmatism is credited to the American scholar John Dewey; a
psychologist, philosopher and educational reformer (Goldkuhl, 2004).
Pragmatism has been acknowledged as the substitute for combatant positivism
and interpretivism. According to Creswell (2003) and Goldkuhl (2004), it gives
less influence on philosophical assumptions. Researchers are therefore not
strictly influenced when conducting research. Denscombe (2008) warns that
pragmatism.does not haphazardly-welcome the conduct of research but with
much considerations and thoughtfulness. The pragmatist ontological view is
that the external: world is both dependent. and..independent of the mind.
Epistemologically, according to Creswell (2003), the truth is what works at a
particular.time, and shaped by human actions. Researchers, therefore, have the
right to select the best methods, techniquesand strategies necessary to deal with
awresearch problem than to choose between .interpretivism and positivism
(Onwuegbuzie & Johnson, 2006). Tashakkori and Teddlie (2017) indicated that
it places key importance on_research questions and endorses methodological
pluralism.“Pragmatist.employs the mixed methods approach which combines
the quantitative methods and qualitative methods in a single study.

The current study examined the roles of SENCOs in the implementation
of IE by employing pragmatism. This is because it allowed for a complex

understanding of their roles; this cannot be offered by either positivism or
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interpretivism (Creswell & Plano Clark, 2018). Also, it increased the confidence
in the study’s finding since most of the extant literature focused on positivism
and interpretivism in examining the roles of SENCOs in IE; this is one major
reason for employing pragmatism since it addresses weaknesses in each of the

mono methods (Albert, Trochelman, Meyer & Nutter, 2009; Bryman & Bell,

obtained about
Onwuegbuzie,
y for the study
of the study.
usual with the

ethods approach.

e SENCOs roles

seek convergence, corroboration, and correspondence from both methods

(Creswell & Plano Clark, 2018).

107



In employing this design, Creswell and Plano Clark (2018) indicated
that the researcher has to pay attention to four variants: parallel-databases
variant, data transformation variant, questionnaire variant, and fully integrated
variant. The parallel-database variant (QUAN + QUAL) is where quantitative

and qualitative data are collected and analysed independently, and results are

mation variant
n the study and
his variant, the
ta to direct the
the researcher
e and uses the
: -e closed-ended
the interaction of

0N stage rather than

was shown in the

design framework.

108



QUAN Data

Collection
Results

and Analysis

Merged and Interpretation

Compared

QUAL Data

Collection

and Analysis

(2018)
nefits and few
during the data

ored at the same

pondents

: imitatio he gatheri different samples in

current study could gatt e same number of participants in the

qualitative strand to correspond to the number of respondents in the quantitative
strand. This was because the quantitative strand sought coverage whilst the
qualitative strand sought in-depth knowledge into the roles of the SENCOs in
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IE. Hence, the sample of the qualitative strand was obtained during data
saturation — where each successive participant added no new information to the
data already obtained.

Population

The population for the study was all 77 SENCOs for the Greater Accra,

e they were the

the population

Percentage
eater Accra Region 12 0 37.66
5 28.57
Sau Juca 3t f?
( a Re a i umber of

These SENCOs had varied working experiences and might have
exhibited different degrees of confidence in executing their roles. Some of them

might better appreciate the roles expected from them to make IE effective. The
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differences in the biological (gender) and experiential (educational qualification
and working experience) characteristics of the population were taken into
consideration in the examination of their roles in implementing IE.
Sample and Sampling Procedure

All the 77 SENCOs (respondents) were involved in the quantitative
phase of the study. This was done through the census survey. The census survey
was used because all the SENCOs were accessible in the three aforementioned
Regions. By this, one can assume a high level of accuracy in the study since no
element of chance was left (Kothari, 2004). Kothari and Garg (2014), noted that
the census survey method provides a study with better results than any sample
survey. The relatively limitedsnumber of the SENCOS in the three Regions
further influenced the use of the census survey as supported by Golata (2016).

For.the qualitative phase, participants were.selected using the purposive
sampling ‘technique, specifically, criterion sampling. The basic criteria for
selectingyparticipants was those with working experiences of five years and
above. This was because, in a similar study; Fitzgerald and Radford (2017) used
participants with that number of working experiences due to their rich insight
into the roles played in the implementation of IE. A total of 26 participants thus
eight females and.18 males.were purposively selected from the three Regions
based on“their number_of working.experience ranging from five years and
above. Additionally, the Regional co-ordinators who had the data on the number
of working experience of the SENCOs and were also in constant interaction
with them indicated that, they had rich insight into their roles and had the

competence to provide the information needed for the study. Hence, a total of
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eight, eleven and seven names were provided by the Greater Accra, Central and
Eastern regional co-ordinators, respectively to participate in the study.
However, one person declined Greater Accra and another person in the Eastern
Region, whereas five people declined in the Central region. Therefore, a total
of 19 SENCOs agreed to participate in the interview.

Data Collection Instruments

Two data collection instruments were used to gather data for the study
to determine the roles of SENCOs in the implementation of IE. These were
Roles of SENCOs in Inclusive Education-Questionnaire (RSIE-Q) and Roles of
SENCOs in Inclusive Education-Interview Guide (RSIE-IG). These instruments
are described next.

Roles of SENCOs in Inclusive Education-Questionnaire (RSIE-Q)

The RSIE-Q was developed based on theliterature review to gather
quantitative data on the roles SENCOs played in the implementation of IE
(Agaliotis. & Kalyva, 2010; Cole, 2005; Donbeinaa, 2017;" Fitzgerald &
Radford, 2017; Fitzgerald & Radford, 2020; Rosen-Webb, 2011). The literature
helped to formulate themes that are relevant to the roles of SENCOs to develop
the questionnaire. De Vaus (2014) pointed out that, similar studies can serve as
a guide in developing a questionnaire for a.current study. The instrument was
structured-into five parts. Part A focused-on the demographic characteristics of
the respondents. These were made up of gender, educational qualification, rank
in Ghana Education Service and working experience. The gender and
educational qualification variables were structured and the rest of the variables

were open-ended for respondents to provide their responses. In the case of the
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structured items, respondents were requested to tick where applicable the item
response that best described their nature.

Part B solicited data on the knowledge of the SENCOs in IE. It had 34
items structured on a dichotomous scale of ‘Yes’ and ‘No’. This scale was

selected because knowledge is a maximal performance issue. It is a factual

2r investigation.
either knew the
e scale allowed
n IE by either

d not know the

performed their roles in the implementation of IE. This part measured their level

of confidence on a four-point Likert-type scale with item response scale as Very
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Low (1), Low (2), High (3) and Very High (4). It had 26 items that were derived
from literature to measure their level of confidence in the implementation of IE.

Finally, Part E focused on the concerns SENCOs had in implementing
IE. Most of the items on the scale were adapted from Yadav, Das, Sharma, and
Tiwari’s (2015). Concerns about Inclusive Education Scale-Revised (CIES-R).
However, because the scale was originally developed for teachers, additional
items were added to the scale based on the literature (Smith, 2019; Curan et al.,
2018) to make it more suitable for the unit of analysis in the study. Therefore,
instead of 23 items in the original scale under five sections; Classroom-related
concerns (nine items), School-related concerns (four items), Self-related
concernsy(four items), Academic-achievement related*concerns (three items)
and Management-related concerns (3 items), which was structured on a four-
point Likert-type scale. Thus, Not At All Concerned«(0), A Little Concerned (1),
Maderately. Concerned (2) and Extremely Concerned, ten more items were
addedtothe scale on afour point Likert-type scale. Thatis Not At'/All Concerned
(0), A 'Little Concerned (1), Moderately Concerned (2) and Extremely
Concerned (8). There were 33 items in all which'measured SENCOs concerns
about the implementation of IE. The concerns were grouped under specific areas
of ‘concerns: These were ‘elassroom-related«(nine‘items), school-related (five
items), self-related (ten.items), academic-achievement related (three items) and
management-related (six items). Specifically, six more items were added to the
self-related concern, under the management related concerns five new items
were replaced in that section in addition to only one item from the original scale

making it six items instead of three and under the school related section one
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item was added making it five items instead of four. It was important to add
more items and make replacements of some of the items apart from adapting the
scale because the roles of SENCOs are different from regular education teachers
(Curran etal., 2018) and therefore some of their concerns differ from the regular

education teachers (Smith, 2019). The internal consistency of the CIES-R

he SENCOs to
)n of responses
1 to gather data

itations as far

Roles of SENCO:s M Q B# l s Semi-Structured Interview Guide
(RSIE-1G)
The semi-structured interview guide was used to gather qualitative data

for the qualitative strand of the mixed methods phase of the study. The
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instrument was structured into five sections. Section A focused on the
background information of the SENCOs. It considered their educational
qualification, grades in Ghana Education Service and number of working
experience.

Section B considered the roles of SENCOs in the implementation of IE.

)les assigned to
by them for the

regional co-

screening is done before
ere also made to describe the
strategies they used in creating public awareness on disability issues, what they

did to support heads in the implementation of IE, what they did to support
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teachers who had children with SEN in the classroom and what they did to
support parents of children with SEN.

Section E covered their confidence in implementing their roles in IE.
They were required to justify whether or not they felt confident to perform their

roles. The instrument placed the responsibility on them to detail the roles they

Singh, 2016).
ges SENCOs
n had six items

overcome the

considerable amount of time in gathering and analysing volumes of data.
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Pilot-Testing of Instruments

Pilot-testing is an essential function undertaken before a study (Halberg,
2008). This is because it helps to identify difficulties and the adjustment that
has to be made to the instruments so that credible data can be gathered for a

study (Van Teijlingen & Hundley 2001; Kim, 2011). Besides, since | may not

for participants
to examine its
3ryman & Bell,

struments are

a controversial

ples for the test.

coordinators for both regions. However, only 31 SENCOs participated in the
study. Some of them answered the RSIE-Q manually whilst others answered the

online survey version.
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Semi-Structured Interview Guide

In qualitative studies, the issue of pilot-testing has not been rigorously
enforced as seen in quantitative studies. Kim (2011) noted that pilot-testing in
interpretative phenomenological studies is mainly to reflect on the personal
skills and abilities of the researchers. In this current pilot-test, six SENCOs were
purposively selected from the Western and Volta Regions. The SENCOs were
contacted through their regional co-ordinators. Before the pilot-testing, the
SENCOs were contacted via phone to seek for their consent to participate in the
study and to introduce the study to them. A follow-up call was made to book
the date for the interview and the venue for the interview. Two participants in
the Western Region were.interviewed face to face, whereas the remaining were
interviewed via phone based on their request. For the face to face interview,
their written consent was sought and a verbal consent was sought from the
phone interview. During the interview, the interviewees were informed about
the purpose of the pilot-testing and they were also assured of confidentiality and
anonymity. The pilot-testing determined the user-friendliness of the instrument
since the participants were able to respond to the.questions. Italso indicated that
participants would'need prompts and clarifications to enable.them to respond to
some of the questions. Thewpilot-testing of .the instrument gave an estimate of
the duration of the .interview. Finally;-the pilot-test helped to improve my
interviewing skills for the main study.
Validity and Reliability

In research, researchers need to establish two important quality criteria

to justify the credibility of data gathered and findings projected to inform

119



recommendations for policy and practice (Denzin & Lincoln, 2018). These
quality criteria are validity and reliability. In qualitative research, these two
quality criteria are simply referred to as trustworthiness (Lincoln and Guba,
1985). The validity and reliability of the RSIE-Q are described next, this is
followed by the trustworthiness of the qualitative data.
Validity and Reliability for RSIE-Q

The study established the content and the face validity of the instrument
and construct validity of the variables. For the content validity, | ensured that
the items developed were comprehensive to address all the aspects of the
constructs measured and the research objectives formulated for the study. The
instrument.was then given.to-postgraduates Ph.D. students and some lecturers
in the field of Special Education, at the University of Cape Coast to examine its
content validity. Some of the corrections identified from them were issues of
the spacing, double-barrel items, wrong choice of words, typographical errors
and simplification of some items. Few items were.also deleted because they
were not considered good to measure the constructs. Corrections from them
were effected.to refine the instrument. After, the instrument was given to my
supervisors for their expert judgement. Few of such similar.errors detected by
the earlier reviewers weresalso spotted by.the supervisors. For instance, my
supervisors asked for.the repositioning-of the items. Final corrections were
effected and the"instrument was ‘considered by the supervisors to be valid. The
supervisors also indicated that the appearance of the instrument showed that

logically it could measure what it intended to measure.

120



Next, the SENCO regional coordinators in Central, Western and Volta
Regions were given the instrument for their final validation. All the regional
coordinators indicated that the instrument was valid. However, the Volta
regional coordinator was of the view that it was relatively long. However, the
researcher indicated that after the pilot-test it might reduce to make it easier for
the actual respondents to respond to it when finally presented to them. Hence,
no corrections were effected on the instrument. The instrument was therefore
ready for the pilot- test to gather preliminary data to assess its construct validity
and reliability.

Data gathered on the constructs was subjected to Exploratory Factor
Analysisi(EFA) and Confirmatory-Factor Analysis (CFA). The EFA was used
to reduce the-number of items on the questionnaire and also to determine factor
structures whereas the CFA was used to confirmuif the factors retained are
appropriate for the constructs they measure (Simsek & Noyan, 2013).

The EFA was carried out on the items which.measured SENCOS’ roles,
confidence and concerns about the implementation of IE. The promax rotation
method was employed with cut off loading value of .5. The test was valid and
significant for all the variables: roles, KMO = .545, Bartlett test result, y? (df =
276) = 573.989, p.< .001; confidence, KMO= 626, Bartlett test result, x? (df =
153) = 366.781, p < .001; and concernsy: KMO =507, Bartlett test result, 2 (df
= 253) =537.924, p < .001.

For the roles, nine items were deleted after the EFA out of the 34 items.
The remaining 25 items revealed a seven-factor structure. These factors were

named as Teacher support, teaching and administrative task; Manage IE
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implementation; Screening for identification; Collaborating with parents of
children with SEN and assessment accommodation; Ensuring a conducive
school environment; Collaborating with educators and external agencies; and
Collaborate with parents of children without SEN. For the confidence, eight

items were deleted out of 26 items. The remaining 18 items showed a three-

as Managerial,
d Ensuring a
n. Finally, the
hese 21 items

: Self-related:;
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Table 3: Item Loading and Average Variance Extracted

Roles Items Loading KMO df v Sig AVE
Teacher support, R2 833 21 109.494 <.001 .65
teaching and 778
administrative task

R5 .863

R6 .836

R10 792

71

.64

.84

g1

.82

73
parents of childre
without SEN

It can be seen that the CFA was significant for all the sub-construct of
the roles variable. The KMOs also showed that sampling adequacy was attained.

By the visual inspection of the factor loadings, it can be seen that the least factor
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loading is .745 on the A sub-construct and the highest item loading is .914 on
the D sub-construct. This shows that each item explained more than 50% of the
variance in the construct that it represents. The least AVE is .65 for the A sub-
construct with the maximum AVE of .84 on the D sub-construct. This means

that construct validity has been attained. Also, Table 4 presents the construct

Ensuring a
school environme
screening for
identification

c21 .857

The CFA results for confidence did not differ from the roles. The only
observation here is that one item was deleted from the 18 items that passed the
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EFA test. All the rest of the items loaded very well on their respective
constructs. The least item loading is .648 and the maximum item loading is .92.
Again, all the sub-constructs of the confidence variable explained more than
50% variance in the variable. This means that construct validity has been

attained. Finally, Table 5 presents the construct validity for the concerns

The CFA results for concerns confirmed all the five factor structures. As
observed, sampling adequacy was achieved by the inspection of the KMO

estimates and the test was significant (p < .001) for all the sub-constructs. All
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the items loaded very well; the least and highest item loading were .733 and
.939 for academic achievement and self-related concerns respectively. All the
AVEs show that construct validity has been attained.

Next, the reliability of the instrument was calculated using the Cronbach

alpha and the McDonald Omega (Hayes & Coultts, 2020; Peters, 2014; Zhang

the McDonald

Pilot
Alpha Omega

.892 -
907 913

928 932
806 .820

.804
1F

1F
911

872
.854

.938
.894
.868
: 821
Managemen - . .850
Composite Reliability 891

Note: 1F = one item factor
Both the Cronbach’s alpha and the McDonald omega yielded reliability

estimates above .7 for all the sub-constructs. The composite reliability was .891.
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According to Fraenkel, Wallen and Hyun (2011) and Huck (2011), a reliability
estimate of .7 and above means that the instrument is good and credible to gather
data. This can be inferred for the current instrument (RSIE-Q).
Trustworthiness for Qualitative Data

Quality in research is a concept that cannot be disregarded.

of a qualitative
bias in decision
or the need for
dity, predictive

I, 1992). Guba

engagement, persistent observation, triangulation and member checking. The
prolonged engagement employed focused on my familiarisation with the

research participants. This was done by establishing rapport with them. |
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established informal conversations with them so that they could get used to me
before the data collection. This was meant for them to see me as part of them
during the interview section so that my presence would not influence their
answers. Through the technique of persistent observation, | visited some of them

at their offices to understand some of the roles they played. This was to enable

2 to probe them
heir responses.
guide which
s crosschecked
em to confirm

tative of their

escription of the study’s
participants, the
Dependability

In quantitative research, dependability is referred to as reliability. This

to the qualitative researchers refers to “whether the findings of an inquiry would
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be consistently repeated if the inquiry was replicated with the same (or similar)
subjects in the same (or similar) context” (Guba, 1981, p. 80). Evidence of
dependability can be provided in qualitative research when researchers provide
detail coverage of the methodology employed to show the extent to which

appropriate practices have been adhered to. An audit trail was provided right

objectivity in

procedures followed in

Data Collection Procedures

The collection of the data started by following the protocols laid down

by the University of Cape Coast. First, ethical clearance was applied for
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University of Cape Coast (UCC), Institutional Review Board (IRB). This
enabled me to obtain an introductory letter to seek permission from relevant
state authorities to gather the data from the three Regions. The letter was
presented to the Regional Directors of Education to first seek permission. Upon
acceptance by the Regional Directors of Education, | proceeded to the offices
of the Regional SENCO co-ordinators. They were also informed about the study
and their permission sought to allow the SENCOs to be contacted for the study.
The Regional SENCO co-ordinators provided the total number and the
telephone numbers of the District SENCOs in the three Regions. They also
perused the RSIE-Q and validated it as already indicated under the validity of
the instrument.

Right after, the SENCOs were personally contacted. Permission letters
provided to. me were shown to them to obtain_their attention. Some were
contacted only on the phone because external work took them of their post and
others due to the Covid-19 pandemic. The purpose ofithe study‘was explained
to them: They were assured that the study was being conducted to clearly
understand their roles as experts in the field of‘special education. It was not
meant to victimise anyone. They were then given a consent letter to sign for
their acceptance to be part'of the study and.that they had the right to withdraw
from the'study-at any-point they felt uncomfortable. All these happened both in-
person and online as some of them were only contacted through phones and
emails.

Those contacted in person were given the RSIE-Q and were given two

weeks to complete and submit them. Also, the equivalent online version of the
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RSIE-Q was given to those who were not on the post and could not be contacted
in person to complete it within two weeks. The online address was sent to them
on their WhatsApp pages to enable them to access the online version of the
RSIE-Q. | was added to the WhatsApp platforms created to enable me give
weekly prompts to the respondents in the group and also reach them individually
to follow-up if they had been able to answer the questionnaire or if they were
facing challenges in accessing the questionnaire online. They were also asked
to place a call directly to me should they require assistance in filling the
instrument. Some respondents were able to fill online and others filled hard
copies. A period of four weeks was used in collecting the data and out of the 77
SENCOs-only four SENCOs.did-not respond to thesquestionnaire. A fourth
follow-up was done to reach some of the SENCOs who could not participate
but they gave reasons for their unavailability. Fhus in total 73, SENCOs
responded.” Hence, about 95% of the population participated in the study.

The face-to-face or one-on-one interview.was conducted with 15
participants instead of the 19 participants because after the fifteenth person
saturation had occurred. The interview took place during the.same period of the
quantitative data collection. Four participants were interviewed face-to-face
whereas eleven participants:\were interviewedvia phone. In all five, six and four
participants ‘were in..the Greater._Accra, Central and Eastern Regions,
respectively. Those who were reached via phone was based on their request,
they explained that, because of the special office arrangement by the
government for observing the COVID protocols, their office days were too busy

and therefore they would be much relaxed at home for the interview. Some also
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indicated they shared office space, therefore their offices would not be
convenient and preferred to have a phone conversation. For those who were
interviewed face-to-face the venue was in their offices. During the day of the
data collection, the participants were again reminded of the purpose of the study.
Their consent was obtained during the scheduling stage of which they gave
verbal consent. They were told their responses were being recorded on a
recording device to allow playback and to appropriately report their responses.
They were also informed that they could ignore a question they felt
uncomfortable to answer. For the face-to-face, the recorder was fixed at the
centre of the interviewer (researcher) and the interviewee (SENCOs). For the
phone interview, the phone.wassused.in recording thesconversation. Also, they
were assured of anonymity and confidentiality of the data provided.

The meeting started with an introductory greeting and welcome address,
and the ground rules stated. They were told that the interview session would
take ‘approximately 45 minutes to end. The first question was posed to the
participant to answer. Where necessary, follow-up questions were asked to
clarify answers. The interviews lasted between 40'minutes and 1 hour5 minutes.
The duration was dependent on the responses of .the participants. After
interviewing each.participant, | thanked them for accepting to participate in the
interviewand their cooperation in the. interview. For the face-to-face interviews,
the audio played back after the interview, but for the phone interview, the audio
was sent to them right after the interview for them to clarify, provide additional
information or to validate the information they had provided. The duration for

the qualitative data collection also lasted for four weeks.
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Ethical Considerations

The laid down guidelines for conducting research in the University of
Cape Coast were strictly adhered to. First, the proposal was presented to the
Department of Education and Psychology for their approval of the study. Upon
approval, ethical clearance was solicited from the University of Cape Coast,
Institutional Review Board. It took one month one week for the Board to issue
me the clearance letter to start data collection. The letter was then presented to
my Department for an introductory letter. The introductory letter obtained was
used to seek permission from the Regional Directors of Education and the
regional SENCO co-ordinators. Permission granted by these directors allowed
me to meet.the SENCOs,

The"SENCOs were briefed about the purpose of the study and their
written consent solicited to participate in the study:"However, verbal consent
was givenduring the qualitative phase of the study. They were assured of their
anonymity and confidentiality. “Anonymity and confidentiality are.important
ethical ‘issues because their ‘violation can bring embarrassment, stigma,
hardship, diserimination, tncrimination, or loss of prestige‘to the individual
group”(Ogah, 2013, p. 224). No respondent or participant was coerced to take
part in the study.»Those who weresinvolved.were informed they could opt-out
anytime they felt uncomfortable. They-also had the opportunity to refuse to
provide an answer to a particular question. They were informed that, the data
would be stored for a period of five years with utmost security. They were
further informed that if data were to be released to third parties, their consent

would first be solicited. In the interview section, | solicited their consent to
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record their voices. The recorded audio was kept from third parties. Pseudonyms
were used to represent the participants in the research report to hide all
identities.

Finally, ethical considerations were taken into consideration during data
processing and analysis. This was crucial to ensure that results were not
tampered with and the fact as reported. The data from the RSIE-Q were edited
and cleaned without altering responses. The right statistical software was used
to process the data and all errors were checked after the data entry. The
appropriate statistical tools were used to analyse the data. The assumptions
governing the use of the selected statistics were tested and reported accordingly
in the research report. It.must-be.noted that the_descriptive and inferential
statistics selected were done within my knowledge framework. Hence, | was
solely responsible for any errors committed. During the transcription of the
qualitative'data, | committed enough efforts in recording the exact words of the
participants. The participants were made to confirmgif the right reports were
generated. The language used in the report took into consideration the research
audience. The final thesis report was also subjected to a plagiarism check as
instituted by the University of Cape Coast.

Data Processing:and Analysis

Both quantitative and qualitative.data were gathered for the study, hence a
mixed analysis was employed. The study employed concurrent mixed analysis; this
is where both data strands are analysed separately in no chronological manner
(Creswell & Creswell, 2018). The purpose of the mixed analysis was for

corroboration and validation purposes (Creswell & Plano Clark, 2018). In the
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analysis, equal priority was given to each data strand. The data processing and
analysis has been reported under each research approach.
Quantitative Data Processing and Analysis

The questionnaires gathered from the field were first examined for
completeness in responses. All the respondents provided complete responses
with no clear pattern on each of the questionnaire to suggest that the respondents
did not read the items on the questionnaire. The questionnaires were also
checked for multiple responses on a particular item of which none was found.
Subsequently, the responses were entered into Statistical Product for Service
Solution (SPSS) version 26. Right after the data entry, errors were examined
throughsthe computations of frequency and percentagessonvall variables in the
software. This was to ensure that the results obtained had not been affected by
errors, and. statistical values were not overestimated or underestimated. The
SPSS software had all the functionalities which assisted in analysing the data to
addresssthe research problem. Also, it was easy to expert data from the SPSS
software into other statistical packages for specific analysis that those software
had the advantage over the'SPSS: it should be noted that a five-year data storage
policyswas adopted for the study (European Commission, Ethics and Data
Protection, 2018). The hard copies-of the questionnaire were kept in a locked
cabinet with-appropriate filing, and also.the SPSS software which contained the
soft data was to'be kept in my google drive for the aforementioned number of
years.

Both descriptive and inferential statistics were employed to analyse the

data gathered on the research questions and hypotheses. For the descriptive
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statistics, the following tools were employed — frequency, percentage, mean and
standard deviation; and for the inferential statistics the following were used —
factorial ANOVA, factorial MANOVA and multiple linear regression. All the
hypotheses were examined at a .05 level of significance.

The questionnaire gathered preliminary data on the respondents’
demographic characteristics. These characteristics were gender, working
experience, -grades and educational qualification. All the variables were
measured by categorisation except for the work experience. However, to
provide a summary report on the work experience it was also categorised
following the scientific approach of categorising a variable into equal class
intervalvand width. The_categorical_nature of the.variables implied that no
numerical attributes could be imputed, hence frequency and percentage were
deemed the appropriate statistical tools for their analysis.

The first research question gathered data on ;SENCOs level of
knowledge in terms of the roles they played in the implementation of IE. Since
knowledge is factual, based on maximal performance, factual items were
presented forthe participants in a dichotomous,scale of ‘Yes” or ‘No’ to tick.
Since the data gathered were categorical. However, the.research question
focused on reporting the general level of knowledge of SENCOs in the roles
played in“the implementation of IE..Fhis meant that the scale had to be
converted from its categorical nature to a continuous scale so that a statistical
model could be used to represent the entire SENCOs. Hence, the responses were
scored into correct and wrong answers. After, the actual level of knowledge for

a particular respondent was computed by dividing into the total correct score of
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the individual by the total number of items (n = 34) and expressed as a
percentage. This made the use of the mean appropriate model since it works on
variables measured or presented in the interval and ratio scale. The scores of the
SENCOs on their level of knowledge was in the interval form, hence the
appropriate use of the mean. The standard deviation assisted in tracking
variations in their knowledge to communicate the homogeneity in their level of
knowledge.

The second research question gathered data on the roles SENCOs played
in the implementation of IE. The import of the question was to report their
general roles played as a cohort and not as individuals. This meant that a
statisticalzmodel was requiredswhich could representrthe entire cohort. The
continuous nature of the data gathered on the question therefore made the mean
and standard deviation the most appropriate statistical tools. The mean serves
as'a good-statistical model when data is gathered on a continuous scale of
measurement without any outliers (Field, 2018)..To track the level of
homogeneity in the respondents’ responses, the standard deviation became the
readily available statistical tool. The closer the standard deviation estimate to
zero, the higher the level of homogeneity in the responses. -High homogeneity
means that the responses equally indicated that they played the same roles in the
implementation of IE.

The fourth research question focused on the level of confidence
SENCOs’ exhibit in the implementation of IE. Similar to Research Question
Two, the mean and standard deviation were used to determine their level of

confidence. This is because data on their level of confidence was gathered at the
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interval level. The mean serves as the best measure of central tendency for
interval level data. The standard deviation assisted in determining if all the
SENCOs possessed the same level of confidence in implementing their roles.
The last research question concentrated on the concerns SENCOs had in
the implementation of IE. Several items which measured concerns in such a
programme implementation were selected from the literature to measure their
concerns for-IE implementation. Hence, the items were first subjected to EFA
to determine the specific areas of their concerns. After, the specific concerns
generated were confirmed through CFA. This allowed the use of the mean to
represent each specific concerns obtained through the EFA and CFA. The
standard-deviation was thensusedto.check if they all.hadthe same concerns.
Five research hypotheses were formulated in the study. Hypotheses one
was hypotheses jof difference with one ‘dependent variable. Specifically,
Hypothesis One examined the differences in the SENCOs level of knowledge
based on,gender, working experience and educational qualification. In this
hypothesis, the dependent variable was level of knowledge in the
implementation of IE. This was analysed against three independent variables
(gender, working experience and educational qualification)..Pallant (2016) and
Field (2018) indicated that.in sueh a test the best statistical tool is factorial
ANOVA:This tool provides the analyst with the opportunity to determine
differences in the-main effect, which is either gender, working experiences or
educational qualification, and the interaction effect, which is gender and
working experiences, gender and educational qualification, working experience

and educational qualification among others. These interactions occur at two and
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three levels where the independent variables are three. The use of the factorial
ANOVA, therefore, provided the study with a comprehensive analysis of the
differences that existed in their level of knowledge in the implementation of IE
than to narrowly focus on the issues under consideration in isolation through the
use of one-way ANOVA.

Hypotheses Two, Three and Four were hypotheses of difference.
However, the hypotheses had more than one dependent variable. The
hypotheses concentrated on differences in SENCOS’ roles, level of confidence
and concerns in the implementation of IE based on gender, working experiences
and educational qualification. The role, level of confidence and concern
variablesthad several dimensions.giving rise to its multivariate'nature. The roles
were categorised under: Screening for identification (SFI), Collaborate with
parents of children with SEN and assessment accommodation (CPC_SEN/AC),
Ensure a" conducive school environment, (CSE), Management of IE
implementation’ (MIEI), Collaborate with educatorssand external agencies
(CEEA), Teaching, teacher and‘administrative Support (TTAS) and Collaborate
with parentsy.of children” without SEN (CPCW_SEN). Also, the level of
confidence was categorised under: Ensuring a conducive school environment
and screening for. identification (CSE/SFl); Managerial, administrative and
collaborative ‘task (MACT) and Teacher support (TS). The concerns were
categorised under classroom-related, school-related, self-related, academic
achievement related and management-related concerns. Hence, a statistical tool
was needed that could first examine differences in the linear combination of the

specific concerns as well as differences in each concern based on the
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aforementioned demographics. Hence, the Multivariate Analysis of Variance
(MANOVA) was considered useful as suggested by Pallant (2016) and Field
(2018). The design for the tests was factorial MANOVA. In such tests, multiple
comparisons must be examined using the Bonferroni alpha — dividing the
original alpha level by the number of dependent variables (.05/7, .05/3, .05/5).
This was to ensure that the alpha level (.05) was not inflated since a single test
has been conducted at multiple levels (Field, 2018). The last hypothesis was a
hypothesis of relationship which focused on the influence of SENCOs’ level of
knowledge, level of confidence and concerns on their roles in implementing IE.
The hypothesis had one dependent variable (roles) and three independent
variablesi(knowledge, confidence.:and concerns). Thissmade the use of multiple
linear regression the best statistical tool for the test. Multiple linear regression
Is @ multivariate technique used when determining‘the correlation between a
criterion variable (roles) and a combination of two or more predictor variables
(knowledge, confidence and concerns) (Field, 2018).
Qualitative Data Processing and Analysis

The qualitative data was gathered through the use of a digital recording
device: Hence, the'soft data was transcribed to generate the. transcripts for the
analysis. The transcriptionswas done by myself. The transcript was then given
to two senior researchers to confirm.using the soft data the appropriateness of
the generated transcript. After, | read through the transcript over and over again
to understand the issues in the transcript. It must be noted that, the following
steps as suggested by Creswell and Poth (2018) were used in storing the data,

thus high-quality recording devices for recording information were used during
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the interviews, backup copies of audio recording were stored on google drive
and data collection medium was developed to easily locate and identify
information for the study.

Subsequently, the data were analysed thematically following the

guidelines provided by Braun, Clarke, Hayfield and Terry (2019). The

familiarisation,
ng themes and
pproach where
i themes. The
d enhanced its

approach was
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Table 7: Summary of Data Analyses

Research Questions/Hypotheses

Instruments

Analytical Tools

What level of knowledge do
SENCOs have in terms of the roles
they play in the implementation of
IE?

What roles do SENCOs play in the
implementation of IE?

How do SENCOs’ perform their
roles in the implementation of 1E?

How confident are SENCOs in the
performance of their roles in the
implementation of IE?

What are the concerns of SENCOs
in the implementation of IE?

Ho: There is no statistically
significant difference in the level of
knowledge of SENCOs in the
implementation of IE with regards
to_gender, working.experience and
educational. qualification.

Ho: There is® no statistically
significant difference in the roles of
SENCOs in the implementation of
IE with.regards to gender, working

experience and educational
qualification.
Ho: There, 1S no statistically

significant difference in the level of
confidence of SENCOSs in playing
their roles in IE with regards to
gender, working experience and
educational qualification.

Ho: There is mno statistically
significant  difference in  the
concerns of SENCOs ' in  the
implementation of 1E with regards
to gender, working experience and
educational qualification.

Ho: There is mno statistically
significant influence of SENCOs’
level of knowledge, level of
confidence and concerns on their
roles in the implementation of IE.

RSIE-Q
Semi-structured
Interview guide

RSIE-Q
Semi-structured
Interview guide
Semi-structured
Interview guide

RSIE-Q
Semi-structured
Interview guide

RSIE-Q
Semi-structured

Interview guide
Data from RSIE-Q

Data fromRSIE-Q

Data from RSIE-Q

Data'from RSIE-Q

Data from RSIE-Q

Mean, Standard
Deviation and
Thematic Analysis

Mean, Standard
Deviation and
Thematic Analysis
Thematic Analysis

Mean, Standard
Deviation and
Thematic Analysis

Mean, Standard
Deviation and
Thematic Analysis
Factorial ANOVA

Factorial MANOVA

FactorialMANOVA

Factorial MANOVA

Multiple Linear
Regression

142



CHAPTER FOUR
RESULTS AND DISCUSSION
Introduction
The study examined Special Education Needs Co-ordinators’

(SENCOs) level of knowledge, confidence regarding their roles in the

ed the concerns

S5 the results and
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Table 8: Background Information of Respondents (n =73)

Variable Category Freq. %
Gender Male 46 63.00
Female 27 37.00
Educational Bachelor’s degree 40 54.80
qualification Master’s degree 33 45.20
Working 1-5yrs 22 30.10
experience 6-10yrs 31 42.50
5 16.40
11.00
24.70
47.90
23.30
4.10

ales, while the
¢ SENCOs who

urther in Table

w- dents, 40(5
3 ‘have'

These ranks among the very important because they would help us
to really understand their knowledge level on the expected roles to be executed,

their confidence level and the concerns they have about IE implementation. The
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working experiences and ranks of the respondents indicate that they are matured

and are more likely to have the needed experiences in the implementation of IE.

Research Question One: What level of knowledge do SENCOs have in terms

of the roles they play in the implementation of IE?

the level of
ementing IE in
d was analysed
) determine the
owledge or no
ous scale was
gIr responses into
expressed as a

a;scale mean score of
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Table 9: SENCOS’ Level of Knowledge of their Roles in the Implementation of

IE

Statement Yes No
SENCOs should n (%) n (%)
ensure the implementation of inclusive education in schools. 69 (94.5) 4 (5.5)
update the files of children with SEN. 71 (97.3) 2(2.7)
monitor the progress of children with SEN. 73 (100) 0(0)
evaluate the progress of children with SEN. 69 (94.5) 4(5.5)
assist in the educational placement of children with SEN. 70 (95.9) 341
prepare the activities teachers need in teaching children with SEN. 57 (78.1) 16 (21.9)
teach children with SEN. 43 (58.9) 30 (41.1)
Engage in-identification of children with SEN. 73 (100) 0 (0)
write Individual Education Plan (IEP). 65 (89) 8 (11)
inform parents about the progress-of children with SEN. 71 (97.3) 2(2.7)
engage in regular visits to schools. 70 (95.9) 3(4.1)
collaborate with parents of children with disabilities. 72 (98.6) 1(1.4)
collaborate with parents of children without disabilities. 49 (67.1) 24 (32.9)

discuss with teachers the condition of each child with SEN in order

to make the right decisions. 73 (100) 0(0)
train teachers to work with children with SEN. 72 (98.6) 1(1.4)
participate in Parent Teacher Association (PTA) meeting on issues

concerningrehildren with SEN. 11(97.3) 2(27)
make sure the sch_oo_l acquires appropriate teaching and learning 60(822) 13 (17.8)
resources (e.g., assistive resources).

ensure the School-Based Assessment includes the IEP. 61 (83.6) 12(16.4)
ensure the school provides addlt!ongl time for children with SEN to 71(97.3) 22.7)
complete assignments and examinations.

make_e} conscious effort to identify the categories of children with 73 (100) 0(0)
disabilities'in schools.

hold regular meetings with the school to ensure the school'adheres 69 (94.5) 4 (5.5)
to Inclusive practices.

hold 'Parent-Teacher Association (PTA) meetings' on _school 49 (67.1) 24 (32.9)
performance targets:

collaborate with the school to organise public:education and 63 (86.3) 10 (13.7)
sensitisation for parents and.the community on SEN.

ensure teachers provide alternative. assessment for children with 70 (95.9) 3(4.1)
SEN.
provide importantiginformation about childrenwwith SEN’s 65 (89) 8 (11)

performance to the District inclusive education team.
ensure-teachers’_complete school registers indicating the diverse 52 (71.2) 21 (28.8)
learning needsiin the.classroom:

ensure a conducive school environment. 59 (80.8) 14 (19.2)
assist teachers in adapting the curriculum. 60 (82.2) 13 (17.8)
contribute to the in-servicetraining.of-teachers. 71 (97.3) 2(2.7)
asses children with SEN. 73 (100) 0 (0)
supervise IE practices.in schools. 62 (84.9) 11(15.1)
evaluate IE practices in schools. 59 (80.8) 14 (19.2)
ensure all schools in the district are practicing IE. 63 (86.3)  10(13.7)
keep records on children with SEN. 71 (97.3) 2(2.7)

Note: Continuous scale Mean = 89.52, SD = 16.87 Mean Score Interpretation:
33 and below (Low); 34-66 (Moderate); 67-100 (High)
Source: Field data (2021)
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The SENCOs generally displayed a high level of knowledge (Mean =
89.52, SD = 16.87) on their roles in the implementation of IE. The deviation
estimate (16.87) highlights that some of the SENCOs did not know some of the
roles they were to play to make the IE programme effective. Table 9 provides a
good breakdown of these observations. The high display of knowledge was

s demonstrated

SEN in order to

2. Update the files of children with SEN (N = 2).

3. Evaluate the progress of children with SEN (n = 4).

4. Assist in the educational placement of children with SEN (n = 3).
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5. Write Individual Education Plan (IEP) (n = 8).
6. inform parents about the progress of children with SEN (n = 2)
7. Engage in regular visits to schools (n = 3).

8. Collaborate with parents of children with disabilities (n = 1).

9. Train teachers to work with children with SEN (n = 1).

ting on issues

n with SEN to

ool adheres to

SENCOs did not prove their knowledge in the execution of the IE programme.

This is not as alarming as compared with the observations made in other roles
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where more than 11 (15.1% to 41.1%) of the SENCOs showed inadequate
knowledge in their IE roles. The roles listed next buttress this observation.
1. Prepare the activities teachers need in teaching children with SEN (n =

16).

2. Teach children with SEN (n = 30).

(n=24).

) and learning

=12).

s on school

ing the diverse

adequate knowledge for
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Research Question Two: What roles do SENCOs play in the implementation
of IE?

This research question aimed to explore the roles that SENCOs play in
the implementation of IE. The data gathered was analysed using means and

standard deviation. For easy interpretation of the results, a mean criterion was

COs never play
those roles and

e roles in the
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Table 10: SENCOs Roles in the Implementation of I1E

Statement Mean SD
Screening for identification (SFI) 3.55 .69
1 I make a conscious effort to identify the categories of children with
SEN. 3.55 .69
Collaborate with parents of children with SEN and assessment
accommodation (CPC_SEN/AC) 3.51 .66
1 I ensure the implementation of inclusive education in schools. 3.69 .60
2 | collaborate with parents of children with disabilities. 3.56 .67
3 | ensure the school provides additional time for children with SEN 3.48 77
to complete assignments and examinations. ' '
4 Linform parents about the progress of children with SEN. 3.33 .83
Ensure a.conducive school environment (CSE) 3.17 73
1 | ensure a conducive school environment. 3.37 .81
2 | hold regular meetings with-the school to ensure the school adheres 297 87
to inclusive practices. ' '
Management of IE.implementation (MIEI) 3.14 .61
1 I engage in regular visits to schools. 3.71 54
2 | monitor IE practices in schools. 3.49 77
3 | evaluate the performance of children with SEN. 3.21 .82
4 | train teachers to work with children with SEN. 3.19 .79
5 | ensure teachers provide alternative assessment for children with
SEN. 3.03 .88
6 | collaborate with the school to organise public-education and 584 88
sensitisation for the community on SEN. ' '
7 1 make sure‘the school acquires appropriate teaching and learning 251 90

resources (e.g., assistive resources).
Collaborate.with educators and external agencies (CEEA) 2.90 .61
1 | discuss withteachers the condition of each child with SEN in order

to'make the right decisions. 3.49 73
2.1 provide  important information on children with SEN’s 3.04 103
performance to the District Inclusive Education team. ' '
3 lworkswith external agencies like Non-Governmental Agencies. 2.18 .75
Teaching, teacher.and administrative Support (TTAS) 2.54 .52
1 | update the files of children with SEN 3.12 .67
2 | inform-regional coordinators about the progress of children with 307 79
SEN. ’ '
3. | assist teachers in adapting the curriculum. 2.52 .85
4 . lLorganise in-service training of teachers. 2.47 71
5 . | teach children with SEN. 2.36 .79
6 | prepare the activities teachers need in teaching children with SEN. 2.33 .82
7% | _hold Parent-Teacher “Associations(PTA) meetings: on school 192 81
performance targets. ' '
Collaborate with parents of children without SEN (CPCW_SEN) 2.48 .88
1 I collaborate with parents.of.children-without SEN. 2.48 .88
Mean of Means/SD 3.00 .79

Source: Field data(2021)
Table 10 shows the means and standard deviations of the actual roles

that SENCOs play in the implementation of IE. The results in Table 10 show
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that the roles SENCOs play in the implementation of can be clustered into seven
broad areas. They are:
1. Screening for identification (SFI)

2. Collaborate with parents of children with SEN and assessment

accommodation (CPC_SEN/AC)

: * (GM
t =2.90;
c . : ' 2.54; SD

ab
0 g d iteri , 00 indicating
ing ' o[ ation. of 1E, the SENCOs

mean (GM =2.48; SD .88) indicating that SENCOs sometimes played this role.
The Mean of Means of the roles for the whole table (MM = 3.00; SD =

0.79) shows that, SENCOs often/always played several roles in the
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implementation of IE. The value of the standard deviation indicates that the
respondent’s responses are clustered around mean score. Thus, SENCOs have
homogeneous responses concerning their roles in the implementation of IE.
Among the roles they play are; screening for identification for children with

SEN, working with parents, providing support for teachers, engaging in

SEN. They also
examination

S manage the

evel of SENCOs

E. The data gathered
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Table 11: SENCOs’ Level of Confidence in the Performance of their Roles in

the Implementation of IE

Statement Mean SD

Ensuring a conducive school environment and screening for identification
(CSE/SFI) 342 42
1 lam confident in identifying the categories of children with disabilities 366 63
3.58 .62
3.25 .64
3.21 .60
3.40 .53
3.52 .60
3.43 67
3.43 71
3.41 .60
3.40 .64
3.33 .63
3.30 .64
3.29 43
3.60 57
3.43 73
3.34 .58
3.18 .59
3.16 .65

I confidently p
] 3.03 .65
with SEN.

Mean of Means/Std. Dev. 3.37 .63

Source: Field data (2021)
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Table 11 shows the results of SENCOs’ level of confidence in the
performance of their roles in the implementation of IE. The results in Table 11
show that the confidence level of SENCOs in the performance of their roles in

the implementation of IE in school can be grouped into three main themes. They

are:

screening for

the cluster of
vironment and
3,42 ‘SD=.42).

aborative tasks’

children with SEN (M=3.60; SD=.57).

From these results, it is concluded that on average, SENCOs have a

moderate level of confidence in the performance of the roles in the
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implementation of IE in schools. This was evident by the mean of means score
(MM = 3.37; SD = 0.63). The relatively small value of the standard deviation
revealed that SENCOs responses are clustered around the mean score. Thus, the
SENCOs have a similar response in terms of their confidence in the

performance of the roles in the implementation of IE in schools. The result

eir ability to
SENCOs. With
ement of IE in
adapt effective
the classroom
2| of confidence

heir roles in the

in the

2.49 indicates SENCO are moderately concerned and 2.50 — 3.49 indicates
SENCO are highly/extremely concerned about the implementation of IE. The

results are presented in Table 12.
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Table 12: SENCOs Concerns about IE Implementation

Statement Mean SD
School-Related Concerns (SCRC) 2.47 .89
1 The schools have inadequate special educators to support
) 2.51 90
teaching.

2 The schools do not have enough funding for implementing IE
successfully.

3 There is inadequate para-professional staff available to support
children with SEN (e.g., speech pathologist, physiotherapist,  2.45 .93

2.49 .93

oT).

4 The schools have difficulty in accommodating children with
various SEN because of inappropriate infrastructure (for, e.g., 2.44 97
architectural barriers).

Classroom-Related Concerns (CLRC) 1.77 94

1 It is difficult to give equal opportunities to all children in an

inclusive school 1.86 98
2 Children with SEN are not accepted by children without SEN
. 1.86 1.07
in the school.
3 Itis difficult to maintain discipline in schools. 1.70 97
4 | am not proficient in supervising the use of special devices and
. . g . . 1.66 1.06
equipment used by children with special education needs.
Academic Achievement-Related Concerns (AARC) 1.68 .86
1 | am overburdened with workload as a SENCO. 1.86 1.19
2 The overall'academic standard of the school is suffering. 1.77 1.03
3__The academic achievement of children without SEN is affected.  1.73 1.11
4 Children.with SEN create disciplinary problems. 1.36 .89
Management-Related Concerns (MARC) 1.56 .90
1%, There'is insufficient training about the roles and responsibilities 188 97
of the SENCO. ' '
2 My.duties and responsibilities in the implementation of IE have
| 1.43 1.08
not been:clarified.
3 The SENCOS’ role overlapped with other roles. 1.38 1.10
Self-Related Concerns.(SERC) 1.00 97
1 | am notable to communicate effectively with theparents. 1.21 1.19

2. | am not able to work with parents in,the implementation of [E. . 1.18 1.06
3 lam not competent enough to supervise teachers to use a multi-

sensory approach for children withvaried educational needs. 99 112
4 | havedifficulty promoting the use of:-appropriate teaching

strategies and elass envirenment.that enhanee the learning of 93 1.16

children with SEN.
5 | amnot able to communicate effectively with the teachers. .90 1.12
6 | am not able to communicate effectively with the teachers. .90 1.12
7 1 do not have knowledge and skills required to supervise 85 110

teachers in teaching children'with special education needs.

Mean of Mean/SD 1.64 1.05

Source: Field data (2021)
Table 12 shows the results of SENCOs regarding their concerns about IE
implementation in schools. The concerns of SENCOs ranged from:

157



1. School-Related Concerns (SCRC)

2. Classroom-Related Concerns (CLRC)

3. Academic Achievement-Related Concerns (AARC)
4. Management-Related Concerns (MARC)

5. Self-Related Concerns (SERC)

5 had moderate

est intensity of

This level of

inadequate special educators, and paraprofessionals, overburdened workload,
insufficient training, difficulty in communicating with parents and unclarified

roles and responsibilities
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Normality Test
Preceding the hypotheses testing, the normality assumption, which is the
fundamental of all parametric assumptions was tested. This was tested using

mean, median, skewness, and kurtosis. Details of the results are presented in

Table 13.

Kurtosis
3.12
-.68

-1.45

-54

Therefore, it is appropriate that parametric tools are used to test the hypothesis

of differences that were formulated for the study.
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Research Hypothesis One: There is no statistically significant difference in the
level of knowledge of SENCOs in the implementation of IE with regards to
gender, working experience and educational qualification.

The objective of the Research Hypothesis One was to determine whether

significant differences exist in the level of knowledge of SENCOs in the

nd educational

pf the roles and

alification and
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Table 14: Factorial ANOVA Results of Differences in SENCOs’ Level of

Knowledge of the Roles Based on Demographic Characteristics

Type 111 Sum
Source of Squares df Mean Square F Sig. s
Corrected Model 8825.888 15 588.393 2.873 .002 .430
Intercept 363155.062 1  363155.062 1772.913 .000 .969
Gender 376.674 1 376.674 1.839 .180 .031
WorkExp 4968.309 3 1656.103 8.085 .000 .299
EduQua 100.159 1 100.159 489 487 .009
Gender * WorkExp 126.920 3 42.307 207 .891 .011
Gender EduQua 2.497 1 2.497 012  .912 .000
WorkExp * EduQua  318.473 3 106.158 518  .671 .027
Gender *WorkEXp™ 111326 3 137100 669 574 .034
EduQua
Error 11675.606 57 204.835
Total 605570.934 73
Corrected Total 20501.493 72

R Squared = .430 (Adjusted R Squared = .281)
Source: Field data (2021)

The Levene’s test of equality of errorsvariances suggests that the
variance of the dependent variable (SENCOs knowledge) across the groups is
not equal, F(15, 57) = 4.489, p < 0.001. Hence, the:assumption of homogeneity
of variances was violated. This implies that any post hoc test selected must be
based on a statistical teststhat makes-adjustments in the degrees of freedom to
estimate. the actual differences between groups: displaying significant
differences.

The corrected model for the test indicates that there are significant
differences in SENCOs” level of knowledge based on their demographic
characteristics, F(15, 57) = 2.873, p = 0.002; n;, = .430. The demographic
characteristics together explained 43% of the variation in their level of
knowledge of their roles in the implementation of IE. This variation explained
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is large by recourse to effect size estimate by Cohen (1988). Therefore, the null
hypothesis that state that there is no statistically significant difference in the
level of knowledge of SENCOs in the implementation of IE with regards to
gender, working experience and educational qualification was rejected.

In examining the demographic characteristics which influenced their
level of knowledge of their roles in the implementation of IE, the main effects
and the interaction effects were taken into consideration. For the main effect,
their gender, F(1, 57) = 1.839, p = .180, n;; =.031, and educational qualification,
F(1, 57) = 489, p = .487, n; = .009, did not create any significant differences.
It was only their working experience, F(3, 57) = 8.085, p <.001, n;; = .299, that
created differences inetheir level wof knowledge of their roles in the
implementation of the IE. The significance of their working experience is seen
in the large;amount of variation (n; = 29.9%).it accounts for their level of
knowledge. Therefore, the null hypothesis was rejected in favour of their
working experience and not their gender and level-of educational qualification.

In‘terms of the.interaction effect,.non-significant results were observed
for.both the ‘two-way_interaction effects (gender and working experience;
gender and educational qualification; and working experience and educational
qualification) and the three-way-interaction effect (gender, working experience
and educational qualification). This means that SENCOs demographic
characteristics do not combine to create any difference in their level of
knowledge of their roles in the implementation of IE.

It is emphasised that their working experience is the only significant
factor that appear to influence their level of knowledge of their roles in IE. To
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identify the number of years which significantly influenced their knowledge,
the Least Significant Difference (LSD) multiple comparisons were conducted.
This test adjusts the confidence interval due to the failure in the assumption of
the homogeneity test. Table 15 presents the results.

Table 15: LSD Multiple Comparisons of Differences in Level of Knowledge

Based on Working Experience

95% Confidence

Mean Interval for Difference
(I) Working  (J) Working Difference Std. Lower Upper
experience experience (1-J) Error Sig  Bound Bound

*

1-5yrs 6-10yrs -20.882° 4.603 .000 -30.099 -11.666
11-15yrs -22.328 6.034 .000 -34.412 -10.245
16-20yrs -16.912° 6.511 .012 -29.949 -3.874
6-10yrs 1-5yrs 20.882° 4.603 .000 11.666 30.099
11-15yrs -1.446 5706 .801 -12.873 9.981
16-20yrs 3971 6.208 .525 -8.460 16.402
11-15yrs 1-5yrs 22.328" 6.034 .000 10.245 34.412
6-10yrs 1.446 5706 .801 -9.981 12.873
16-20yrs 5417 7.333 .463 -9.267 20.100
16-20yrs 1-5yrs 16.912" 6.511 .012 3.874 29.949
6-10yrs -3.971 6.208 .525 -16.402 8.460
11-15yrs -5.417 7.333 .463 -20.100 9.267

Source: Field data (2021)

*

*

The LSD test identified significant differences between SENCO found
within the group of 1-5 years (M = 76.10) and those feund in the age groups of
6-10years (M = 96:99), 11-15.years (98.43) and 16-20 years (93.01). Those in
the age group of 1-5 years'showed a lower level of knowledge of the roles in
the implementation of IE as compared with those in the age groups of 6-10
years, 11-15 years and 16-20 years. No significant differences were found
among the SENCOs within the age groups of 6-10 years, 11-15 years and 16-
20 years. It is concluded that the minimum years of experience of 1-5 years is

163



not enough to exhibit a very high knowledge about the roles in the
implementation of the IE programme. This means that SENCOs 6 years and

above working experience is enough for them to demonstrate a very high level

of knowledge of the roles in the implementation of the IE.

t difference in

ards to gender,

ermine whether

blementation of

he primary purpose of the
ei ‘
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Table 16: MANOVA Results of Differences in SENCOs Roles in IE
Implementation
Effect Value F Hyp  Errordf  Sig. Mp?
df
Pillai's Trace 981 378[;046 7.000 51.000 .000 .981
Wilks' Lambda .019 37%*046 7.000 51.000 .000 .981
Intercept
Hotelling's T 51.889 378;046 7.000 51.000 .000 .981
Roy's LR 51.889 3785046 7.000 51.000 .000 .981
Pillai's Trace .209 1.921° 7.000 51.000 .085  .209
Gender Wilks'_ Lambda 791 1.921° 7.000 51.000 .085  .209
Hotelling's T 264 1.921°  7.000 51.000 .085 .209
Roy's LR 264 1.921°  7.000 51.000 .085 .209
Pillai's Trace .061 A72° 7,000 51.000 .851 .061
EduQual Wilks' Lambda 939 A72° 7000 51.000 .851 .061
Hotelling's T .065 AT72P 7.000 51.000 .851  .061
Roy's LR .065 A72° 7,000 51.000 .851 .061
Pillai's Trace 985 3701 21.000 159.000 .000 .328
Work Exp.  Wilks' Lambda 295 3.702* 21.000 146.995 .000 .334
Hotelling's T 1.541 3.644 21.000 149.000 .000 .339
Roy's LR 712 5.393¢ 7.000 53.000 .000 .416
Pillai's Trace 117 .968P 7.000 51.000 464 117
Gender*Edu  Wilks' Lambda .883 .968P 7.000 51.000 464 .117
Qual Hotelling's T 133 .968° 7.000 51.000 .464 117
Roy's LR 133 968"  7.000 51.000 .464 117
Pillai's Trace 879 3139 21.000 159.000 .000 .293
Gender*WE ~ Wilks' Lambda 317 3.448* 21.000 146.995 .000 .318
Xp Hotelling's T 1.587 3.754  21.000 149.000 .000 .346
Roy's LR 1.177 8.910°  7.000 53.000 .000 .541
Pillai's Trace .186 .500 21.000 159.000 .967 .062
EduQual*W  Wilks' Lambda .824 .489 21.000 146.995 971  .063
Exp Hotelling's T .202 479 21.000 149.000 974 .063
Roy's LR 118 .893¢ 7.000 53.000 518 106
gﬁ;ﬁf\;\/g; Pillai's Trace 252 694 21000 159.000 835 .084
Wilks' Lambda 766 680  21.000 146.995 .848  .085
Hotelling's T 282 666  21.000 149.000 .860 .086
Roy's LR 142 1.071¢  7.000 53.000 395 124

EduQual = Educational qualification
WExp = Working experience

Source: Field data (2021)

*significant @ 0.05

As shown in Table 16, the Box’s M test (M =75. 108) indicated that the

homogeneity of covariance matrices across groups is assumed equal, F(28,
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1308.838) = 1.657, p = .017). This means that there are no significant
differences between the covariance matrices. Therefore, the assumption of the
equality of homogeneity of variance-covariance matrices has been met and
Wilk’s Lambda (A) is an appropriate test to use. Thus, Wilks’ Lambda (A) was
therefore reported in testing for statistical significance. From Table 8, it is
clearly evident that there was no statistically significant overall interaction
effects (at the three levels) between gender, educational qualification and
working experience (Gender*EduQual*WExp) on the combined dependent
variables (roles of SENCOs in the implementation of IE in schools), Wilks' A
= 0.766, F(21, 146.995) = 0.680, p = 0.848, with a multivariate partial effect
size (Mp2)»=_0.085 (9%)..-Alsoy-at. the two level ofrinteractions, statistical
significance " Interaction effect between gender and working experience
(Gender*WExp) /on the linear combination of.roles of SENCOs in the
implementation of IE in schools [Wilks' A = 0.317, F(21, 146.995) =3.448,p =
0.000]-=However, there was no statistically significant interaction effect
between gender and educational qualification (Gender*EduQual) [Wilks' A =
0.883, F(7, 51) = 0.968, p = 0.464] and educatienal qualification and working
experience (EduQual*WExp) [Wilks! A = 0.824, F(214146.995) = 0.489, p =
0.971] on the linear combination of roles of SENCOs in the implementation of
IE in schools.

Concerning the main effects (i.e. effect of each independent variable on
the dependent variables), the result of the MANOVA revealed that there was
statistically significant effect of working experience (WExp) [Wilks' A =0.295,

F(21, 146.995) = 3.702, p = 0.000] on the linear combination of the roles of
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SENCOs in the implementation of IE in schools. However, there was no
statistically significant difference in the linear combination of the roles of
SENCO:s in the implementation of IE in schools based on gender [Wilks' A =
0.791, F(7, 51) = 1.921, p = 0.085] and educational qualification [Wilks' A =

0.939, F(7, 51) = 0.472, p = 0.851). These results mean that there are no

IE in schools).
e independent
erience) on the

ENCOs in the
ANOVA) (i.e. the

es) are presented
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Table 17: ANOVA Results: Tests of Between-Subjects Effects

Source Dependent Type Il Sum df  Mean F Sig.  mp?
Variable of Squares Square

TTAS 6.193? 15 413 1.739 .069 .314

MIEI 8.905° 15 .594 1.916 .041  .335

Corrected SFI 15.71(?1C 15  1.048 3.252*  .001 .461

Model CPC_SEN/AC 9.004 15 .600 1.539 122 288

CSE 10.391¢ 15 .693 1.399 179 .269

CEEA 10.159 15 677 2.293 013  .376

CPCW_SEN 21.995¢ 15  1.466 2.442 .008 .391

TTAS 263.383 1 263.383 1109.450 .000 .951

MIEI 396.504 1 396.504 1279.379 .000 .957

Intercept SFI 485.917 1 485.917 1508.089 .000 .964

CPC_SEN/AC 500.435 1 500.435 1283.007 .000 .957

CSE 403.174 1 403.174 814390 .000 .935

CEEA 363.479 1 363479 1230.537 .000 .956

CPCW_SEN 205.495 1 205.495 342.248 .000 .857

TTAS 446 1 446 1.880 176 .032

MIEI 1.652 1 1.652 5.329 .025 .085

SFI .333 1 333 1.033 314 018

Gender CPC_SEN/AC 1.457 1 1.457 3.734 .058 .061

CSE 1.026 1 1.026 2.073 155 .035

CEEA .644 1 .644 2.181 145 037

CPCW_SEN 430 1 430 715 401 012

TTAS .001 1 .001 .003 957 .000

MIEI .001 1 .001 .005 .947  .000

EduQual SFI .686 1 .686 2.129 150 .036

CPC_SEN/AC .001 1 .001 .002 .967  .000

CSE .065 1 .065 131 719 .002

CEEA .016 1 .016 .053 .819 .001

CPCW_SEN .017 1 .017 .029 .865 .001

TTAS 2.742 3 914 3.850 .014  .168

MIEI 4.386 3 1.462 4717  .005 .199

Work SFI 7.232 3 2411 7.481*  .000 .283

Exp CPC_SEN/AC 5.610 3 1.870 4.794* 005 .201

' CSE 6.549 3 2.183 4.409*  .007 .188

CEEA 5.983 3 1.994 6.751*  .001 .262

CPCW_SEN 6.265 3 2.088 3.478 .022 155

TTAS .239 1 .239 1.007 320 .017

Gender* MIEI 115 1 115 .370 546  .006

EduQual SFI .636 1 .636 1.973 166 .033

CPC_SEN/AC .000 1 .000 .001 976  .000

CSE .035 1 .035 .070 792 .001

CEEA .580 1 .580 1.962 167  .033

TTAS .254 3 .085 .357 .784 .018

MIEI 1.226 3 409 1.319 277 .065

Gender* SFI 5.030 3 1.677 5.204*  .003 .215

WExp CPC_SEN/AC 1.716 3 572 1.467 233 .072

CSE 1.238 3 413 .834 481 .042

CEEA 1.372 3 457 1.548 212 .075

CPCW_SEN 7.121 3 2.374 3.953 012 172

EduQual TTAS .065 3 .022 .091 965  .005

*WEXp MIEI .024 3 .008 .026 994  .001
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Table 17 continued

Source Dependent Type Il Sum df Mean F Sig.
Variable of Squares Square
SFI 676 3 225 .699 556 .035
CPC_SEN/AC 196 3 .065 .168 918 .009
CSE .092 3 .031 .062 .980 .003
CEEA .044 3 .015 .049 .985 .003
CPCW_SEN .790 3 .263 439 726 .023
TTAS 157 3 .052 221 .881 .012
MIEI 634 3 211 .682 567 .035
Gender*E SFI 207 3 .069 214 .887 .011
duQual* CPC_SEN/AC 1.133 3 .378 .969 414 049
WEXxp CSE .846 3 .282 570 .637 .029
CEEA .862 3 .287 973 412 .049
CPCW_SEN .029 3 .010 .016 997 .001
TTAS 13.532 57 237
MIEI 17.665 57 .310
SFI 18.366 57 322
Error CPC_SEN/AC 22.233 57 .390
CSE 28.219 57 495
CEEA 16.837 57 .295
CPCW_SEN 34.224 57 .600
Total TTAS 490.735 73
MIEI 745.837 73
SFI 953.000 73
CPC_SEN/AC 932.500 73
CSE 772.750 73
CEEA 642.667 73
CPCW_SEN 505.000 73
TTAS 19.724 72
Corrected MIEI 26.570 72
Total SFI 34.082 72
CPC_SEN/AC 31.236 72
CSE 38.610 72
CEEA 26.995 72
CPCW_SEN 56.219 72
TTAS
= Teacher, teaching and administrative support
MIEI
= Management of IE implementation
SFI
= Screening for identification
CPC_SEN
/IAC = Collaborate with parents of children with SEN and assessment
accommodation
CSE = Conducive school environment
CEEA = Collaborate with educators and external agencies

CPCW_S = Collaborate with parents of children without SEN.
EN

Source: Field data (2021) *Bonferroni adjustment p < 0.007
Table 17 presents the results of the ANOVA test when dependent

variables (TTAS, MIEI, SFI, CPC_SEN/AC, CSE, CEEA and CPCW_SEN)
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(i.e. the roles of SENCOs in the implementation of IE in school) were
considered separately. The p-values (sig. values) for the ANOVAs on the
MANOVA output do not take into account that multiple ANOVAs that have
been conducted. Accordingly, to protect against Type I error, | used a traditional

Bonferroni procedure and test each ANOVA at the 0.007 level (0.05 divided by

er of dependent

ects (ANOVA)
SENCOs roles
 SEN) in the
al qualification
ever, based on

that there was

3 shown in Tables 18 and
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Table 18: Descriptive Statistics for Working Experience

Dependent Working Mean Std. 99.3% Confidence
Variable experience Error Interval

Lower Upper
Bound Bound

1-5yrs 3.398 138 3.013 3.783
6-10yrs 3.115 115 2.794 3.435

MIEI 11-15yrs 3.086 190 2.554 3.618
16-20yrs 2.446 213 1.852 3.041

1-5yrs 3.639 .140 3.246 4.032

SE| 6-10yrs 3.729 117 3.402 4.056
11-15yrs 2.717 194 2.174 3.259

16-20yrs 3.250 217 2.643 3.857

1-5yrs 3.817 154 3.385 4.249

6-10yrs 3.480 128 3.121 3.839

CPC_SEN/AC 11-15yrs 3.496 213 2.899 4.093
16-20yrs 2.740 .238 2.072 3.407

1-5yrs 3.341 134 2.965 3.717

CEEA 6-10yrs 2.734 112 2421 3.046

11-15yrs 3.083 .186 2.564 3.603
16-20yrs 2.375 .208 1.794 2.956
-
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Table 19: Pairwise Comparisons

Dependent ) @) Mean Std.  Sig.®  99.3% Confidence
Variable Working Working  Difference  Error Interval for
experience  experience (1-J) Difference®

Lower Upper
Bound Bound

6-10yrs .284 179 711 -.328 .896

1-5yrs 11-15yrs .313 235 1.000 -.490 1.115

16-20yrs .952" .253 .002 .086 1.818

1-5yrs -.284 179 711 -.896 .328

6-10yrs 11-15yrs .029 222 1.000 -.730 .788

MIEI 16-20yrs .668 241 .046 -.157 1.494
1-5yrs -.313 235  1.000 -1.115 490

11-15yrs 6-10yrs -.029 222 1.000 -.788 .730

16-20yrs .639 .285 173 -.336 1.615

1-5yrs -.952" .253 002 -1.818 -.086

16-20yrs 6-10yrs -.668 241 046  -1.494 157

11-15yrs -.639 .285 173 -1.615 .336

6-10yrs -.090 183 1.000 -.714 534

1-5yrs 11-15yrs .922" 239 .002 104 1.741

16-20yrs .389 .258 .826 -.494 1.272

1-5yrs .090 183  1.000 -.534 714

6-10yrs 11-15yrs 1.012° .226 .000 .238 1.786

SEI 16-20yrs .479* .246 .340 -.363 1.321
1-5yrs -.922 239 002 -1.741 -.104

11-15yrs 6-10yrs -1.012* .226 .000 -1.786 -.238

16-20yrs -.533 291 431 -1.528 461

1-5yrs -.389 .258 826 -1.272 494

16-20yrs 6-10yrs -.479 .246 340 -1.321 .363

11-15yrs 533 291 431 -.461 1.528

6-10yrs 337 .201 595 -.350 1.023

1-5yrs 11-15yrs 321 263 1.000 -.580 1.221

16-20yrs 1.077" .284 .002 .106 2.048

1-5yrs -.337 201 595 -1.023 .350

6-10yrs 11-15yrs -.016 249  1.000 -.867 .836

CPC_SEN 16-20yrs .740 271 .050 -.186 1.667
IAC 1-5yrs -.321 263 1.000 -1.221 .580
11-15yrs 6-10yrs .016 249 1.000 -.836 .867

16-20yrs .756 .320 129 -.338 1.850

1-5yrs -1.077" 284 002 -2.048  -.106

16-20yrs 6-10yrs -.740 271 050 -1.667 .186

11-15yrs -.756 .320 129 -1.850 .338

6-10yrs 607" 175 .006 .009 1.205

1-5yrs 11-15yrs .257 229  1.000 -.526 1.041

16-20yrs .966" 247 .002 120 1.811

1-5yrs -.607" 175 006  -1.205 -.009

6-10yrs 11-15yrs -.350 217 673 -1.091 391

CEEA 16-20yrs .359 .236 .802 -.447 1.165
1-5yrs -.257 229 1.000 -1.041 526

11-15yrs 6-10yrs .350 217 673 -.391 1.091

16-20yrs .708 278 .082 -.244 1.660

1-5yrs -.966" 247 002 -1.811 -.120

16-20yrs 6-10yrs -.359 236 802  -1.165 447

11-15yrs -.708 278 .082  -1.660 244

*, The mean difference is significant at the 0.007 level.
b. Adjustment for multiple comparisons: Bonferroni.

Source: Field data (2021)
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As shown in Tables 18 and 19, an inspection of the mean scores using
Bonferroni adjustment indicated that the SENCOs who had worked for 1-5years
reported slightly higher levels of performing their roles in terms of management
of IE implementation (MIEI), collaborate with parents of children with SEN and
assessment accommodation (CPC_SEN/AC) and collaborate with educators
and external agencies (CEEA) than the SENCOs who had worked for 16-
20years and 6-10years. Also, concerning SFI (Screening for identification), the
results of the post hoc comparison using Bonferroni adjustment indicated that
the SENCOs who had worked for 11-15years differ in the performance of their
roles in terms of screening for identification (SFI) from those who had worked

for 1-5years and 6-10years.(see Table 18 and 19).

Research Hypothesis Three: There is no statistically significant difference in
the level of confidence of SENCOs in playing their roles in IE with regards to
gender;working experience and educational qualification.

The objective of this research hypothesis three was to/determine whether
significant differences exist in the level of confidence of SENCOs in playing
their roles in the implementation of IE based on gender, working experience and
educational “qualification.*The data gathered was analysed using Factorial
MANOVA: The primary purpose of the-Factorial MANOVA is to understand
if there is an interaction between the independent variables (gender, working
experience and educational qualification) on the dependent variables:

Managerial, administrative, collaborative task (MACT), Teacher support (TS)
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and Conducive school environment and screening for identification (CSE/SFI).
The details of the results are presented in Table 20, 21, 22 and 23.
Table 20: MANOVA Results of Differences in SENCOs Confidence in IE

Implementation

Effect Value F Hypo.df Errordf Sig.  mp?

Pillai's Trace 991 1929.299° 3.000 55.000 .000 .991

Wilks .009 1929.299°*  3.000 55.000 .000 .991
Intercept Lambda

Hotelling's T  105.234  1929.299° 3.000 55.000 .000 .991
Roy's LR 105.234  1929.299° 3.000 55.000 .000 .991

Pillai's Trace 155 3.354P 3.000 55.000 .025 .155
Wilks 845 3354 3000 55000 .025 .155
Gender Lambda
Hotelling's T .183 3.3540 3000 55000 .025 .155
RoysLR  .183 3,354 3000 55000 .025 155
Pillai's Trace .072 1.418° 3.000 55.000 .247 .072
Wilks' )
duoua e 928 1418 3000 55000 247 .072
Hotelling's T .077 1418 3000 55000 247 .072
RoysLR  .077 1418 3000 55000 247 072
Pillai's Trace .392 2.854 9.000 171.000 .004 .131
Wilks 628 3.136* 0000 134006 .002 .144
Work Exp. Lambda
Hotelling's T 561 3.343 9.000  161.000 .001 .157
Roy'sLR  .497 9.451° 3000  57.000 .000 332
Pillai's Trace 153 3.3040 3000 55000 .027 .153
Gender*E I
duQual LW'”‘S 847 3304 3000 55000 027 .153
ambda
Hotelling's T .180 3.3040 3000 55000 .027 .153
RoysLR  .180 3.3040 3000 55000 .027 .153
Pillai's Trace 357 2,566 9.000  171.000 .009 .119
Gender* L\Q’r:'g;a 659 2.785% 9.000 134006 005 .130
WEXp Hotelling's T .494 2.946 9.000  161.000 .003 .141
RoysLR  .441 8.381° 3000  57.000 .000 .306
Pillai's Trace .150 1.002 9.000 171.000 .440 .050
EduQual* I_\gr:'gg . 855 990 9.000 134006 451 .051
WEXp Hotelling's T .164 975 9.000  161.000 463 .052
RoysLR  .116 2.200° 3000  57.000 .098 .104
Pillai's Trace 144 961 9.000 171.000 .475 .048
Gender*t  Wilks 858 971 0000 134006 467 .050
duQual* Lambda
WEXp Hotelling's T .164 977 9.000 161.000 .461 .052
Roy'sLR  .149 2.835° 3000  57.000 046 .130
Source: Field data (2021) *significant @ 0.05
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As presented in Table 20, the homogeneity of covariance matrices using
Box’s M (M = 73.529) revealed that covariance matrices of the dependent
variables are assumed equal across groups, F(30, 1606.917) = 1.876, p = 0.003).
This means that there are no significant differences between the covariance
matrices. Therefore, the assumption of the equality of homogeneity of variance-
covariance matrices has been met and Wilk’s Lambda (A) is an appropriate test
to use. Thus, Wilks’ Lambda (A) was therefore reported in testing for statistical
significance.

As shown in Table 20, the main effects of gender (Wilks' A = 0.845,
F(3, 55) = 3.354, p = 0.025) and working experience (Wilks' A = 0.628, F(9,
134) =3:136, p = 0.002) on:thelinear combination.ofithe dependent variables
(Level of confidence of SENCOs) was statistically significant, The variance in
the dependent variables explained by gender (muiltivariate partial effect size
(ne’) = 0.155 (16%) and working experience ()p> = 0.144) (14%) was large.
These results mean the level of Confidence of SENCOS in the performance of
their roles in the implementation of IE in schools varies based on gender and
working experience. However, there was no statistically significant main effect
of _educational qualification on the linear combination of the dependent
variables (Level of confidence of . SENCOs.in thedimplementation of IE). This
result suggests that the.educational qualification of SENCOs is not a significant
determinant of their level of confidence in the performance of their roles in the
implementation of IE in schools.

In Table 20, it was observed that there was no statistically significant

three level interaction effects among gender, educational qualification and
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working experience (Gender*EduQual*WExp) on the combined dependent
variables (Level of Confidence of SENCOs in the implementation of IE), Wilks'
A =0.858, F(9, 134) = 0.971, p = 0.467. Also, at the two level of interactions,
it was realised that there was no significant interaction effect between
educational qualification and working experience (EduQual*WExp) of
SENCOs on the combined dependent variables (Level of Confidence of
SENCOs in-the implementation of IE). These results mean that the level of
confidence of SENCOs in the implementation of IE in schools does not vary by
respondents who obtained either bachelor’s or master’s degree and had worked
for 1-20years. However, statistical significance interaction effects were
observedsbetween gender.and-educational qualification (Gender*EduQual)
[Wilks' A ="0.847, E(3, 55) = 3.304, p = 0.027] and as well as gender and
working experience (Gender* WExp) [Wilks"A = 0:659, F(9, 134) =2.785,p =
0.005] onthe linear combination of dependent variables (Level of Confidence
of SENCOs in the implementation of IE). The effect:size of Gender*EduQual
(p? = 15%) and Gender*WExp (p° = 13%) large. These results mean that the
level of confidence among SENCOs in the implementation of IE: in school
significantly differs from male andfemale SENCOs whao obtained bachelor’s or
master’s degree and also“had worked for less or‘more years in the teaching
profession.

Aside the-multivariate effects (MANOVA results) of the independent
variables (gender, educational qualification and working experience) on the
linear combination of the dependent variables (Level of Confidence of SENCOs

in the implementation of IE), the univariate results (ANOVA) (i.e. the effect of
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the independent variables on each dependent variables) are presented in Table
21.

Table 21: ANOVA Results: Tests of Between-Subjects Effects

Source Dependent Typelll Df  Mean F Sig.  mp?
Variable  Sum of Square
Squares

cormected MACT 7439 15 496 2231 015 370
il TS 4069 15 271 1689 079 308
CSE/SFI  5757° 15 384 3251* 001 461
MACT  558.694 1 ssi.sg 25593'6 000 .978
Intercept TS 510020 1 51%'02 3152'5 000 .982
CSE/SFI  551.659 1 55;'65 46163'7 000 .988
MACT 261 1 261 1174 283 020
Gender TS 167 1 167 1040 312 018
CSE/SFI 152 1 152 1289 261 022
MACT 007 1 007 030 .863 .00l
EduQual TS 304 1 304 1891 175 032
CSE/SFI 018 1 018 155 695 .003
MACT 4590 3 1530 6.883* .000 .266
Work Exp TS 1680 3 560 3486 021 155
CSE/SFI 2919 3 973 8242 000 .303
MACT 055 1 055 249 620 .004

*
UG;nder EduQ TS 373 1 373 2322 133 039
CSE/SFI 000 1 000 .004 950 .000
MACT 290 3 097 435 729 022

*
Gender*WEx TS 1405 3 468 2916 042 133
P CSE/SFI 1201 3 400 3391 024 151
MACT 450 3 150 674 571 .034

*

Ed“Q“a' WE TS 348 3 116 721 543 037
P CSE/SFI 632 3 211 1786 160 .086
MACT 057 3 019 .08  .967 .005

*
l?;f\?\fErXEd“Q TS 268 3 089 557 646 .028
P CSE/SFI 240 3 080 678 569 .034

Table 21 continued
MACT 12.669 57 222
Error TS 9.155 57 161
CSE/SFI 6.728 57 118
MACT 864.571 73
Total TS 803.361 73
CSE/SFI  866.938 73
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Table 21 continued

i 2

Dependent Type HlI Mean F Sig. Mp
Source . Sumof Df  Square

Variable

Squares

Corrected MACT 20.108 72
Total TS 13224 72

CSE/SFI 12485 72
MACT = Managerial, administrative and collaborative task
TS = Teacher support
CSE/SFI = Conducive school environment/Screening for identification

Source: Field data (2021) *Bonferroni adjustment p < 0.017

Table 21 presents the results of the ANOVA test when dependent
variables: managerial, administrative and collaborative task (MACT), Teacher
support (TS), and conducive school environment/screening for identification
(CSE/SEI) (i.e. Level of Confidence of SENCOs in the.implementation of IE)
were considered separately. The p-values (sig. values) for the ANOVAS on the
MANOVWVA output'do not take into accountthat multiple ANOVAs that have
been conducted. Accordingly, to protect against Type | error, | used a traditional
Bonferroni procedure and test each ANOVA at the 0.017 level (0.05 divided by
the number of ANOV As conducted, which is equal to the number of dependent
variables) (0.05/3 = 0.017):

As shown'in Table 21, the results of the ANOV A test revealed that there
was no statistically significant effect'of gender; educational qualification, two
levels of interaction effects and three levels of interaction effect on the level of
confidence among SENCOs in the implementation of IE in schools (MACT, TS
and CSE/SFI). Thus, there was no significant difference in the dependent
variables (MACT, TS and CSE/SFI) based on gender, educational qualification

and any of the levels of interaction effects (e.g., Gender*EduQual*WEXp).
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However, based on working experience (WEXxp) and the dependent variables, it
was noted that there was statistically significant difference in MACT [F(3, 57)
= 6.883, p = 0.000, np2 = 0.266 (27%)] and CSE/SFI [F(3, 57) = 8.242, p =
0.000, np? = 0.303 (30%)] based on working experience. This result suggests
that the level of confidence among SENCOs in terms of MACT and CSE/SFI
significantly varies by the working experience. Thus, the working experience is
a significant factor that determines the level of confidence among SENCOs in
the performance of the roles in the implementation of IE in schools. The
magnitude of the effect size (partial eta square) by working experience in the
level of confidence (MACT and CSE/SFI) among SENCOs in the
implementation of IE in.sehoolsswas very large..The results of the mean
difference using a post hoc test of pairwise comparison was presented in Tables
22 and 23.

Table 22 Descriptive Statistics for Working Experience

Dependent Working Mean Std.  98.3% Confidence

Variable experience Error Interval

Lower Upper
Bound Bound

1-5yrs 3338 117 3.051 3.624
6-10yrs 3.207  .097 2.968 3.445

MACT
11-15yrs 3.950 .161 3.554 4.346
16-20yrs 3.804  .180 3.361 4.246
1-5yrs 3.465  .085 3.256 3.674
6-10yrs 3.255 .071 3.081 3.429
CSE/SFI

11-15yrs 3.925 117 3.636 4.214
16-20yrs 3.562 131 3.240 3.885

Source: Field data (2021)
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Table 23: Pairwise Comparisons

Depend (N (J) Working Mean  Std.  Sig. 98.3%

ent Working experience  Differe Error Confidence

Variable  experience nce (I- Interval for
J) Difference®

Lower Upper
Bound Bound

6-10yrs 131 152 1.000 -342  .604
1-5yrs 11-15yrs -612 199 .019 -1.233 .008
MACT 16-20yrs -466 214 204 -1.135 .203
1-5yrs -131 152 1.000 -.604 @ .342
6-10yrs .
11-15yrs -.743 188  .001 -1.330 -.157
16-20yrs -597 204 .030 -1.235 .041
1-5yrs 612 199 .019 -008 1.233

11-15yrs 6-10yrs 743" 188  .001 157 1.330
16-20yrs 146 242 1.000 -.607 .900

1-5yrs 466 214 204 -203 1.135

16-20yrs 6-10yrs 597 204 .030 -.041 1.235

11-15yrs -.146 242 1.000 -.900 .607

6-10yrs 210 110 373 -.135 555

1-5yrs 11-15yrs -460" 145 015 -912 -.008

CSE/SF 16-20yrs -.097 156 1.000 -.585 390
| 1-5yrs -.210 110 373 -.555 135
6-10yrs 11-15yrs -670° 137 .000 -1.097 -.243

16-20yrs -.307 149 .262 =772 158

11-15yrs 1-5yrs 460" 145 015 .008 912

6-10yrs 670" 137 .000 243 1.097
16-20yrs .363 176 264  -.187 912

1-5yrs .097 156 1.000 -390 @ .585
16-20yrs 6-10yrs 307 149 262 -158 772
11-15yrs -.363 176 264 -912 187

*. The mean difference is significant at the .017 level.

b. Adjustment for multiple comparisons: Bonferroni.

Source: Field data (2021)
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From Tables 22 and 23, an examination of the mean score using
Bonferroni adjustment revealed that the SENCOs who had worked for 6-
10years (M= 3.21; SE = 0.10) significantly differ in their confidence level in
terms of managerial, administrative and collaborative task (MACT) from the
SENCOs who had worked for 11-15years of working experience (M= 3.95; SE
= 0.16, p = 0.001). Thus, the SENCOs within 11-15working experience had a
high level of confidence (MACT) in the performance of their roles in the
implementation of IE in schools than the SENCOs who had worked for 6-
10years. Thus, the SENCOs within 11-15working experience have a high level
of confidence to perform managerial, administrative roles, and effectively
collaborate.with appropriate-stakeholders to ensure.successful implementation
of IE in schoals.

Also, looking at the SENCOs confidence_.level in the performance of
ensuring conducive school environment (CSE) and scregning children with
SEN'foridentification (SFI), the SENCOs who had worked for 11-15years (M
= 3.925; SE = 0.12) reported a high level of confidence than the SENCOs who
had worked for 1-5years (M =3.47; SE = 0.09, p = 0.015) and 6-10years (M =
3:26; SE = 0.07,"p = 0.000).  This result means that'there was statistically
significant difference in the.confidence level.of SENCOs in the performance of
their roles in“terms..of ensuring_conducive environment and screening for
identification (CSE/SFI) based on working experience. Thus, the SENCOs who
had worked for 11-15years believed that they had a high level of confidence to

perform their role of ensuring a conducive environment and screening for
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identification (CSE/SFI) more than those who had worked for 11-15years and
6-10years respectively.
Research Hypothesis Four: There is no statistically significant difference in

the concerns of SENCOs in the implementation of IE with regards to gender,

working experience and educational qualification.

ermine whether
mplementation
alification. The

ary purpose of

qualificatio
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Table 24: MANOVA Results of Differences in SENCOs Concerns in IE

Implementation

Effect Value F Hypo  Errordf  Sig. Mp?
of
Pillai's Trace 883 79.715° 5000 53000 .000 883
mercept | Wilks Lambda 117 79715 5000 53000 000 883
Hotelling's T 7520 79715 5000 53000 .000 883
Roy's LR 7520 79715 5000 53.000 .000  .883
Pillai's Trace 067 758" 5000 53000 584  .067
cender | Wilks'Lambda 933 758" 5000 53000 584  .067
Hotelling's T 072 758" 5000 53000 584  .067
Roy's LR 072 758" 5000 53000 584 067
Pillai's Trace 205 2727 5000 53000 .029  .205
EduQual  Wilks' Lambda  .795 2727 5000 53.000 .029  .205
Hotelling's T 257 2727 5000 53000 029  .205
Roy's LR 257 2727 5000 53000 .029  .205
Pillai's Trace 501 2204 15000 165.000 .008  .167
Workexp \WilksLambda 851 2355* 15000 146711 005 180
Hotelling's T 723 248 15000 155.000 .003  .194
Roy's LR 578 6.356° 5000 55000 .000 366
Pillai's Trace 169 2161 5000 53000 072  .169
Gender*E  Wilks'Lambda 831  2.161° 5000 53000 .072  .169
duQual  Hotelling's T 204 2161 5000 53000 072 .169
Roy's LR 204 2161 5000 53000 072 169
Pillai's Trace 560 2526 15000 165000 002  .187
Gender*W Wilks'Lambda 532 2510 15000 146.711 .002  .190
Exp Hotelling's T 715 2.464 15.000 155.000 .003 193
Roy's LR 390  4204° 5000 55000 .002 .281
*
5\?;)%”&' Pillai's Trace 156 602 15000 165000 871  .052
Wilks Lambda 850 591 15000 146711 .878  .053
Hotelling's T 169 582 15000 155000 .885  .053
Roy's LR 115  1261° 5000 55000 294 103
cendoeg. Pillai's Trace 180 701 15000 165.000 .781  .060
duouay  Wilks' Lambda 829 686 15000 146711 .796  .060
e Hotelling's T 195 671 15000 155000 .810  .061
Roy's LR 114 1253° 5000 55000 297  .102

Source:"Field data (2021)

*significant @ 0.05

As presented in Table 24;.the homogeneity of covariance matrices using

Box’s M (M = 83.925) revealed that covariance matrices of the dependent

variables are assumed equal across groups, F(40, 2,142.556) = 2.501 p = 0.014).

This means that there are no significant differences between the covariance
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matrices. Therefore, the assumption of the equality of homogeneity of variance-
covariance matrices has been met and Wilk’s Lambda (A) is an appropriate test
to use. Thus, Wilks’ Lambda (A) was therefore reported in testing for statistical
significance.

As shown in Table 24, the MANOVA results revealed that there were
no significant main effects of gender on the linear combination of the dependent
variables (Concerns of SENCOs in the implementation of IE in schools). Also,
there was no statistically significant two-levels interaction effects between
gender and educational qualification  (Gender*EduQual), educational
qualification and working experience (EduQual*WExp) and three level
interaction. effects among«gender,. educational qualification and working
experience (Gender*EduQual*WEXxp) on the combined dependent variables
(Concerns.of SENCOs in the implementation of IE-in schools).

However, statistically significant ‘main effects of educational
qualification (EduQual), [Wilks' A = 0.795, E(5, 53)=12.727, p = 0.029, np? =
0.205] and working experience (WExp) [Wilks' A = 0.551; F(15, 146.711) =
2355, p = 0.005, np? = 0.180] on the combined dependent variables was
observed. The result of the main effects indicated that educational qualification
(EduQual) and working experience (WExp) explained about 21% and 18%
respectively “in_the.linear combination of the dependent variables. In
furtherance, the two-level interaction effects between gender and working
experience (Gender*WEXxp) significantly predicted the difference in the linear
combination of the dependent variables (Wilks' A = 0.532, F(15, 146.711) =

2.510, p=10.002, np2 = 0.190]. The magnitude of the effect size was large. Thus,
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the Gender*WExp accounted for 19% of the variance in the combined
dependent variables. This result means that both EduQual, WExp and
Gender*WEXxp are significant factors that influence the concerns of SENCOs in
the implementation of IE in schools.

Aside from the multivariate effects (MANOVA results) of the
independent variables (gender, educational qualification and working
experience) on the linear combination of the dependent variables (Concerns of
SENCOs in the implementation of IE), the univariate results (ANOVA) (i.e. the
effect of the independent variables on each dependent variables) are presented
in Table 25.

Table 25: ANOVA Results: Tests:of Between-Subjects-Effects

Source Depende  Type lll  Df Mean F Sig. No?
nt Sum of Square
Variable  Squares
CLRC 28.3072 15 1.887 3.048 .001 445
Corrected SCRC 27.474°> 15 1.832 3.588 .000 .486
Model SERC 21.643° 15 1.443 1.781 .061 319
AARC 24.475¢ 15 1.632 3.184 .001 456
MARC 25.782¢ 15 1.719 2.962 .002 438
CLRC 86.633 1 86.633 139.941 .000 711
SCRC 203.476 1  203.476  398.612 .000 875
Intercept SERC 24.374 1 24.374 30.082 .000 345
AARC 77.818 1 77.818 151.854 .000 27
MARC 65.116 1 65.116 112.201 .000 .663
CLRC 135 1 135 218 .643 .004
SCRC 1.088 1 1.088 2.131 150 .036
Gender SERC .357 1 357 441 .509 .008
AARC 272 1 272 .530 469 .009
MARC .655 1 .655 1.129 292 .019
CLRC 1.525 1 1.525 2.463 122 .041
SCRC .017 1 017 .033 .856 .001
EduQual SERC .055 1 .055 .068 .795 .001
AARC 324 1 324 .633 430 .011
MARC .007 1 .007 011 915 .000
CLRC 16.933 3 5.644 9.117* .000 324
K SCRC 11.975 3 3.992 7.819* .000 292
\é\fg SERC 10411 3 3470  4283* 009  .184
AARC 11.870 3 3.957 71.721* .000 .289
MARC 12.903 3 4.301 7.411* .000 .281
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Table 25 continued

Depende  Type I

2
Source nt Sumof Df Sl\gﬁgpe F Sig. e
Variable  Squares
Gender* o pe 462 1 462 747 391 013
EduQual
SCRC .885 1 .885 1.734 193 .030
SERC 149 1 .149 184 .669 .003
AARC 1.344 1 1.344 2.623 A11 .044
MARC .016 1 .016 .027 .870 .000
CLRC 6.836 3 2.279 3.681 .017 162
Gender* SCRC 5.200 3 1.733 3.396 .024 152
vvegxsr SERC 6724 3 2241 2766 050 127
AARC 4.825 3 1.608 3.139 .032 142
MARC 4.413 3 1.471 2.535 .066 118
CLRC 1.241 3 414 .668 575 .034
EduQual SCRC 2.152 3 717 1.405 251 .069
*WEXp SERC 1.249 3 416 514 .675 .026
AARC .890 3 297 579 .631 .030
MARC .933 3 311 .536 .660 .027
CLRC 461 3 154 .248 .862 .013
Gender* SCRC .789 3 .263 515 .674 .026
EduQual SERC 1.592 3 531 .655 .583 .033
*WEXp AARC 73 3 .058 113 .952 .006
MARC .385 3 128 221 .881 011
CLRC 35.287 57 .619
SCRC 29.096 57 510
Error SERC 46.184 57 .810
AARC 29.210 57 512
MARC 33.080 57 .580
CLRC 292438 73
SCRC 502.875 73
Total SERC 142.167 73
AARC 259.250 73
MARC 236.889 73
CLRC 63.594 72
Correcte SCRC 56.570 72
d Total SERC 67.827 72
AARC 53.685 72
MARC 58.861 72
CLRC = classroom-related concerns
SCRC = school-related concerns
SERC = Self-related concerns
AARC = Academic achievement-related concerns
MARC = Management-related concerns
Source: Field data (2021) *Bonferroni adjustment p < 0.01
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Table 25 presents the results of the ANOVA test when dependent
variables (Concerns of SENCOs in the implementation of IE): classroom-
related concerns (CLRC), school-related concerns (SCRC), self-related
concerns (SERC), academic achievement-related concerns (AARC) and
management-related concerns (MARC) were considered separately. The p-
values (sig. values) for the ANOVAs on the MANOVA output do not take into
account that multiple ANOVAs that have been conducted. Accordingly, to
protect against Type | error, | used a traditional Bonferroni procedure and test
each ANOVA at the 0.017 level (0.05 divided by the number of ANOVAs
conducted, which is equal to the number of dependent variables) (0.05/5 = 0.01).

Asshown in Table 25;theresults of the ANOVA'test revealed that there
was no statistically significant effect of gender, educational qualification, two
levels of interaction effects and three levels'of interaction effect on each of the
dependent variables (Concerns of SENCOs in the tmplementation of IE in
schoolsaThus, there was no significant difference insthe dependent variables
(CLRC,"SCRC, SERC, AARC and MARC) based on gender, educational
qualification;ytwo and three levels of interaction effect. However, based on
working experience (WEXp) and the dependent variables, it was found that there
was statistically significant.difference in thesconcerns of SENCOs in terms of
classroom-related concerns (CLRC).[E@3; 57), = 9.117, p = 0.000, np? = 0.324
(34%)], school-related concerns (SCRC) [F(3, 57) = 7.819, p = 0.000, np? =
0.292 (29%)], self-related concerns (SERC) [F(3, 57) = 4.283, p = 0.009, np? =
0.184 (18%)], academic achievement-related concerns (AARC) [F(3, 57) =

7.721, p = 0.000, np?> = 0.289 (29%)], and management-related concerns
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(MARC) [F(3, 57) = 7.411, p = 0.000, np? = 0.281 (28%)]. The magnitude of
the effect size (p?) of working experience (WExp) on each of the dependent
variables (CLRC, SCRC, SERC, AARC and MARC) (i.e. concerns of SENCOs
in the implementation of IE in schools was large. This result may suggest that
the concerns of SENCOs vary by the working experience. Thus, working
experience is a significant factor that determines the concerns of SENCOS in
the implementation of IE in schools. The results of the mean difference using a
post hoc test of pairwise comparison was presented in Table 26 and 27.

Table 26: Descriptive Statistics for Working Experience

Dependent Working Mean Std. 98.3% Confidence

Variable experience Error Interval
Lower  Upper
Bound  Bound

1-5yrs 1.888 195 1.410 2.366

CLRC* 6-10yrs 2.075 162 1.678 2.473
11-15yrs .604 .269 -.057 1.265

16-20yrs 1.063 .300 324 1.801

1-5yrs 2.521 77 2.087 2.955

SCRC 6-10yrs 2.645 147 2.284 3.007
11-15yrs 1.317 244 717 1.917

16-20yrs 2.146 273 1.475 2.817

1-5yrs 881 223 334 1.428

SERC 6-10yrs 1.364 185 909 1.819
11-15yrs 158 307 -.598 914

16-20yrs .583 344 -.262 1.429

1-5yrs 1.819 77 1.384 2.254

6-10yrs 1.815 147 1.453 2.177

AARC 11-15yrs .608 245 .007 1.210
16-20yrs 1.094 273 422 1.766

1-5yrs 1.664 .188 1.201 2.127

6-10yrs 1.762 157 1.377 2.147

MARC 11-15yrs 456 .260 -.184 1.095
16-20yrs 1.000 291 .285 1.715

Source: Field data (2021)
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Table 27: Pairwise Comparisons

Depend () ) Mean Std. Sig.° 98.7%
ent Working ~ Working  Differen  Error Confidence
Variabl experienc experience  ce (I-J) Interval for
e e Difference®
Lower  Upper
Bound Bound
6-10yrs -.187 253 1.000 -1.000 .626
1-5yrs 11-15yrs 1.284" 332 .002 218 2.350
16-20yrs .826 .358 148 -324 1975
1-5yrs 187 253 1.000 -626  1.000
6-10yrs 11-15yrs 1.4717 314 .000 464 2.479
CLRC 16-20yrs 1.013* 341 .026 -083  2.109
1-5yrs -1.284 332 002 -2350 -.218
11-15yrs 6-10yrs -1.471° 314 000 -2.479 -464
16-20yrs -.458 403 1000 -1.753  .837
1-5yrs -.826 .358 148  -1975 324
16-20yrs 6-10yrs -1.013 341 026 -2.109 .083
11-15yrs 458 403 1.000 -837 1753
6-10yrs -.125 230 1.000 -.863 613
1-5yrs 11-15yrs 1.204" 301 .001 .236 2.172
16-20yrs 375 325 1000 -.669 @ 1.419
1-5yrs 125 230 1.000 -.613 .863
6-10yrs 11-15yrs 1.329" .285 .000 414 2.244
SCRC 16-20yrs 500 ) 310 675 -496  1.495
1-5yrs -1.204 .301 001 -2172 -236
11-15yrs 6-10yrs -1.329"  .285 000 -2.244 -414
16-20yrs -.829 .366 164 -2.005  .347
1-5yrs -.375 325 1.000 -1.419 .669
16-20yrs 6-10yrs -.500 310 675  -1.495 496
11-15yrs .829 .366 164 -347  2.005
6-10yrs -.483 .289 605  -1.413 447
1-5yrs 11-15yrs 123 .380 372 -.496 1.942
16-20yrs 298 409  1.000 -1.018 1.613
1-5yrs 483 .289 .605 -447 1413
6-10yrs 11-15yrs 1.205" .359 .008 .053 2.358
SERC 16-20yrs .780 .390 302 -474  2.035
1-5yrs -723 .380 372 -1.942 496
11-15yrs 6-10yrs -1.205"  .359 .008 -2.358 -.053
16-20yrs -.425 461 1000 -1.906 1.056
1-5yrs -.298 409 1000 -1.613 1.018
16-20yrs 6-10yrs -.780 .390 302 -2.035 474
11-15yrs 425 461 1.000 -1.056 1.906
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Table 27 continued

98.7%

Depend (I)_ o) Mean Confidence

ent Working . . - Interval for

Variabl experienc Worl_<|ng Differen Error Sig. Difference®
experience  ce (I-J)

e Lower  Upper

Bound Bound

6-10yrs .003 230  1.000 -.736 743

1-5yrs 11-15yrs 1.210° 302  .001 241 2.180

16-20yrs 725 .326 .180 -.321 1.771

ARC 1-5yrs -.003 230 1.000 -.743 .736

6-10yrs 11-15yrs 1.207" .285 .001 290 2.124

16-20yrs 722 311 142 -.276 1.719

1-5yrs -1.210"  .302 001 -2180 -.241

11-15yrs 6-10yrs -1.207"  .285 001 -2124  -290

16-20yrs -.485 367  1.000 -1.664 .693

1-5yrs -.725 .326 180  -1.771 321

16-20yrs 6-10yrs -722 311 142 -1.719 276

11-15yrs 485 367  1.000 -.693 1.664

6-10yrs -.098 245  1.000 -.885 .689

1-5yrs 11-15yrs 1.208" 321 .002 77 2.240

16-20yrs .664 347 .363 -.449 1.777

1-5yrs .098 245 1.000 -.689 .885

6-10yrs 11-15yrs 1.306" .304 .000 331 2.282

16-20yrs 762 .330 149 -.300 1.823

MARC 1-5rs -1.208"  .321 002  -2240  -177

11-15yrs 6-10yrs -1.306"  .304 .000 -2.282 -331

16-20yrs -.544 390 1.000 -1.798 .709

1-5yrs -.664 347 363 -1.777 449

16-20yrs 6-10yrs -.762 330 149 -1.823 .300

11-15yrs 544 390  1.000 -.709 1.798

*. The mean difference is significant at the .01 level.
b. Adjustment for multiple comparisons: Bonferroni.

Source: Field data(2021)

In"Tables 26 and.27,.there.wasasignificant difference in the concerns

(CLRC< SCRC, SERC, AARC and MARC) of SENCOs based on the working

experience (WExp). The SENCOs who had worked for 1-5years (M = 1.89; SE

= 0.20) and 6-10years (M = 2.08; SE = 0.16) had a high level of classroom-

related concerns (CLRC) than SENCOs who had worked for 11-16years (M =
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0.60; SE = 0.27). Likewise, an examination of the of the mean score for school-
related concerns (SCRC), academic achievement-related concerns (AARC) and
management related concerns (MARC), the results of the pairwise comparison
revealed that the SENCOs who had worked for 1-5years and 6-10years had a
high level of these concerns (SCRC, AARC and MARC) than SENCOs who
had worked for 11-16years. Thus, in the implementation of IE in schools, the
SENCOs who had worked for 1-5years and 6-10years expressed more
classroom-related concerns (CLRC), school-related concerns (SCRC),
academic achievement-related concerns (AARC) and management related
concerns (MARC) in comparison with the SENCOs who have 11-15working
experience.. The low classroom-related concernss(CLRC), school-related
concerns (SCRC), academic achievement-related concerns (AARC) and
management related concerns (MARC) voiced by 'the SENCOs within 11-
15working  experience could be attributed to the experiences they have
encountered and derived in the performance of the roles in the implementation
of IE. Despite these concerns (CLRC, SCRC, AARC and MARC), they may
have learned, how to cope with the situation or improvise during the
performance of the roles as SENCOs.

Concerning self-related concerns (SERC) in Tables 26 and 27, the post
hoc test revealed that.the SENCOs whe-had worked for 6-10years (M = 1.36;
SE = 0.19) expressed high self-related concerns than the SENCOs with 11-
15working experience (M = 0.16; SD = 0.31). This result means that the
SENCOs with 6-10working experience are more worried about their interest

and welfare during the performance of their roles in the implementation of IE.
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Thus, they are more concerned about the changes they would need to make in
their daily routines in the performance of the roles in the implementation of IE
in schools. Typically, they are more concerned about their knowledge, skills and
abilities (proficiency level) to complete the tasks required for the

implementation of IE and what others would think of their competencies

nt influence of

s on their roles

determine the

This was further confirmed by histogram and Normal Probability Plot (P-P) of

the Regression Standardised Residual (see Figure 5).
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2. Knowledge of SENCOs -0.282* 1

3. Confidence of SENCOs -0.543*  0.154* 1

4. Concerns of SENCOs 0.464* -0.265* -0.563* 1
Source: Field data (2021) *significant @ 0.05
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As shown in Table 28, the relationship between the independent
variables (level of knowledge, level of confidence and concerns of SENCOs)
and the dependent variable (Roles of SENCOs) was moderate (from -0.282 to -
0.543). These values mean that the independent variables (level of knowledge,
level of confidence and concerns of SENCOs) correlate substantially with the
dependent variable (Roles of SENCOs). Accordingly, there was a linearity
between the independent variables and dependent variables. Also, the
correlation among the independent variables was not too high. The correlation
ranges from 0.154 to -0.563, which is less than 0.70 (Pallant, 2010). Therefore,
all the independent variables are retained in the regression model indicating that
there iS'no.multicollinearity:

Table 29: Assumption of Multicollinearity and Autocorrelation

Variable Tolerance VIF DW test
Knowledge .908 1.101

Confidence 249 4.010 1.914
Concerns .238 4.210

Source: Field Data (2021)

In addition, the value of Tolerance and VIF are within the range (see
Table 29). The Tolerance values are greater than 0.10.and VIF are less than 10
(Pallant, 2010). These values-also confirmed that there is no multicollinearity.
In Table 21, the value of Durbin Watson (DW) test'is within the range of 0 to
4.00. Field (2009) suggests that values less than 1.00 and greater 3.00 are a
definite cause of concern. However, the value of 1.914 is approximately 2 which
is an indication of no autocorrelation or serial correlation. Thus, the residuals

are uncorrelated.
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Table 30: Multiple Linear Regression Results of the Influence of SENCOs’

Knowledge, Confidence and Concerns on Roles

Variable B SE Beta t-value  p-value
(Constant) 7.163 1.304 5.491 .000
Knowledge -.692 321 -.221 -2.154* .035
Confidence -.805 .253 -.623 -3.182* .002
Concerns -.089 134 -.133 -.660 511

DW test =1.914

R =0.583

R Square (R?) =0.339

agiR Square (R?) =0.311

F-test (3, 69) =11.816

p-value =0.000

Source: Field data (2021) *Significant @ 0.05

In.Lable 30, multipledinear.regression was performed to determine the
influence 0F SENCOs’ level of knowledge, level of confidence, and concerns
on their roles in the implementation of IE in.schools. The results showed that
all the independent variables statistically significantly predicted the roles of
SENCOs.in the implementation of IE in schools, F(3;69) = 11.816, p = 0.000,
R? = 0.339. The multiple correlation between the independent variables
(knowledge, wconfidence “and concerns) and dependent variables: (roles of
SENCOs) was positively moderate (R = 0.583). Therindependent variables
explained (R? ='0.339) abeut 34%0f the varianee in the dependent variable.
Thus, the'ecombined effect of the independent variable on the dependent variable
was moderately large.

From Table 30, only two independent variables (knowledge and
confidence) added statistically significantly to the prediction (p-value less than

0.05). For example, the highest predictor of the roles of SENCOs was the level
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of confidence among SENCOs (B =-0.805; SE = 0.253; t = -3.182, p = 0.002).
This represents the partial effect of the level of confidence among SENCOs on
their roles in the implementation of IE in schools. However, the effect is
negative. This means that if SENCOs lose confidence in the ability to perform
the roles or have low confidence/efficacy beliefs in the ability to execute the

entation would

e results, it was conc as statistically
e and concerns

n schools. The

edictor was the predictor was

Lconcerns.

gsear lge do SENCOs have in

reported u

Level of Knowlec

The SENCOs who participated in the study revealed that they had high
knowledge about their roles in the implementation of IE. For instance, SENCO

3 stated that:
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I will place myself high because I play my roles well and I know what to do and
I have the inclusive documents and there is nothing in the document beyond my
control except issues beyond me that | will need to refer for onward action so
confidently looking at what I'm doing, I can place myself high.

In addition, accounts from the SENCOs showed that their working

ing their roles.
ere appointed

eir background

screening for all new learners. Another one is that, we refer them

to the assessment centre and when the report is brought, we

discuss with the parents and we help for placement of the child

197



accordingly. Another one is we liaise with the parents and the
regular teachers and the head teacher so that children who have
special needs can be supported, then another one also says that
we should do regular visits to the schools to give in class support

services to the children, then another also says that we should

2achers,

ds in the

roles they play in IE since some roles in practice may differ from what is

expected of them. The responses given by the participants showed that the

SENCOs played diverse roles in the implementation of IE. Further, it was
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noticed that some of the roles were prioritised over others. Some of the roles are
considered as day-to-day activities and therefore are critical in the
implementation of IE. The verbatim responses below clearly outline the roles

the SENCOs play.

Duties and Responsibilities of the SENCO

ion of children

of children with

environment;

ocial Welfare,

ning ord

assistant and | monitor activities in the schools and provide in-
class support services that is being in the classroom to support

learners with disability or special needs during lessons and then
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visit homes to encourage parents who have children with special
needs, then also managing and assisting learners who are using
assistive devices and how to take care of them and then when
they are in need of such assistive devices I refer them to get one
and | also do remedial teaching after the main teaching, we do

to also

special

and you can imagine we have about 93 primary schools and am
supposed to visit all these schools so it is very difficult to visit all

these schools within the academic year but still we are doing our
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best. Am doing in class support for children with writing
difficulties and other behaviour difficulties and at the same time
I attend PTA meeting and educate parents on the importance of
sending their children with special Educational Needs to school

and | have the opportunity to go to FM stations to educate the

and let

given them. Also every programme especially planned Ghana
programmes they normally give you the opportunity to talk to the

people on inclusive education programme.
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SENCO 1 also added to the duties and responsibilities mentioned by other
SENCOs. He said:
I co-ordinate special education activities in the district and I do
screening for children with special needs in the schools. | ensure
children with SEN are enrolled in school. | prepare

special

You will have to enst

needs, the child does not deserve to be educated sometimes they
are sacked with brooms and other things and the public needs to

be aware that every child regardless of the limitation should get
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access to education and apart from that in the school we have to
ensure that since children with special needs will be in this
school, the environment should be conducive to accommodate
them, the environment should be welcoming and they should

have easy access to the environment, they should have access of

ortable

suit all

: taken for
*‘f-*e. plementatlon
aining of teachers;
dentifying children with

areness; collaborating with parents

and facilitating educational placement.
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SENCO 1 succinctly pointed out that:
... The most important thing in the roles we play is training the
teachers and working with the parents so they can help the

disabled children. 1 will also say that, ensuring that all children

regardless of their situation are in the right school

teach a braille , it’s better that child is taken to the school of the
blind which is a special school and that child when in the public

school will not benefit so when we see such condition, we will
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refer the National Assessment Centre then after assessment they
can do the right school placement ...... collaboration with
parents and sensitisation of parents with children with SPED
needs especially during PTA meetings is also very important, |

must say that am achieving more work with parents than working

are the

ir roles in the

)f the strategies
oned included
ess; working with

ng in educational

vith SEN.

s should be the first step.
ehaviour problems and learning
challenges through the use of observation, interviews and reviewing the work
samples of children. They also use assessment tools such as the Snellen charts

and the Otoscope for identifying visual and hearing problems respectively.
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Reports from the SENCOs show that they often screen for visual and hearing
problems than the other areas of need. The following are some excerpts of the
verbatim responses from the SENCOs:

Please, for the screening we mostly do eye and ear screening and

we use the E chat for smaller pupils and for the older ones we

we suspect it means you have to go for check-up, most of the

time, it’s proven and then I have talked about the physical
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appearance, the academic performance of the child also speaks
to us.

This is what SENCO 2 said:

We’ve been going on visit, we do visit in the schools, while in the

school sometimes through observation we can identify some of

Meeting (PTA). The following are some excerpts of the verbatim responses on
how SENCOs create public awareness on special education and disability

issues. For example, SENCO 6 said that:
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When the school is organising PTA meeting they call me and |
talk about why they have to bring their children with disabilities
to school, then they have information centres so I go there to talk

and during community durbars | go there and do something like

that.

putting
A, then

across

disabiliSORA A ot S . things on inclusive

education too, so that is what I've been doing.
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Working with Parents

The participants reported that working with parents is a two-way affair.
They depend on the parents for information and the parents also depend on them
for support for their children. The SENCOs counsel and encourage parents who

have children with SEN to take their children’s education seriously by ensuring

ptimistic about
oned that they
heir children’s
ir educational
Dme causes of

ad this to say in

was born blind and is the highest record holder of grammys

award. L.M Kaylor the famous American philanthropist who is

also blind, you know I give instances, sometimes | even bring in
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politicians like the highest serving American president Franklin
Roosevelt. The guy was cripple and he was in a wheelchair but
he is the longest serving American president and so with the
parents | talked to them a lot (SENCO 4)

SENCO 8 shared a similar view with respect to how they work with parents of

At times, we will talk about some of the causes such as old age

and early child birth and the effect it can have on the child. Also,

some drugs they take during pregnancy, so we counsel them on
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what to do, when you are pregnant what you have to do. They

shouldn’t take hard drugs and alcohol and the rest and you have

to give birth early and other things that can prevent disabilities.
Providing Teacher Support

Excerpts from the verbatim responses from the SENCOs show that they provide

ervice training,

g approach. On

identify any child
e head teacher to inform
the circuit supervisor then they will inform us. We also go to the
classroom to do in class support. Like the teacher will be

teaching and we go round the class and help those children who
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will need help. So, we go there to support the teachers and we
sometimes sit by the children in the class ourselves and teach
them. For me, | have few resource teachers who help me also |
advise the teachers in the right method to use. We also tell them

to break the lesson into bit for children to be able to learn.

them in

to find
e on the

a school

from schoe 0_check if the ng IE in the school with
the 1E monitoring H Q B ! 5‘ ate of the physical environment if
it is inclusive friendly, they check for the availability of teaching and learning

resources especially assistive technologies. They talk to the teachers to find out

if they are adapting the curriculum and identify children who may need special
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education services during the supervision. The following are some excerpts of
the verbatim response from the SENCOs:
In my district am in charge of over 65 schools and | have to go

to the schools to see if they are doing what will benefit children

with disabilities but not only the normal children. When | go

It emerged from the study that SENCOs refer children suspected of

having disabilities for further assessment before making any educational
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placement. They also engage parents before any placement decision is made.
The following are some verbatim responses from the SENCOs on the issue:
I have done a lot of educational placement in my district. Now

with the inclusive education a lot of parents want their children

to be in the mainstream school but we talk to them and when we

example: SENCO 1 expressed her confidence with enthusiasm:
I have high confidence and I have been trained to do it so I do it

with all my heart. | will say it is passion too that is why am
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confident, because am passionate about what | do and | know

what am doing too. You do it like you are doing it unto God.
This is what SENCO 2 said:

I wanted to help children with disabilities that is why | did

special education. If you love what you do you are confident in

keeping

concerns; management related concerns; parental related concerns and

professional related concerns.
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Classroom Related Concerns

The classroom related concerns are conditions in the classroom that
affect the implementation of IE. The SENCO’s role involves providing support
to regular class teachers. Hence, they work directly with regular class teachers

and are privy to some classroom challenges that can affect the implementation

eachers, poor

hold negative

ept them in the

e like this in my

SENCO 10 added that:
Some of the teachers too because there are circuit supervisors

coming around, and then you also go there some of them look at
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you from head to toe. They are like; wei nso obye den wa ha
(“what is this guy doing here”) but we are more interested in the
disabled child and inclusive education but unfortunately the
teachers do not see our importance and some do not receive us

well.

t the dis

e thought

them to handle the inclusive setting it may affect the academic progress of both

learners with and without SEN.
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How the teachers are handling the class is another problem or
let me say some teachers. Madam Pearl, the teachers do not
know how to handle the children especially those who are
hyperactive or have behaviour problems and the autistics. If you

go to their classroom they are only complaining and they are not

special

C ‘ mplementation e most of the teachers
complain they are G EHE

This is what SENCO 5 said:

per of children in the classroom.

Another thing is that in the municipality itself, there is one school

that when you go, the children are 90/95in one class. Some even
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105 so just imagine and then you want the teachers to pay
attention to 3 special need children so they will tell you, just have
a look for yourself, will it work? It won’t work, they will just

teach and go their way. So they will not have individual attention

for and with this COVID too, the classes have been split into two

Some teachers too find it very difficult in handling large class. |
went to a school just today and the class enrolment is 65 with

one autistic child and as soon as | got there the madam was like
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“sir mabr33 oo akwadaa wei dei, mabr3, mabr33 {sir I'm tired,
as for this child, I'm tired, I'm tired}, I wish they would take him
away from my school so that I will be free Look at the large class

and only one teacher handling it and we are talking of inclusive

education

at affect the
tified as poor
teachers. The
ing “disability
ding to support

school related

education but the district will build classroom, there are learners

with wheelchairs and there is no single ramp that can easily

move these children to the classroom. They will get there and
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other children will come out to carry them to climb to the
classrooms and its making thing difficult, accessibility that is it!
SENCO 4 succinctly said:

We talk of inclusive education and even the new classroom, they

are building are still not disability friendly...

Madam how can inclusive work well in the school when there
are no funds to buy teaching materials and help children who

need assessment. Many of the parents of the children with
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disabilities are poor and they depend on the school to help these
children so if the school too has no money then it is a problem.
SENCO 14 added:

The districts have no money how much more the schools... they

don’t push money to the school...

port the regular
majority of the
e children with

the verbatim

will make it very

SENCO 9 gave a critical view of the situation and added a very good

recommendation. She said:
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We do not have resources teachers to push IE in the schools so
the teachers are complaining that they are suffering. The special
educator has been trained to help the child with disabilities well
than the teacher so if the teacher is working alone then IE will

have problems. Recently recruitment came, two times, they

erburden work
the challenges

NCOs indicated

e not getting the
ow can a whole district
only two resources teachers and the schools are scattered
everywhere? Madam how do we help the children well?

(SENCO 13).
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I am alone so I'm just a drop of water in the ocean. Look at the
number of schools in the district and | have to go to all these
school with no resource teacher to help me. When you go to one

school you can’t spend good time there and the children will

suffer. In fact, it is just frustrating! (SENCO 5)

he SENCOs is

dequate SENCOs
erous schools. To

esource teachers.

They mentioned that things that are needed to make them play their roles
effectively are usually ignored by management, rather other colleagues in

different fields and positions like circuit supervisors, guidance and counselling
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co-ordinators seem to have the needed support. The SENCOs expressed their
disappointment about how they are treated. Excerpts of their verbatim
comments are presented below.

I am also fighting to be a circuit supervisor, you will be there

when they go and come back they are more recognised, even as

Circuit

important. Sometimes in the office some colleagues want to use
the names for the children for you.... They can call you “special”

and they mean the negative special like you are mentally
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retarded and we are human beings it affects you and the work as

well... (SENCO 1)
The above excerpts show that apart from lack of recognition, motivation, not
being given the needed resources to work, the SENCOs are being labelled by

their colleagues in other fields or departments in the service. SENCO 1 said ‘it

ional level was
e identified as
icient training,

ssment centres,

teachers to receive in-service training they may not be adequately equipped to

handle the inclusive classroom. The following are some statement from the
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SENCOs which suggest that they lack adequate funds for running in service
programmes:
Funding is a problem, there is no funding anywhere to support

this I.E, not at all. Because we want some work to be done to

report on you put in your own resources so that you can get a

getting enough

Additionally, the SENCOs indicated that inadequate funding affected
their movement to schools in the district. It also creates financial burden on them

since they have to find their own means of transporting themselves to do
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monitoring in the schools. The following are some examples of the statements
the SENCOs made about this:
The number one challenge is transportation. You know as a

coordinator, you need to be moving round always, and you have

no means of transportation so sometimes you are limited as to

attended 10 schools so that is also a major challenge: means of

transport.... (SENCO 6)
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My big problem is that there is no fund to travel around. There
is a particular community within a municipality, from the
municipal capital to that place in and out will cost you 50 cedis,

in and out alone ooo will cost you 50 cedis, even that one it

means that you have gone to circuit centre not the interior school

in and inspect lesson notes, ask for teachers presence and
reports, they don’t know our work goes far far beyond, it is more

technical and so ours has nothing to do with how many teachers
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were present, bring your lesson notes, and all that. They should
know that as a Circuit Supervisor will go to a school and spend
20-40minutes, we can also go to a school and spend the whole
term, imagine screening, madam just imagine screening,

screening, eye screening alone can take you a whole month for

e converted

reports. Even the social welfare, | do give them my report, ask
me, how many times they have invited me so inclusive education

is only in principle in Ghana but in practical it is lost, nobody,
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the government, from the central government, everywhere we
are not recognised meanwhile we are always saying about
disabilities and those things who are the experts in this inclusive

we are doing (SENCO 6)

Unclarified Roles

ot clearly spelt
ments spelling
E. Hence, they
sponsibilities in
IE policy; seek
usive education

tance, SENCO 5

what | was, | was referring from my notes time to time to know

what to do....
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SENCO 13 said also that:
They gave me an appointment letter but the roles were not spelt
out because I was in a special school long before | was pushed

here ... I have a friend who was a SENCO so I liaised with him

and when 1 took office too | went through the file of the previous

jarding regular
. Whereas some
0 gain additional

s revealed that the

ot received any training. It
e SENCOs that the training they
have received on their duties and responsibilities in the implementation of IE is

inadequate. Those who had received training had this to say:

232



Yes, | remember the regional special education coordinator do
organise some training for we the coordinators in the region and
I happen to attend an inclusive education organised by the
British council which was held in their premises, I remember

that one, there was visual impairment training and there was an

we still

adopted my district for support and there was a lot of trainings
that UNICEF in collaboration with GES headquarters provided

for my district of which | was the focal person for the district so
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almost every workshop | attended. So for 2017, 2018, | go to
Kumasi and come back on Saturday morning then Sunday
morning I'm going back for another training continuously, so it

was this COVID that put off all the trainings.

SENCO 14 succinctly said that:

were available
For example,

about the amount

e enrolled on and

ng programmes in their

... They don’t do plenty training on inclusive education. Only few

people in the UNICEF sponsored district have more training
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because always UNICEF is calling them. But those of us who are
not in UNICEF district, it is like you have to suffer for yourself.
We don’t get in-service training! (SENCO 4)

SENCO 12 added:

Madam they do not organise any training for us only calling for

Education Service (GES) rather than their original special education field where

they would have supported children with SEN and managed the implementation
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of IE. The following are some excerpts of the verbatim statements from the
SENCOs:

... Whenever money comes to the office, they will tell you it’s for

circuit supervisors and they give it to them meanwhile the circuit

supervisor is handling let’s say, in my district some of them are

but the

whether from the districts or whatever. But we do monitoring,
we move round a lot. Every week we have to move from school

to school with our own money and if you don’t have that passion
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to do the work you will sit in the office our work is also not in the
office. Me like this I don’t have a car so | take passenger car to
move round and it is from my own pocket you see. Meanwhile no

allowance the risk “kooraa po” to go round the schools ... GES

do not see it. Hmm (SENCO 1)

and the training that you were given as a degree holder, you
cannot perform once the community does not recognise the

activity you are doing. That is the major challenge (SENCO 12)
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Inadequate Assessment Tools

The SENCOs pointed out that identification of children with SEN is
paramount into their roles in the implementation of IE. However, reports from
them show that they are faced with a lot of challenges in playing this role

effectively because they do not have adequate assessment tools. They were of

S

the children. There is no Snellen chart, there is no otoscope,

nothing.
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Inadequate Assessment Centres

In addition to the inadequate assessment tools the SENCOs also
mentioned that they had inadequate centres. They explained that the assessment
centres are too far for the schools and the parents to access them. This challenge

can prevent children who are suspected of having disabilities from having

. For instance,

though it is not easy to deal with the parents. I think that would

have been good but we don’t have that and so you will sometimes
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identify these children but how they get the support for the

intervention, it’s a problem so we need assessment centre.
SENCO 11 also said:

...the resources too not in terms of money but even resource

room or assessment centres are not close to us you have to travel

NCOs reported
t from SENCO

ogies.

dentiality and privacy in
SEN. The role also demands
collection of data and proper filing and keeping of data. The SENCOs were
worried that they did not have the office space to engage parents and the children

with SEN. They were also unhappy about the means they used in storing data
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and updating the files of children with SEN. Below are the comments they made
to support the fact that there was inadequate office space and equipment.
We must be provided with an office. Most SENCO'’s in the
various districts do not have an office so no confidence or

confidential talk. I must have an office for talking to parents and

laptops

Il using

tedious

district

that some heads discouraged the SENCO role and even tried to give them
different roles. The following are statements that show that some educational

heads have negative attitude:

241



Recently | had an interaction with someone at the head office
about some issues in my district and the person said: “What you
can do it and leave the rest, you just do it because we at the

headquarters we don’t even understand certain things”, so they

know, we have a platform, coordinators are complaining day in

education

e cluster of

n their district so
they see H O F‘F ng the governments resources been
paid and they are just there saying ‘you people what do you do?’
those are some of the questions they ask, you as a SENCO what

do you do? What is your work? They refuse to accept and then
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know the capabilities of special needs and then the inclusive
education so that they will be able to implement it to in their
district, so that’s a challenge (SENCO 8)

These are verbatim statements from the SENCOs indicating that some of the

educational heads have poor understanding about their roles and the concept of

s what SENCO

was a director who even said because of inclusive education we

don’t need special educators so it’s all because ignorance about

our work. So people should be educated (SENCO 11)
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The number one problem is; the district/ municipal directors
don’t understand special education. If you are lucky and the
director did special education fine if not, then hmmme... See a

director came and | wanted to organise a workshop for special

need teachers in the municipality. He told me where he is coming

parents, low-income status of parents and poor sensitisation of parents about

special/inclusive education.
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Negative Attitude of Parents

The SENCOs explained that some parents show negative attitudes
towards their children with SEN in relation to their educational support. Most
of the parents are reluctant in showing concern and actively involving

themselves in the education of their wards. The SENCOs explained that, most

pecause of their
f children with
while to spend
® attitude of the
Os depend on
rt their children

s of the verbatim

base on that and support the child, then am stuck, so | may say

my general problem is the legal backing and then support from

Ministry of Education and GES. (SENCO 8)
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... and even the parents, the negative attitude towards their own

children I'm worried so these are all challenges we are facing

(SENCO 6)

Parents who have children with special needs do not want to

cooperate with us they think nothing good will come out of them.

ssessment

, the low-

verbatim statements from the SENCOs:

The first challenge is with parent. As | said, if you identify any

child and you need to send the child to an ophthalmologist or
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optometrist, or audiologist or go to see a psychologist we cannot
take the child there but you try and they will not come. They don’t
have time for their children especially when they already know
the child is having disability it is not their concern at all.

Sometimes we go to their houses and you will not meet the

“me ni
ome and

use our

' : naye mone; ien it happens like
that it ma QB‘S

... Sometimes you identify the child’s problem but the money you

ult! (SENCO 7)

raise for the assessment will be the problem because the parents
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cannot pay and National Insurance does not cover ear
assessment (SENCO 12)

Poor Sensitisation of Parents About Special/Inclusive Education
The poor perception held by parents on issues concerning children with

SEN, inclusive education and special education in general affect the role

r children with
r children with
bout their roles
entation of IE,
mplementation

e collaboration

was sent to school and the one who was physically challenged

was just left home (SENCO 2)
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So awareness, that is the biggest, people are not aware
especially parents, they are not aware of this inclusive education
you talking about which sometimes makes collaborating with

them difficult (SENCO 3)

I will also say the attitude of some parents too is a worry to us,

later by the District Assessment Team (DAT). The SENCOs stated that DIET
and the DAT team are not working well. They also expressed their displeasure

about the poor collaboration that existed between them and other fields of
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expertise. They were particularly unhappy with the poor collaboration between
the Ministry of Health, specifically, the Ghana Health Service as well as the
Ministry of Gender and Social Protection, specifically, the Department of Social
Welfare. For instance, SENCO 2 had this to say:

This DIET and DAT team in the policy it is not even working

ould be that collaboration.so that we move '
on also meets all the
n wWe.wo

screening for the school children and I don’t even have any
knowledge on it and | find it difficult to join the team to do

anything (SENCO 3)
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No, there is no collaboration with Social welfare or Ghana
Health Service they do their own thing and we also do our own
thing (SENCO 5)

Mostly I do my identification through observation and interviews

because when Ghana Health Service are doing, they collaborate

to help a child. It is not all that easy but it is one of the important
things a SENCO should ensure that the child should have so that

the child will be able to learn as needed.
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SENCO 1 also said:
We need professionals that can handle behaviour problems,
attention problems, learning disabilities and others. We have to
recognise these disabilities and get professionals to do proper

diagnosis. At times, we are only concentrating on the visually

Roles in the

COs’ level of

ntation of IE in

evident in their responses, for example, they stated that, they are to engage in

identification of children with SEN, create public awareness on issues on IE

and disabilities, work with parents, support teachers, provide information to
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district directors on disability issues, keep data on children with SEN, monitor
the progress of children with SEN and facilitate the educational placement of
children with SEN. Thus, the qualitative findings corroborate with the
quantitative data. Further, the qualitative findings revealed that, their working
experience and their background in special education have equipped them with
their role expectations in the implementation of IE, thus their awareness about
their roles in IE is due to the fact they are in the field of special education and
have acquired a lot of experience.

It can therefore be inferred from the qualitative results that, for someone
to be appointed as a SENCO, the person must have read special education to
enable her/him to have the requisite.knowledge and skills to beefficient in what
1s expected of him or her. As pointed out in Kearns’s (2005) study, SENCOs
who were specialist in the field of handling childrenwith SEN saw themselves
to'be more knowledgeable and autonomous than others who were not directly
in the field of special needs. Hence, the SENCOs’ levelof knowledge.in playing
their roles and knowing what is expected of them can be linked to their
knowledge intheir field of expertise.

In addition, based on the qualitative findings, SENCOs need to have
adequate . experience before taking the SENCO role. MacBeath, Galton,
Steward, MacBeath and _Paige (2006).revealed that one major element of the
SENCO role in'successful implementation of IE is the working experience of
the SENCO. Thus, the SENCOs’ level of knowledge in playing their roles is
influenced by their working experience as special educators. The outcome of

the findings is important in the implementation of IE as argued by Agaliotis and
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Kalyva (2011) that, when SENCOs are aware about their expected duties and
responsibilities in the implementation of IE it will help them meet inclusive
demands and ensure the effective implementation of IE. Lewis and Norwich
(1999) mentioned that, inclusive education should be based on the needs of the
child. In Lewis and Norwich’s (1997) framework, the second and third needs
(see p. 36), require experts in the field of IE who are well informed about issues
in the field of special education and their roles and responsibilities in meeting
the needs of children with SEN in the IE setting (Gyimah, 2006). Therefore, the
SENCOs’ awareness about their roles is critical in the implementation of IE in
meeting the needs of children with SEN.

Further, it can be said that;;the SENCOs levelof knowledge about their
roles is crucial in providing adequate support for regular teachers and parents.
SENCOs being experts in the education of children.with SEN coupled with their
high level'of knowledge about their expected roles can lead to effective support
for teachers, parents and the school in the implementation of IE. This argument
support Kearns’s (2005) assertion that, SENCOS need to be “‘experts™ in playing
their roles inythe implementation of IE. Thus,/being a professional requires
being abreast with'the demands of the profession (Kumar, Kuar & Kalra 2013).

On the other hand;xthe finding is contrary to the finding of Fitzgerald
and Radford (2017)..Their study was.conducted with 27 SENCOs in Ireland,
their findings 'showed that only 10 out of the 27 participants were
knowledgeable about their roles, even though 21 out of the 27 participants had
post graduate qualification in special education. The findings of their study

indicated that having specialist knowledge related to SEN is not adequate to
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manage inclusive practice rather being able to collaborate and communicate
with colleagues is. This means that their study did not clearly recognise the
influence of the field of SEN on the role performance of SENCOs.

This conflicting result may be due to the different context, because their
study was conducted in Ireland. Unlike the United Kingdom, where previous
pieces of evidence (Kearns, 2005; Pearson, 2010; Mackenzie, 2012; Winwood,
2013) suggest that, competence in the field of SEN influences the role
performance of the SENCO. For example, Winwood (2013) reported in his
study that, the SENCO’s awareness about their duties and responsibilities and
being able to execute them in the implementation of IE is directly linked to the
development of specialist.skillssand. the level of knowledge about the role.
These differences in the findings may be due to the kind of training that exists
in the United Kingdom where all SENCOs are required to take specific post-
graduate training in the management of IE (Winwood, 2013) but in Ireland such
trainingdoes not exist (Fitzgerald & Radford, 2017). Similarly, in Ghana, based
on my personal experience as a student of the University of Cape Coast, the
masters programme in Special education includes training the student on
inclusive education practices.

The findings of the_current study.about the level of knowledge of
SENCOs on their expected roles in.the-implementation of IE is novel in the
Ghanaian context. As indicated in the literature review, only one study was
found on the roles of SENCOs in Ghana, that is Donbeinaa (2017), but his

research did not investigate the level of knowledge of the SENCOs in the
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implementation of IE. He only considered the roles they played and the
challenges they faced.
Roles of SENCOs in the Implementation of I1E

The second research question aimed to explore the roles SENCOs play
in the implementation of IE. SENCOs were originally responsible for handling
children with SEN in special schools (Lindgvist, Nilholm, Almqgvist, & Wetso,
2011), however, the implementation of IE has shifted their roles to managers or
directors in the implementation of IE (Bennet, 2016). Hence, the need to
ascertain their roles in the implementation of IE. The Mean of Means of their
actual roles (MM = 3.00; SD = 0.79) shows that, SENCOs often/always played
several roles in the implementation_of IE. Amongsthe roles they play are;
screening for identification for children with SEN, collaborating with parents
of children_ with' SEN, making examination accommodation, ensuring a
conducive school environment, collaborating with internal and external
agenciesyproviding support for teachers, engaging. insadministrative task such
(keeping records on. children with SEN), and teaching children with SEN.
Overall, SENCOs manage the implementation of IE in¢schools through
monitoring and evaluating IE in"schools, acquiring assistive technologies for
the" school, "collaborating=with the school«to educate the parents and the
community-about SEN.issues and supperting teachers to handle children with
SEN.

Similarly, the qualitative results confirmed that SENCOs engaged in all
the roles mentioned in the quantitative findings. However, the qualitative

findings provided more elaboration on some roles like: identifying children with
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SEN, teaching, collaboration, working with parents and managing the
implementation of IE in schools. These qualitative findings are important in
expatiating the roles of the SENCOs. For instance, in “identification of children
with SEN”, the qualitative findings revealed that, SENCOs also engage in early
identification of children with SEN and make referrals to appropriate
professionals when they suspect the child is likely to have special education
needs. In addition, as part of their role in “teaching” children with SEN, they
prepare Individualised Educational Plan (IEP) to teach children with SEN.
Additionally, in “collaborating with parents of children with SEN” it was
revealed that: they visit them at home to monitor the progress of their children
with SEN;.counsel them. and:metivate them on how'to deal with the child’s
condition. Mareover, when it comes to ensuring the implementation of IE in
schools, they discuss with the school the appropriate'educational placement for
children'with SEN. From the qualitative study, the SENCOs’ play the following
roles insaddition to the roles mentioned in the quantitative study. These are:
making “referral, preparing IEP; making home visitations and counselling
parents.

From both results, it can be concluded that SENCOs are “directors” of
the implementation of IEat the sehool level, classroom level and the parent
level. This'means that, SENCOs are.responsible for directing all IE affairs in
the school, theyare also responsible for supporting the regular class teacher at
the class level and supporting the parents of children with SEN at the parent
level. These findings support the findings of (Cole, 2005; Kearns, 2005; Layton,

2005; Agaliotis & Kalyva, 2011; Rosen-Webb 2011; Lindqvist, 2012;
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Lindqvist, 2013; Winwood, 2013; Pearson, Mitchell & Raptil, 2014; Fitzgerald
& Radford, 2017; Fitzgerald & Radford, 2020; Géreskog & Lindqvist, 2020;
Curran & Boddision, 2021).

However, there are some disparities in these international findings based
on the geographical context of the study. In contrast to the present study,
Lindgvist (2012) reported in her study that SENCOs in Sweden were reluctant
in teaching but preferred to supervise. In the context of this study, apart from
the quantitative findings indicating that SENCQOs sometimes engage in teaching
of children with SEN, the qualitative findings also confirmed that SENCOs
teach and are willing to teach children with SEN in the classroom which is
similar‘to.the findings in.the:United Kingdom (Kearns, 2005; Layton, 2005;
Rosen-Webb 2011; Winwood, 2013; Curran & Boddision, 2021) and in Ireland
(Fitzgerald. & Radford, 2017; Fitzgerald & Radferd, 2020). The reason for
Ghanaian"SENCOs willingness to teach could be that, in,Ghana, all students
who arestrained in special education are trained as professional teachers, hence,
their first professional mandate'is “teaching”. Additionally, SENCOs in Ghana
are not directly responsible for the day-day activities of the inclusive school as
reported in Layton’s (2005) findings because SENCOs in Ghana are attached to
the'schools in the-educational district.

Similar studies.in the United. Kingdom show that, every school has a
SENCO and they-are responsible for managing all affairs concerning SEN in
the schools (Cole, 2005; Kearns, 2005; Rosen-Webb 2011; Winwood, 2013;
Pearson, Mitchell & Raptil, 2014; Curran & Boddision, 2021) which is contrary

to the situation in Ghana where there is one SENCO per district (GES, 2021).
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Additionally, Agaliotis and Kalyva (2011) conducted a study in
Thessaloniki in Greece. Their study explored the general and special primary
education teachers’ perception regarding the roles of SENCOs. The study
adopted the quantitative approach. They found that SENCOs collaborate with
professionals from other fields and are also responsible for raising funds for the
school. These findings are dissimilar to the current findings which did not
indicate that the SENCOs collaborate with other professionals and engage in
fund-raising. These disparities may be as a result of the structure of the school
management system in Ghana, for instance, the SENCOs are not part of the
School Management Committee (SMC) (Abreh, 2017; Osei-owusu & Sam,
2012), because, as part of theresponsibilities of the.SMC they are expected to
raise funds for the school (Sacramento, 2013). In my opinion; in this inclusive
era, the SENCOs engaging in fund-raising will be helpful to their role because
funding 1s'a major aspect of IE (UNESCO, 2005). If they ‘are made to do this
the SENEOs will support the school to raise funds to.support issues concerning
children with SEN. This will also mean that, the SENCQ@s will need to be
included in the SMC to be able to effectively play this role, because they have
the expertise in managing inclusion, hence, they can support the SMC to be
effective in the school.

In‘addition, results from both.data sets did not suggest that the SENCOs
collaborate with professionals from other fields. This could be due to the
inadequate professionals in the assessment process (Gyimah, Deku & Ntim,
2018). Another role that was not evident in this study but was reported in

Kearn’s (2005) study had to do with SENCO maintaining focus on legal
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procedures. It can be seen in other countries such as the United Kingdom that
the SENCO role is legalised and documented (Collins, 2011; Mackenzie, 2012;
Winwood, 2013). For instance, Winwood (2013) stated that, the expectations
for the SENCO role is well documented in the SEN Code of Practice (DfES,
2001b) as well as the Department for Children, Schools and Families
Communications Unit (DCSF, 2008), this gives the SENCOs in the United
Kingdom the legal mandate to perform certain roles.

Results from the qualitative study show that, there are no existing
policies for the SENCOs even though IE requires them to be attached to schools.
This means there is no legal document that spells out their roles. This can hinder
the “role:power” of the SENCOto,engage in legal.issues concerning children
with SEN because their role is not legalised. For instance, if some schools refuse
to admit a.child because of her/his disabilities (Persons With Disabilities Act
2006, Act'715), if the SENCO role is legalised, the SENCO can use due process
to getthe.child to be admitted.

Apart from these contradictions found in the literature, the findings of
both the quantitative and the quantitative results'show that SENCOs in Ghana
prioritise certain ‘roles in the implementation of IE{ For instance, in the
quantitative findings, the“high mean scorerunder the seven clustered roles
indicated that the SENCO often played-those roles and were important in the
implementation of IE. For instance, screening for identification had the highest
mean score, followed by collaborate with parents of children with SEN and
assessment accommodation, the items under that role with the high mean scores

were ensuring the implementation of inclusive education in schools;
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collaborating with parents of children with disabilities; ensuring the school
provides additional time for children with SEN to complete assignments and
examinations respectively. Also, ensuring a conducive school environment
followed with a high mean score. Additionally, items under the management of
IE implementation had high mean scores: engaging in regular visits to schools;
monitoring IE practices in schools; evaluating the performance of children with
SEN and training teachers to work with children with SEN which shows the
importance of that role. More so, updating the files of children had the highest
mean score under teaching, teacher and administrative support. These reported
high means could mean that SENCOs attach importance to these roles.

In:the qualitative findings;the results confirmedthe priority attached to
some of the rales mentioned in the quantitative findings and also gave additional
roles that are prioritised by the SENCOs. For example, the most prioritised role
based onthe means recorded in the quantitative study is the identification of
childrenwith SEN, this was also confirmed in the qualitative findings. However,
the qualitative findings revealed some additional roles/ that are deemed
important to the SENCOs suchas visiting schoolsregularly, training of teachers,
collaborating with parents of children with' SEN and engaging in educational
placement.

The roles that.are prioritised.by-SENCOs in this study could be linked
to the IE policy expectations in Ghana. The policy outlined some objectives and
strategies for the implementation of IE, hence, these objectives and strategies
stated in the policy are evident in the roles played by the SENCOs. For example,

the policy expectations on screening, engaging in community awareness,
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training teachers, involving parents, ensuring the enrolment of children with
SEN in schools, making examination accommodations, and monitoring and
evaluating IE are evident in the results.

This evidence of role priority can be seen in the study conducted by
Fitzgerald and Radford (2017), where the SENCOs indicated that the most
important duties of the SENCOs are identifying children with SEN; making
assessment.accommodations and updating the files of children with SEN.
Additionally, this study is consistent with previous studies (Cole, 2005;
Pearson, Mitchell & Rapti, 2014) which show that, SENCO prioritised liaising
with parents of children with disabilities. In the same vein, the results showed
that monitering of IE in_schools.and. training of teachers areimportant to the
SENCO role; this is similar to the findings of Rosen-Webb (2011).

Agaliotis and Kalyva’s (2011) study usedsgeneral education teachers
and SENCOs to identify the roles of SENCOs. Their study revealed through the
lens of the general education teachers that ensuring.the educational placement
of children with SEN and updating the records of children with SEN'is critical
to. the SENCO role which confirms the current findings. Meanwhile, in
Agaliotis and Kalyva,’s (2011) study, the SENCOs who participated in the
study did not prioritise the.educational placement as important to their role
which contradicts the.current findings.because this study investigated the roles
from the perspectives of SENCOs. This difference in the findings could be as a
result of the methodology used in both studies, specifically, the unit of analysis.

The current findings viewed the roles of the SENCOs from the SENCOs
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perspectives whereas their study used both general education teachers and the
SENCOs, hence, the disparity can be seen from the different samples used.

From both results, SENCOs do not often work with parents of children
without SEN. The quantitative study recorded a low mean with regards to the
established mean criteria. Correspondingly in the qualitative study, the
SENCOs mentioned that, they work with parents of children with disabilities
rather than parents of children without disabilities. This finding maybe due to
the fact that parents of children without SEN do not have the needs that parents
of children with SEN have (Mitchell, 2014).

To add, even though both results showed that SENCOSs are concerned
with thereducational welfare-of ¢hildren with SEN.and"also provide remedial
teaching forthem, the writing of the IEP was not regarded as important to the
SENCO rele. Meanwhile, based on the "“Standard and guidelines for the
implementation of IE, the IEP is considered as a critical component in the
educational provision for children with SEN in the inclusive setting. It is also
mandated for the District Inclusive Education Team (DIET)ito develop IEP for
learners diagnosed with SEN, yet it seems not to‘be an upheld responsibility of
the SENCOs in this study. This is‘in congruence with.the study conducted by
Fitzgerald and Radford’s (20.17) which showed that SENCOs had least priority
in developing IEP. Similarly, Agaliotis-and Kalyva (2011) pointed out in their
findings that, even though the writing of IEP is an important obligation to the
SENCO role, the respondents did not rank it high. However, Cole (2005) and
Weiner (2003) reported that SENCOs saw the development of the IEP as part

of the focus of their role. This contradictory finding may be due to the
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geographical context. For instance, both studies by Cole (2005) and Weiner
(2003) were conducted in the United Kingdom where the SENCO role
originates from (Collins, 2011) and are mandated to develop the IEP. The
studies conducted by Fitzgerald and Radford’s (2017) and Agaliotis and Kalyva
(2011) were done in Ireland and Greece respectively. For instance, Agaliotis
and Kalyva (2011) mentioned in their study that many Greek teachers are not
familiar with the writing of the IEP which accounted for the least ranking. With
regards to this study, it can be assumed that the IEP was not ranked high because
of the workload of the SENCOs since they are attached to a number of schools
in the district which may make it quite impossible for them to write 1EPs for
individuallearners with SEN«InEngland, Frankl (2005)implemented a strategy
to reduce the workload of SENCOs in developing 1EPs by piloting the use of
Group Educational Plans (GEP) for learners with*SEN. His study reported
reduced warkload for the SENCOs who invested more time in supporting
teachersiand playing other roles. Mackenzie (2012) argued that the GEP should
be maintained instead of the IEP but cautioned for research to be conducted to
ascertain the'efficacy of the use of the GEP.

However, “quite contrary to the present requirement of schools to
develop IEP for:childrenwith SEN, in England where the “SENCO role”
originatedfrom (Collins, 2011), the use of the IEPs have been removed and
replaced with more functional means of planning, reviewing and tracking the
progress of pupils with SEN since 2011(Great Britain. Department for
Education, 2011.) According to the Green Paper Report (2011), this initiative

was to lessen the burden on schools, especially SENCOs, in developing IEPs.
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Deducing from this, a more non bureaucratic approach can be used to monitor
the progress of the learners with SEN in IE in Ghana since SENCOs do not
necessarily consider this role important because the nature of their work may
not permit them to successfully develop and implement the IEP.

Apart from the similarities and differences seen in the international
studies conducted, based on my literature search, only one study was found in
Ghana in relation to this research question. Donbeinaa (2017) conducted a
qualitative study on the roles of SENCQs in the Upper East Region with 10
participants. The study identified the roles of SENCOs as: identifying children
with SEN, organising sensitisation programmes to create awareness on
disabilities.issues, visiting.sehools;.ensuring childrenswith SEN are placed in
both regular-and special school and guiding teachers on how ta handle children
with SEN:. These findings support the current study. However, contrary to
Danbeinaa (2017), other roles such as collaborating with parents, ensuring
condueive. school environment, making ' examination accommodations,
updating the files of children with SEN were found in the present study. Also,
their most important and least important roles insrelation to the implementation
of 1E were reported in the current study which was notireported in Donbeina’s
(2017) study.

From the ongoing discussion.on-the duties and responsibilities of the
SENCO, it can be seen from both the quantitative and the qualitative results
that, SENCOs play several roles, they also have roles they deem important and
also consider less important. It is also evident from the international literature

reviewed that some roles are context based and specific to some geographical
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locations. Additionally, the methodology employed in investigating the roles
also have some likely effects on the outcome of the study. Moreover, additional
roles have been added to the existing literature on roles of SENCOs. Besides,
the roles identified are in relation to the implementation of IE which seems not
reported in the existing literature on SENCOs in Ghana. It can be concluded
from the findings that, most of the roles played by the SENCOs are in line with
the implementation of IE since these roles are clearly synonymous with the
policy goals and aspirations in implementing 1E in Ghana.
How SENCOs’ Perform their Roles in the Implementation of IE

The third research question was intended to explore some of the
strategiessSENCOs use in.performing their roles. This‘research question was
analysed qualitatively. From the results, the strategies used jin the following
areas; identification of children with SEN; creatingspublic awareness; working
with parents, providing teacher support, supervising and monitoring IE and
engaging.in educational placement were highlighted.
Identification of Children with SEN

The SENCOs use the following assessment strategies in identifying
children with SEN: observation, interviews and reviewing the work samples of
children. They indicated that, during their regularwisits to the schools they use
the opportunity to interact with the regular teachers who identify the pupils they
suspect of having deficits in learning. The SENCOs now observe these children
to confirm the suspicions of the regular teacher. Usually in the observation, it is
used to ascertain the behaviour of the child in terms of the physical, attention

span, social interaction, hyperactivity, impulsivity, aggressiveness and other
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challenges associated with Emotional and Behavioural Disorders (EBDs). The
results suggested that they seldom use observation for identifying learning
challenges.

Also, they use interviews for obtaining information from the parents of
children with SEN about the child’s background information and conditions
before birth, during birth and after birth. They also interview the children with
SEN to ascertain challenges in learning and communication. Further, the regular
teachers are also interviewed for information concerning the child’s academic
level in the identification process. To add, the results showed that, the SENCOS
use the work samples of the children in identifying writing problems, and
mathematical challenges amoeng others.

Based on these findings, informal assessment strategies are mostly used
in identifying children with SEN in" cognitive, social, behavioural,
communication and the physical areas. According to Gyimah, Ntim and Deku
(2018),:the types of informal assessment include observation, interviews and
work sample analysis. The informal assessment tools are used because they are:
relatively cost effective and time efficient; flexible and can be designed to meet
various. educational needs; favourable to all categories of ‘children since it
invalves non-testitechniques.and helpful in making decisions (Gyimah, Ntim &
Deku 2018).

When it comes to the sensory challenges, the SENCOs use the Snellen
chart and the otoscope to screen for visual and hearing impairment, respectively.
More so, it can be seen from the results that the areas mostly assessed in the

identification of children with SEN are the visual and the hearing aspect. This
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means that much attention is placed on the sensory impaired than the other
categories of special education needs. Senadza, Ayerakwa and Mills (2019),
reported that, the most common type of SEN reported by basic school teachers
are intellectual disability (43%) visual impairment (29%), speech and
communication disorder (23%) and attention deficit (21%). They further
revealed that for most types of SEN, the majority of the teachers indicated that
only one pupil showed that trait. This could justify the SENCOs’ interest in
assessing the sensory impaired more than other areas.

In my view, the focus on the sensory impaired in identifying children
with SEN contradicts with the IE policy (MoE, 2015) since the regulations in
the policy.give priority to all.special.education needs..Further, it can be said that
other categories of SEN may not receive the necessary attention in the
classroom-because much attention is not paid.to their identification. The focus
on.some specific areas may also depend on how the SENCOs are trained in the
University. Based on the background information gathered in the qualitative
study, the majority of the SENCOs specialised in hearing and vision. From the
interview, they indicated that their undergraduate experiencesprovides them the
opportunity to select their areas of interest. Therefore; If more SENCOs are
trained in a particular areasthan other areas,then it is likely that most of these
SENCOs will"concentrate in their_specialised fields during the identification
process. The findings are in line with Dobeinaa (2017), who reported that
SENCOs make observations, visit schools, write reports and have discussions

with parents in identifying children with SEN.
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Creating Public Awareness

The results show that the SENCOs create public awareness through the
use of Community information centres, Radio programmes, churches, mosques
and PTA meetings. They revealed that they use the aforementioned platforms
to encourage parents to send their children with SEN to school. They also
educate them about the causes of disabilities and some issues in IE.

It can be seen from the qualitative results that, the major issues discussed
during community awareness is encouraging parents to send their children with
disabilities to school. The focus on this issue may be due to the cultural or ethnic
beliefs that are associated with persons with disabilities (Okyere & Adams,
2003; Avoke & Avoke, 2004;-Gadagbui, 2010; Opeku= Boadi, 2015). Some
communities hold negative perceptions about children with SEN in their
communities and stigmatise them (Avoke ‘& Avoke, 2004; Gadagbui, 2010;
Opoku- Boadi, 2015), hence, some parents may be reluctant in sending their
childremwith SEN to school. This assertion is buttressed by VVanderpuye (2013)
who repaorted in her study that parents are unwilling to take their children with
SEN to school because people ridiculed them and passed cruel judgement about
them. “Also, it can'be said that the much attention on enrolment maybe due to
IE policy (2015) requirement. Thespolicy requires‘all children with SEN to be
enrolled in'school.

From the results, it can be concluded that five main mediums are used
in creating public awareness. They are: through community information centres,
radio programmes, churches, mosques and PTA Meetings. Siding with

(Gyimah, Ntim & Deku, 2018), these are important channels because the home,
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community, religion and mass media are conditions in the child’s environment
that can influence the development of the child and the quality of education
provided to the child. According to Vanderpuye (2013), the mass media, thus,
the use of radio programmes and television are good platforms for sensitising
parents on the need to take their children to school as well as eradicating
negative societal attitude towards children with SEN. Also, the issues focused
on educating the public are important in the implementation of IE because it
will help in safeguarding the rights of children with disabilities in accessing
education as required in the IE policy. It will also help in educating the
community on the need for attitudinal change to help reduce the stigma
associated.with children with-SEN.(\VVanderpuye, 2013). These strategies used
by SENCOs in creating public awareness are novel and were not found in
relation to-any of the literature | reviewed during thestudy.
Working with Parents

From the results, the SENCOs work with parents by maintaining a two-
way communication. channel between the school and the home. Turnbull,
Turnbull and\Wehmeyer (2010) mentioned that, communication is an important
element in effective partnership. It'can therefore be argued that, communication
between the SENCOs andsthe parents can-encourage active involvement of
parents I-1E.“In maintaining communication with the parents the SENCOs
provide information concerning the progress of the children to the parents and
the parents also give information about their children to them. This therefore

means that communication is one of the strategies used in working with parents.
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The results also suggested that, in working with parents, they counsel
them. Counselling is used as a strategy in educating parents on; what can put
children at risk of having disabilities, transitional programmes for their children
and educational placement issues. In addition, they use counselling to help
parents who may have negative emotional reactions such as denial, sadness,
anger among others because of their child’s condition. It can therefore be
deduced from this finding that, in working with the parents of children with
SEN the major principles used are communication and counselling. Gareskog
and Lindqvist (2020) indicated in their study that SENCOs who work with
parents of children with SEN counsel them.

Providing. T eacher Support

From the findings, the strategies employed by the SENCOs include in-
service training, coaching, preparing teachingactivities and using a co-teaching
approach.“The SENCOs collaborate with the school to,organise in-service
trainingsfor the teachers on what is expected of themdin the implementation of
IE. Based on the IE policy (MoE, 2015) regular education teachers need to be
given continual professional development through in-servige training to help
them to.implement’ |E. The SENCOs also visit the school and coach teachers on
appropriate pedagogies to"use in.the classroom. Further, the SENCOs support
the teachers through preparation of lessen activities for specific children in the
class.

In addition, the results show that several approaches are used in the co-
teaching strategy, for instance, some of the responses from the SENCOs showed

that the regular teachers are basically responsible for teaching whereas they

271



move around the classroom to give assistance to specific learners who need
assistance. It can also be seen from their responses that, sometimes they teach
specific learners who need remediation whereas the regular teacher teaches the
whole group. These approaches are known as supportive and alternative
teaching (Friend & Bursuck, 2009). Holliday (2011) asserted that co-teaching
is an important strategy in the implementation of IE. He further mentioned that
co-teaching. is beneficial for both students with and without disabilities in the
IE environment. Hence, the use of these co-teaching strategies will support
teachers to effectively implement IE in the classroom. Considering the
strategies used by the SENCOs in supporting the teachers, it can be argued that,
the SENCOs collaborate with-the regular education.teachers. Eccleston (2010)
defines collaboration as a situation where “two or more people create an
outcome for a student that no one of them could have created alone” (p. 40).
Based on“the qualitative findings, the SENCOs need the regular education
teachers’,support and the regular education teacherssalso need the. SENCOs
support “to implement IE. This assertion buttresses Eccleston’s (2010)
description of.collaboration. Hence, the collaboration between the SENCOs and
the teachers can“improve IE in-Ghana since several studies show that,
collaboration between regular education teachers and special education teachers
leads to an‘effective implementation of JE (Khairuddin, Dally, & Foggett, 2016;
Al-Natour, Amr, Al-Zboon, & Alkhamra, 2015; Holliday, 2011; Naraian, 2010;
Friend & Cook, 2006). Apart from that, the findings suggested that, for the
SENCOs to be more helpful to the regular teachers they will need the support

of resource teachers.
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Supervising and Monitoring IE

The qualitative result shows that the SENCOs perform this role by
visiting the schools to observe how the school is implementing IE. The findings
suggest that they interact with the teachers to find out instructional strategies
used in teaching. They also check if teachers are using appropriate behaviour
management techniques. In addition, they also move around the school to check
the physical facilities suitability for the learners, especially those with physical
challenges. From the findings, they also check for safety in the school. In
addition, they check for the availability of appropriate teaching and learning
resources, for instance, the availability of assistive technology.

Per.the strategies used-in-performing this roleyit can'be said that, the
SENCOs supervise the school’s mmplementation of IE focusing on the
environmental accessibility, safety in the"schooltand provision of quality
learning. Deducing from how the SENCOs perform this role it can be said that,
it conforms to the principles stated in the Standard-and Guidelines for the
Practice of Inclusive Education in Ghana (MoE, 2015).

Engaging intEducational Placement

From the ‘qualitative result, SENCOs refer children they suspect of
having SEN for further assessment. They discuss assessment results with the
head teacher and the.teacher. Also, they-discuss the assessment result with the
parents and seek'their consent about the educational decision before facilitating
the educational placement.

In summary, the findings of the study suggest that, the SENCOs use the

following ways in facilitating educational placement: referring for further
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assessment, holding discussions with the head teacher, consulting the regular
education teacher, communicating with the parents and seeking their consent. It
can be concluded from the results that they ensure appropriate communication
between the home and the school before facilitating the educational placement.

Based on these findings, it can be concluded that, “the how” or the
approaches the SENCOs use in performing their roles in IE are directly linked
to the specifications of the Standard and Guidelines in practicing IE in Ghana,
(2015). Hence, the SENCOs have the skills'and the abilities to execute their
duties and responsibilities in line with the policy’s expectations.
Confidence Level of SENCO in Performing their Roles in the
Implementation of IE

The fourth research question intended to explore the confidence level of
SENCOs in. the implementation of IE. This research'question was important to
this study because, Winwood (2012) conducted a study on the roles of SENCOs
and suggested that a study should be conducted torascertain the level of
confidence of SENCOs in playing their roles. Therefore, considering the aim of
the study, 1t was important to determine insaddition tostheir duties and
responsibilities, their level of confidence in playing theirroles. In-analysing this
research question; both quantitative and qualitative data were gathered. The
quantitative data provided evidence.on-their level of confidence. It also gave
additional information on their levels of confidence based on specific roles. In
the qualitative data, the results provided evidence on their confidence level and

in addition, gave details about what made them confident in playing their roles.
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The quantitative results suggested that the SENCOs have moderate
confidence in the performance of their roles in the implementation of IE.
However, the qualitative results showed that the SENCOs have high confidence
in the implementation of their roles. The disparity in the quantitative result and
the qualitative result in terms of their confidence level can be attributed to the
data collection instruments and the mode of analysing the quantitative data. The
questionnaire used in the data collection listed the several roles that the
SENCOs played. The SENCOs selected each of the items based on how
confident they felt in playing that particular role. Therefore, they were able to
assess their confidence in relation to specific roles rather than their overall role
as a SENCO. The results showed they have high confidence in‘playing some of
the roles and moderate confidence in other roles. This could have accounted for
the “moderate” level of confidence reported in thesquantitative study because
the majority of the items had moderate mean score, with only four items having
a high'mean score as shown in Table 4. Based on my.analysis, these four items
had a high mean score because they are part of their prioritised roles. On the
other hand, “the qualitative study did not take into account their level of
confidence in relation to their specific roles but their overall roles, hence the
SENCOs. judgedstheir confidence level based on their overall roles in the
implementation of IE.

Another ‘difference in the result in relation to this research question is
that, the qualitative findings revealed what contributes to their level of
confidence but the gquantitative study did not reveal that aspect. Based on the

qualitative evidence, the SENCOs reported that they have a high level of
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confidence because they are passionate about their job. Others indicated that
their high level of confidence is driven by their expertise and commitment
towards their job. Based on the qualitative results, the majority of the SENCOs
attribute their high level of confidence to the passion they have in their role. The
disparities in both findings justify the need for using the mixed method
approach, in order to use one’s weakness to offset the other (Creswell & Plano
Clark, 2018), because with regards to this study, the qualitative data has given
an additional dimension to their level of confidence in terms of what drives their
confidence. On the other hand, the quantitative study provided a comprehensive
report on their levels of confidence.

Apart from the methedelogical issues regarding the differences in the
findings, 1t can be seen in both results that the SENCOs are confident in playing
their roles.in the implementation of IE. The findings of this study are in
congruence with Kearney, Mentis, and Holley-Boen (2017), who conducted a
studyin.New Zealand with 65 SENCOs. The study investigated. the daily
working' activities of SENCOs, their confidence and preparedness in the
implementation of IE. The findings of the study revealed that participants were
confident in playing their roles in‘the implementation of IE. It also confirms the
findings of Fitzgerald and*Radford*(2017) who reported that the SENCOs who
participated intheir study were confidentin playing their roles.

Further, from the quantitative result, the highest mean recorded was in
relation to “ensuring a conducive school environment and screening for
identification” among the items under this role was “identifying children with

SEN” which also had the highest mean score under that cluster and the highest
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mean score among all the items under the confidence level. This finding is
similar to the finding of Curran (2020) who reported that SENCOs had a high
level of confidence in their ability to identify children with SEN. This role is
very important to the SENCO role (Curran, 2020) because before any child can
be referred for any special education services the child will need to be assessed
(Gyimah, Ntim & Deku, 2018). The first and most important step in the
assessment process is screening (Heward, Alber-Morgan, & Konrad, 2017).
Hence, if the SENCOs are confident in screening children for the identification
of SEN it will help in the effective implementation of IE since the IE policy
(2015) mandates all schools to undertake periodic screening of all learners.
Again, their high levelof confidence is important to effectively support
teachers inthe regular classroom. The SENCOs are the frontiers in providing
support to. the regular education teachers. (Curran, Moloney, Heavey &
Boddison,2018) and the experts (Kearns, 2005) in the implementation of IE, it
is therefore expedient for them to be confident in screening for identification of
children'with SEN, this will help the schools to carry out periodic screening.
Notwithstanding, the qualitative result showed that passion drives the
confidence of the"SENCO. In a similar study, Mackenzie (2012) said that
SENCOs inhis study felt'that passion is critical to'the SENCO job. In addition
to Mackenzie’s (2012) findings, somespieces of evidence (Dwyfor-Davies,
Garner & Lee,1999; Jones, 2004, Winwood, 2013) show that passion
influences SENCOs in the performance of their roles. The qualitative evidence
gathered from the study shows that, the SENCOs are passionate about their job

and their passion influences their confidence in the performance of their roles.
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The findings of this study are novel because, even though previous
studies reported the confidence levels of the SENCOs, the studies did not report
their confidence level based on their specific roles. Moreover, the studies did
not point out which of the roles they felt more confident in playing. The study
also revealed the role they were most confident in playing. Again, another
novelty reported in this study is the influence of passion on their level of
confidence which was not reported in these studies (Dwyfor-Davies, Garner &
Lee, 1999; Jones, 2004; Winwood, 2013; Fitzgerald & Radford 2017; Kearney,
Mentis, & Holley-Boen 2017; Curran, 2020). Based on the qualitative findings,
it can be concluded that their confidence is driven by passion.

Concerns.of SENCOS in.theddmplementation of 1E

The fifth research question was intended to examine the concerns
SENCOs have in the implementation of IE. Al-Omari and Okasheh (2017)
postulated that, there are no jobs without impediments. Therefore, considering
the focus,of the 'study, it was important to explore thesconcerns SENCOs have
in relation to their job and also assess the general concerns they may have in the
implementation of IE. This research question was analysed both quantitatively
and qualitatively.

From the quantitative findings, the SENCOs’ concerns were clustered
into: the“schoel (school related concerns), the classroom (classroom related
concerns), academic progress  (academic-achievement related concerns)
expertise or proficiency (self-related concerns) and administration
(management related concerns). From the quantitative findings, the SENCOs

had moderate level of concerns about the implementation of IE. The major
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concerns of the SENCOs in the implementation of IE are inadequate funding,
special educators, paraprofessionals and an inaccessible physical environment.
They were also concerned about discrimination in the classroom, the
overburdened workload, insufficient training, difficulty in communicating with
parents and unclarified roles and responsibilities.

From the quantitative results, the school related concerns included: the
inadequate funding, infrastructure, special educators and paraprofessionals.
Also, the classroom related concerns had to do with discrimination and
disciplinary problems. For the academic-achievement related concerns, the
major challenge the SENCOs had was overburdened workload. The result
suggested:that the SENCOs:felt:they were overburdened with'workload which
affects their-ability to give the needed support to children with SEN. It is also
clear from-the quantitative findings that the SENCQOs had challenges with the
administration in IE, these were their management related concerns. Their major
challenges were insufficient training and unclarifiedsroles. However, for the
self-related concerns, the quantitative findings suggested that the SENCOs had
ne. major challenges based on the mean score, but were a little worried about
their ability to collaborate and communicate effectively:with parents.

The qualitative findings..corroborated with the quantitative study.
However, two_ additional concerns.»were identified as ‘parental’ and
‘professional’ related in the qualitative study. From the qualitative findings, the
classroom related concerns were negative attitudes of teachers, poor
competence of teachers and large class size. Comparing issues raised with

regards to classroom related concerns in both findings, even though, the
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concerns raised are quite different in both findings, the results suggest issues of
discrimination and discipline. For example, the negative attitude of teachers can
lead to discrimination of children with SEN in the classroom (Gal, Schreur, &
Engel-Yeger, 2010). In the same vein, poor competence of teachers can lead to
marginalisation and also create disciplinary problems in IE (Abba & Rashid,
2020). The teachers’ competency involves; the use of appropriate teaching
strategies; classroom management skills; collaboration; assessment and
evaluation; adapting the curriculum and behaviour management (Das, Kuyini,
& Desai, 2013; Rabi & Zulkefli, 2018). Therefore, if the teachers are not
competent, then they may not be able to maintain discipline in their classroom
and use appropriate pedagogies-that.will suit all learners’in their classroom. To
add, class size affects the competence of teachers and their @bility to ensure
discipline in the classroom (Owaobi, Jurmang, & Onuadiebere, 2014).

Further, the school related concerns that were reported in the
quantitative findings were also reported in the_gqualitative ‘findings. The
qualitative results showed that the SENCOs were warried about poor
infrastructure; lack of funding and lack of resource teachers. More so, for
academic achievement related concerns, the qualitative findings showed that the
SENCOs’ were overburdened with*workload which they felt was affecting the
academic progress of_the children with- SEN. From both studies, it can be
concluded that, “the SENCOs reported similar concerns with regards to the
classroom, school and academic achievement.

However, there are some differences in both studies with regards to their

self-related concerns. The qualitative findings revealed that, the SENCOs felt
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isolated and stigmatised because of their profession as a SENCO which was not
reported in the quantitative study because the questionnaire did not include that
item. Also, the quantitative findings showed that the SENCOs were a little
concerned about their ability to effectively communicate with parents, they did
not report this concern in the qualitative study. This could mean that they did
not see it as a major source of worry in playing their roles in IE. This could be
a reason for the low mean score related to their self-related concern.

In the same vein, additional information was gathered in the qualitative
study with regards to the management related concerns which was not reported
in the quantitative study. For instance, apart from insufficient training and
unclarified.roles, concerns.such-assinadequate fundingsfor transportation and to
train teachers were raised in the “qualitative study. In addition, lack of
recognition, lack’ of motivation, inadequate assessment tools, inadequate
assessment centres, inadequate office space and equipment and negative attitude
and poor, perception of educational leaders were reported in the gualitative
study. Besides, the qualitative ‘study showed that the SENCOs had concerns
with regards, to parents (parental related .concerns) and professionals
(professional related concerns) but these were not clearly indicated in the
quantitative study. Apart frem these similarities and differences in the findings
of both data sets, it can_be concluded.frem the current study that, concerns of
SENCOs in the“implementation 'of IE are school, classroom, academic
achievement, self, management, parental and professionals related concerns.

Based on the findings of both data sets, the classroom related concerns

are issues in the classroom that bring rejection or unequal learning opportunities
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and indiscipline in the classroom. The SENCOs reported that it is difficult to
provide equal opportunities for all children in the classroom. They were also
concerned that some teachers held a negative attitude towards children with
SEN. Also, they were concerned that some teachers were not competent enough
to handle the inclusive classroom. The SENCOs also revealed that most of the
schools had class sizes that were too large for the inclusive setting. Numerous
researchers point out that the negative attitude of teachers can hinder the
successful implementation of IE (Chitiyo, Kumedzro, & Ahmed, 2019;
Saloviita 2019; Greene 2017). Kuyuni, Desai and Sharma (2018) found that
teachers held a negative attitude towards the implementation of IE in Ghana.
Deku andVanderpuye’s (2047)eonducted a study insGhana and found out that
the majority of the teachers are not competent to teach in inclusive schools. In
another study conducted by NKketsia (2016), large class size was found as one of
the challenges affecting the implementation of IE. He further postulated that
large €lass size'affects the teacher’s ability to teachsWell and' to implement
appropriate disciplinary measures. Most challenges related to teachers in the
implementation of IE in Ghana were reported from the perspectives of pre-
service.teachers orthe teachers (Deku & Vanderpuye, 2017; Kuyuni, Desai, &
Sharma, 2018; Nketsia, 2046; Gyimah & Amoake, 2016). Hence, this finding
from SENCOs perception is novel..Besides, most of the studies conducted
internationally with SENCOs focused on their challenges in relation to the
SENCO role but not the general implementation of IE.

To add, the school related concerns in the implementation of IE are

challenges that affect the implementation of IE at the school level. Both studies
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suggested that poor infrastructure, inadequate funding, inadequate resource
teachers are the challenges affecting the implementation of IE. The SENCOs
indicated that architectural barriers affected the implementation of IE. The
qualitative data provided sufficient evidence that some school buildings are not
disability friendly, also, some schools have not provided ramps and walkways
for the physically challenged. Ackah-Jnr and Danso (2019) revealed in their
study that, the physical environment of most inclusive schools in Ghana is
inaccessible for children with disabilities. ‘Senadza, Ayerakwa, and Mills,
(2019) revealed that one of the challenges facing schools in the implementation
of IE is funding. Sarpong and Kusi (2019) found out that funding affects the
progresstof.the school in.terms-of.organising training for teachers, procuring
appropriate teaching and learning materials, expediting assessment, providing
appropriate.infrastructure among others. In anothersstudy conducted by Afful-
Broni and"Ankutse (2009), they reported that the Ghana Education Service
(GES)isifaced with financial challenges and'is not.able to support schools to
implement IE effectively. Besides, Senadza, Ayerakwa and Mills (2019),
reported that, inadequate special education teachers to support schools is
affecting the successful implementation of 1E. It argued that, these challenges
at the school level could hinder the implementation of IE. Ainscow’s (2005)
principle “on “scrutinising barriers. to-participation” draws attention to the
effective implementation of IE. Ainscow’s (2005) argument draws attention to
actions that should be taken at the school level to move IE forward. He
recognises the school as central to the implementation of IE and a focal point

for the effective implementation of IE. He maintained that, schools should be
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given the necessary support that will ensure the inclusion of children with SEN.
Ainscow and Miles (2009) clearly stated in their model that, financial support
should be provided (see p.42) in IE to support the learning needs of children
with SEN. In line with the assertions made by Ainscow (2005) and Ainscow
and Miles (2009), if the schools are faced with the aforementioned challenges,
it can reduce the capacity of the school in ensuring equal participation of
children with SEN and encourage the exclusion of children with SEN there
contradicting the principles of SDGA4.

Again, the academic achievement related concerns of the SENCOs were
related to overburdened workload. From the findings of the qualitative data, the
SENCOswere worried that.there.were inadequate resource teachers to support
them in the“schools. This challenge can affect the support that children with
SEN require to enhance their academic progress (Senadza, Ayerakwa, & Mills
2019). Forexample, because the schools allocated to the SENCOs are too many
for oneperson as reported in the qualitative study, the SENCOs may not be able
to give adequate attention to children with SEN, because they may be
overwhelmed,with the numberof children in a particular scheol. Consequently,
it is likely that the academic progress of children with'SEN will be affected.
According to Sanagi (2009), the.workload.of SENCOs does not make them
effective inremedial teaching and this.affects the academic progress of children
with SEN in the‘inclusive environment. For IE to be successful there should be
quality support for children with SEN (Ainscow & Miles, 2009). This therefore

calls for the availability of SENCOs who have the expertise to provide quality
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educational support for children with SEN to progress well in the academic
environment.

Apart from supporting the children, SENCOs support the teachers as
well (Curran, Moloney, Heavey & Boddison, 2018) and they play some
additional task such as engaging in administrative task (updating files,
providing data and keeping records, writing of reports among others (Fitzgerald
& Radford, 2020), hence they may not have enough time for teaching children
with SEN (Sanagi, 2009). Curran, Moloney, Heavey and Boddison (2018)
conducted a study on the challenges SENCO face in playing their roles. They
reported that the SENCOs felt their roles were not manageable for one person.
In" addition, their study_repoertedsthat their workload prevented them from
playing their roles effectively. This finding is in line with previous evidences
(Smith & Broomhead, 2019; Curran, Moloney, Heavey, & Boddison, 2018) that
SENCOs are overburden with workload and hence do not have enough time to
ensure that children with SEN have the needed suppert: It can be deduced that
the workload of the SENCOs affect the academic achievement of children with
SEN and their overall role effectiveness.

To add, the'qualitative findings suggested that, the SENCOs feel isolated
and stigmatised in.their field.of expertise. This Is a‘self-related concern that has
a direct effecton their.job or role as. SENCO. The SENCOs feel lonely among
their other colleagues because they feel their role is not given the attention
needed as compared to other fields. Based on the findings, this feeling of
isolation has led to some of the SENCOs wanting to abandon being SENCOs

and take other roles like counsellors, Circuit Supervisors or class teachers
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because they feel people in these roles are more accepted. It can be seen from
the qualitative results that the SENCOs felt unhappy and frustrated because they
feel some of their colleagues from other fields and in other positions are given
support in diverse ways to make their work easier as compared to theirs.
SENCOs in this study reported that some of their colleagues tag them with some
names to suggest that their field of expertise is not significant. Curran and
Boddison (2021), reported in their study that the frustration with the SENCO
role is obvious. They revealed that, paramount to this frustration is the feeling
of isolation. SENCOs who participated in their study felt isolated from their
colleagues at the workplace. In the same vein, SENCOs in Winwood’s (2013)
study said.they do not have:that.sense of belongingness in the school team.
Several pieces of evidence have reported similar findings (Crisp & Robertson,
2006; Mackenzie, 2012; Curran, Moloney, Heavey, & Boddison, 2018;
Fitzgerald'& Radford, 2020).

Another ‘concern raised by the SENCOs is related to the administration
responsible for the implementation of IE, thus, the management related concern.
From both studies the concerns are: inadequate funding, lack of recognition,
unclarified roles,” insufficient “training, lack of motivation, inadequate
assessment tools;.inadequate assessment centres, inadequate office space and
equipment and negative attitude and.poor perception of educational leaders.

Funding“is.one of the major concerns of the SENCOs. The results
indicated that, there are inadequate funds for the SENCOs to organise in-service
training for teachers. It is argued that, with the implementation of IE, teacher’s

traditional roles in the classroom have changed because they are expected to
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show some level of competency to meet IE demands (Chireshe, 2013).
Similarly, considering the Inclusive Policy (2015), teachers are expected to be
trained to have additional skills and knowledge to help them implement IE
successfully. The teacher’s role is central to the implementation of IE (Dias,
2015) and their competence is linked to their professional development
(Mangope & Mukhopadhyay, 2016), hence, if they are not receiving continuous
professional-development to enhance their knowledge and skills to be able to
effectively manage the inclusive classroom, then it is likely that, they may not
be effective in the inclusive classroom which can lead to the denial of children
with SEN in the implementation of IE. For example, if teachers are well
equipped with the needed.skills:they will be able to.adapt the curriculum, but
where they lack the expertise to adaptthe curriculum, it will create a barrier for
learners with diverse needs in the IE setting (Jung«& Pandey 2018). Ainscow
and Miles*(2009) maintained that, teachers should have the opportunity to take
part in'continuing professional development (see p. 43)to strengthen their skills
in the effective implementation of IE.

Ainscow and Miles (2009) postulated that, there should be measures for
monitoring the implementation of IE. From the result, funding affects the
SENCOs ability to do effective menitoring.and supervision of IE. Monitoring
and supervising of IE.is _essential to.the:SENCOS’ role (Agaliotis & Kalyva,
2011; Lindqvist,"2012; Rosen-Webb, 2011; Winwood, 2013). However, the
SENCOs reported that they have challenges with transportation because they
are not adequately supported with funds to help them move from school to

school to monitor and supervise IE. They indicated that this challenge puts a
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huge financial burden on the SENCO role, since in many cases, they have to use
their own money as transportation to do monitoring and supervision. Due to this
financial challenge, they are not able to monitor and supervise IE in schools as
required of them. Additionally, they reported that, some schools are located in
remote areas, hence, it requires a means of transportation such as a government
owned vehicle or motorcycle which can wait for them in the schools to facilitate
easy movement and expedite their monitoring so they can monitor a lot of
schools in the academic year to oversee the implementation of IE. This finding
corresponds with the finding from the study conducted by Donbeinaa (2017) on
the roles of SENCOs in the Upper East Region of Ghana. He found that funding
and lackof transportation are.challenges facing SENCOSs in the implementation
of IE. This finding suggests that, because of inadequate funds, the SENCOs are
unable to erganisé continuous professional development training for teachers
and are also unable to engage in frequent monitoring of schools. The finding
also suggests that some schools in remote areas may.netreceive any monitoring
orsupervision due to.inadequate funds. This means that, it is likely some schools
iIn.Ghana are'not practicing IE as expected of them because the experts who are
responsible for managing the implementation are not.there to give them the
needed support. Curran, Meloney;sHeavey, and Boddison (2018), reported that
chronic lack of funding.is one of the major issues affecting the roles of SENCOs.
They mentioned that the lack of funds to support the work of SENCOs prevent
them from working effectively. Their study concluded that, if SENCOs are not
properly funded to have all the resources they need to support schools, then,

children with SEN will not reach their maximum potential.
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Lack of recognition is another concern that was attributed to
management. The SENCOs pointed out that their roles are not formally
recognised by management. From the result, most directors in the Ghana
Education Service [GES] do not recognise the SENCO role and undermine the
importance of the role. From the qualitative results, some schools have changed
the roles of some SENCOs to regular class teachers. This means that the value
of the SENCO role in IE has not been fully recognised in the educational sector.
The Inclusive Education Policy (2015) and the Standard and Guidelines for the
Practice of Inclusive Education in Ghana (2015) call for all schools to have
SENCOs. Therefore, if the SENCOs are not recognised and are being converted
to regular.teachers as reportedinthe results, then this.defeats the purpose of the
IE policy expectation and the standards stipulated for practice. In my view, this
challenge can cripple the implementation of IE and.lead to attrition of SENCOs.
Meanwhtle it is reported that, there are inadequate SENCOs to support the
implementation’ of IE (Senadza, Ayerakwa, & Mills; 2019). Similarly, the
findings'of this study show that there are inadequate SENCOs to support IE.
Therefore, considering the inadequacy of SENCOs in IE and their being
assigned to different roles, It suggests that their importance in IE is not fully
recognised. ‘Fitzgerald and, Radford (2020); stated in their study that, the
SENCOs lack of recognition is as a result-of the non-existence of formal internal
and external support. They indicated that no formal support exists for the
SENCOs unlike other professionals like guidance counsellors who have that
support. Their findings commensurate with the current findings. Deducing from

the current findings, the SENCOs lack formal recognition, in spite of the IE
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policy and the principles guiding the implementation of IE in Ghana. This can
weaken the SENCO role and affect the successful implementation of IE.

To add, unclarified roles are another concern of the SENCOs in the
implementation of IE. From results of both data sets, the duties and
responsibilities of the SENCOs have not been clearly spelt out. From the
qualitative results, the appointment letters given to some of the SENCOs did not
clearly spell-out their roles and responsibilities in the implementation of IE.
Others indicated that, since that was not their first appointment, they did not
receive appointment letters that indicated their expected roles. Giangreco (1997)
advocated that, professionals, educators and parents should have a clear
definition-about their roles-in:thesimplementation ofJE: In this vein, Pearson
and Mitchell" (2013) conducted a study in England on how SENCOs are
recruited and inducted, they found that some of the:<SENCOs inherited the role
and others'volunteered to take the position. They also reported that, SENCOs
use several means such as observing previous SENCOS, getting support from
leading SENCOs, depending on journals and books, attending forums among
others to helpithem become abreast with their roles. This is similar to the current
findings where some of the SENCOs held other positions before their current
positions. Similarly, SENCOs in_this study.reported several means they use in
order to be well-informed about their.roles in IE. They mentioned that they
depend on their colleagues, the policy and the knowledge and skills gained from
the University in playing their roles. Even though, these means of being abreast
with their roles can help them play their roles (Pearson & Mitchell, 2013), in

some countries such as England, there are policies that spell the roles of
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SENCOs (Cole, 2005; Winwood, 2013; Curran, 2020), but, in Ghana there is
no legal document that spells the roles of the SENCOs. For instance, Ghana
Education Service (GES) has provided a handbook for the head teachers (GES,
2010a) and the School Management Committee [SMC] (GES, 2010b) to guide
their activities, but the reports from the SENCOs show they do not have any
handbook that has been designed to specifically guide them in performing their
duties in IE. This means that, the SENCOs do not have any basic document that
can be used as a guide for their roles in IE. \When people work in organisations
and they are not given clear role expectations, it affects their role performance
(Kumar & Kuar, 2013). It is for this reason that, Giangreco (1997) emphasized
that rolesexpectation should-besmade explicit in thesimplementation of IE in
order for stakeholders to be effective for the IE system to function well. Hence,
If the SENCOs are not clear about their expected roles in IE, it can affect their
role performance in the implementation of IE. Cole (2005) called for a national
policy te, make the SENCO position in England.arstatutory requirement.
Similarly, Pearson, Mitchell, and Rapti (2014), cautioned that there should be
clarity about'the roles of the SENCOs for children with SEN+and their families
to receive a better deal.

More so, the SENEOs pointed out.that they are not given sufficient
training "about their roles in the implementation of IE or on issues in the
implementation of IE. Only four out of the SENCOs mentioned that they had
received some training because they were sponsored by some international
organisations, yet, they felt the training received were inadequate and most of

the training was also not directly linked to the implementation of IE. From both
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results, this seems to be a major concern for the SENCOs. They felt that
management has not channelled much effort in training them on issues in the
implementation of IE. From the qualitative results, the SENCOs mentioned that
most training on IE implementation were held at the top management level to
their disadvantage because they are rather on the field. This is a unique finding
to the challenges of SENCOs in Ghana since Donbeinaa’s (2017) study did not
report this concern in his study. However, in a similar study conducted outside
Ghana, Rosen-Webb (2011) reported that inadequate training is a barrier to the
SENCO role. Lending support to Rosen-Webb (2011), inadequate training of
SENCOs about their roles in the implementation of IE and general issues in the
implementation of IE can.affect:their role effectiveness'since they may not be
fully abreast'with current practices in the implementation of IE. Rosen-Webb
(2011), opined that, it is important to train SENCQOs” to enhance their ability to
develop and support good practice at school. She also noted that, when SENCOs
receivertraining in specialist teaching and management skills it improves their
ability to properly monitor the progress of children with SEN.

The qualitative findings showed that the . SENCOs are concerned about
management not providing any additional incentive for'their roles. The result
showed that thexSENCOs.are concerned.about' the lack of motivation in
performing their roles..Numerous studies about the' SENCO role show that, the
role is onerous (Cole, 2005; Agaliotis & Kalyva, 2011; Rosen-Webb, 2011;
Lindgvist, 2013; Winwood, 2013; Fitzgerald & Radford, 2017; Gareskog &
Lindgvist, 2020) hence, if they are not given any allowance to motivate them it

may affect their roles in diverse ways. Generally, motivation is considered as

292



an important element in the working environment (Varma, 2018). According to
Varma (2018), motivation is an essential incentive which directs human
behaviour. She indicated that motivation can lead to a high level of effectiveness
and efficiency, increased commitment towards work, performance oriented
environment and employee retention and attraction. Similarly, in the education
sector, motivation is central in increasing teaching quality and in eluding
Burnout phenomenon (Claudia, 2015; Kotherja, 2013). Therefore, if the
SENCOs are not motivated, it can lead to low performance, low morale, low
contribution and attrition (Kotherja, 2013; Varma, 2018). This can affect the
implementation of IE, especially the academic progress of children with SEN.
Another concern raised-in-the study is inadequate assessment tools and
assessment centres. Assessment 1s the bedrock in special education because
special education services start and end with assessment (Salvia, Ysseldyke, &
Witmer, 2012). This means that the contribution of assessment to special
education,services should not be underrated but giventthe necessary. attention.
Even though Ghana does not have a policy on assessment, the importance of
assessment can be seen in the IE policy (MoE;2015) and the Standards and
Guidelines for practicing IE in'Ghana (MoE, 2015). These documents highlight
the importance of assessing_children in the"IE environment. The IE policy
(MoE, 2015) and the.Standards and.Guidelines for practicing IE (MoE, 2015)
stress inclusive“schools to ensure periodic screening of children for early
identification. Besides, one of the strategies to achieve the policy’s objective
“1” is to build assessment centres in all regions and districts. From the results,

the SENCOs do not have adequate assessment tools to screen children in
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inclusive schools. Additionally, they reported that there are few assessment
centres which are very far from the schools and most of the assessment centres
do not have adequate assessment equipment. Gyimah, Ntim, and Deku (2018)
opined that inadequate assessment tools and assessment centres are some of the
challenges to assessment in Ghana. They argued that this challenge can hinder
the assessment of children with SEN, and may affect educational placement and
educational support services for children with SEN. Gyimah, Sugden, and,
Pearson (2009), believe that in response to the UNESCO 1994 Salamanca
Statement on inclusion, countries have been burdened with the issue of
placement which is a necessary condition in education of children with SEN. It
can therefore be argued that-assessment and inclusion-are inseparable. Lending
support to Gyimah, Ntim, and Deku (2018), if children with SEN are not well
assessed, “it. may. defeat the purpose of the IE.policy provisions and the
implementation of IE. Ametepee and Anastasiou (2015) conducted a study on
the challenges of IE in Ghana, they reported that_theté are only four ‘poor’
resourced assessment centres in Ghana which s a barrier to the successful
implementation of IE.

Another concern raised by the SENCOs is inadequate office space and
equipment. The findings ofithe qualitative study suggested that they lack office
equipment such as computers, laptops,-printers, office cabinets, files and other
office equipment.-Also, the result showed that they do not have comfortable
office space to engage in parental interaction because most of them shared
offices with others who are not directly in their field. This can breach the

professional ethics of the SENCO in conducting assessment in terms of ensuring
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privacy and confidentiality (Overton, 2012). Additionally, the SENCO role
involves some administrative task (Agaliotis & Kalyva, 2011; Cole, 2005;
Fitzgerald & Radford, 2020; Fitzgerald & Radford, 2017; Gareskog &
Lindqvist, 2020; Kearns, 2005; Layton, 2005; Rosen-Webb, 2011; Winwood,
2013) hence, if they lack the equipment needed to perform these administrative
task such as keeping data, writing reports, keeping assessment records among
others then they may not be effective in playing their roles in IE. Al-Omari and
Okasheh (2017) postulated that a person’s working environment affects how
s/he performs his/her duties and responsibilities. They found that factors in the
physical environment that can affect a person’s role performance in the working
environment are air (pollution; freshness), temperature (heat, cold), sound
(noise), light'and colour and space. They revealed that, if the individual’s office
space Is too crowded and restricted, it can lead torstress, pressure and other
psychological effects. They further revealed that it can decrease the quality of
the individual’s job performance. According to Sehgal(2012), inadequate office
equipment can lead to less efficiency and productivity in workers. It can
therefore be‘argued that this challenge can limit.the efficieney of the SENCOs
in perferming theirroles in IE. This finding is new to the concerns of SENCOs
in performing their roles."This could be due'to the geographical setting since
most of the studies conducted are_in.the-advanced countries and there maybe
well-resourced in‘terms of office space and equipment.

The results showed that SENCOs were concerned about the negative
attitude and poor perception of educational leaders towards the implementation

of IE. The qualitative evidence gathered in the study pointed out that, most
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directors in the education sector who are responsible for the implementation of
IE are unconcerned about the challenges in IE and have a poor perception about
the importance of the implementation of IE. The SENCOs felt that most of the
heads are not committed to IE issues, have poor perception about IE and hold a
negative attitude towards the SENCO role and the field of special education.
From the result, this negative attitude and poor perception of educational leaders
about IE has-led to some of the directors converting special educators to regular
class teachers. This situation is detrimental to the effective implementation of
IE and Ainscow and Miles (2009) have emphatically stated that, leaders at all
levels of education should be supportive of IE implementation if we want IE to
be effective as a system. Therefore;.as recognised earlier by Ainsow and Miles
(2009), the negative attitude of educational leaders can hinder the effective
implementation of 1E. Also, considering the fact that there are few SENCOs
(Senadza, Ayerakwa, & Mills, 2019) to support the regular education teachers.
According. to Kuyuni, Desai, and Sharma (2018) one-of the major challenges
confronting the implementation of IE in Ghana is that, there/inadequate special
educators to'support the regular education teachers, so if these SENCOs are
confined to one classroom, it can reduce the coverage of.their professional
impact on children with SEN, because they-may not be able to support many
children with"'SEN. Meanwhile, if they.are attachedto schools, they can support
the teachers in“the school which will benefit a lot of children with SEN
considering the increasing rate of children with SEN in regular schools (Mantey,
2014; Senadza, Ayerakwa, & Mills, 2019). In my view, this problem can lead

to the neglect of children with SEN in the regular basic schools. Besides, the
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field of expertise of the SENCOs does not demand them to be regular class
teachers but rather support regular teachers in the IE classroom (Curran,
Moloney, Heavey, & Boddison, 2018). According to Okyere and Adams
(2003), one of the bedrocks in IE is visionary leadership. Therefore, if the
leaders who are in charge are not committed, hold a negative attitude and have
a poor perception about the implementation of IE, it can lead to poor
implementation of IE. This finding is in line with Donbeinaa (2017) who found
out that, negative attitude towards the SENCO role, inadequate support from
management and lack of commitment on the part of educational leaders affect
the roles of SENCOs in Ghana.

Apart from the coneernssmentioned, parental.related concern is another
challenge affecting the implementation IE. The result of the study showed that
most parents hold a negative attitude towards the-education of their children
with SEN"and are unwilling to actively involve themselves in their education.
Additionally, the qualitative evidence obtained showedthat, most of the parents
have low-income status, hence, they are not able to support the education of
their children,with SEN, especially, when it comes to facilitating assessment
and placement. The qualitative results also showed that;Some of the parents are
inadequately prepared about issues concerning special and IE, they therefore
struggle to play an active role in_the.education of their children with SEN.
Besides, the results also showed that, stigma from others in the community
affects the parents of children with SEN and hinders them from being supportive
towards their children with SEN. The SENCOs indicated that these challenges

hinder the collaboration that should exist between the SENCOs and the parents.
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Meanwhile, one of the hallmark of the SENCO role is being able to collaborate
effectively with parents (Cole, 2005; Fitzgerald & Radford, 2020; Géreskog &
Lindqvist, 2020) on issues concerning their children’s academic progress,
assessment, educational placement among others (Agaliotis & Kalyva, 2011;
Winwood, 2013). To add, several studies point out the relevance of parents in
the participation of the implementation of IE (Amponteng et al., 2019; Bariroh,
2018; Sharma, Forlin, Marella, & Jitoko, 2017; VVanderpuye, 2013). Parents are
expected to play several roles in the implementation of IE, these include;
collaborating with the school; being actively involved in their child’s learning;
attending meetings, training programmes and conferences; actively engaging in
the assessment and developmentsof the child’s IEP;smaintaining continuous
communication with specialist; frequent contact with class teachers and
resource teachers to be updated on their child’s«progress in the classroom
(Monika, 2017). The IE policy (MoE, 2015) recognises; the critical role of
parentsiin.the implementation of IE in Ghana: Based.on the policy, parents are
expected to supply vital information about their child prior to referral for
appropriate intervention; participate in school-related decisions; fulfil home-
schoolobligations or expectations in order to meet the needs of their child,;
engage in advocacy for theswrights.of all children. This means that parents need
to be actively involved.in the education-of their children with SEN to help the
SENCO:s in the ‘assessment process and decisions on educational placement in
the implementation of IE. According to Gyimah, Ntim, and Deku (2018),
challenges to assessment of children with SEN in Ghana include poor parental

involvement. They mentioned problems such as illiteracy, lack of knowledge or

298



ignorance of their rights, poor attitudes toward disability, stereotyping and
misconceptions, poverty among others. Also, according to Hornby and
Blackwell (2018), parents are not involved in the education of their children due
to financial challenges, stigmatisations, and illiteracy among others. In Ghana,
Vanderpuye (2013) conducted a study on parental perception, expectation and
involvement in IE. She found that factors such as financial constraint, lack of
communication and lack of societal acceptance of children with SEN hinder the
success of IE.

The qualitative study highlighted a professional related concern. The
results showed that poor collaboration and inadequate professionals affect the
SENCOsuin_playing their.relessinlE. Even though.SENCOS are expected to
collaborate with professionals (Agaliotis & Kalyva, 2011), the results of this
study show. that there is poor. collaboration between the SENCOs and other
fields in“the implementation of IE. Also, there Is poor teamwork in the
implementation’ of IE. The results indicated that.the teams needed to be
established in districts to oversee assessment and the implementation of IE is
not working“as expected. They mentioned that the DIET and the DAT are not
working. Meanwhile, these teams are expected to be active ‘in all districts to
facilitate assessment and ‘support«the implementation of IE in Ghana (MoE,
2015). Giangreco (1997) suggested.that;-professionals work together in the I1E
system for its effective implementation. If the DIET and the DIAT team is not
function as expected in the implementation of IE, it defeats the concept of the
system theory, which projects teamwork and collective responsibility in

ensuring the effectiveness of the system. Besides, the IE policy (2015) calls for
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collaboration between different fields in the implementation of IE. According
to Milteniene (2012), collaboration in IE means working together. She argued
that collaboration is important for the implementation of IE. Based on the
policy, the Ministry of Education is expected to liaise with the Ministry of
Health and other ministries to conduct assessment and take other important
decisions in the implementation of IE. Therefore, if there is poor collaboration
between these fields it will affect IE implementation. Murphy (2018) concluded
in his study that collaboration is key in the successful implementation of IE. The
SENCOs indicated in the qualitative results that they need professionals to help
them in the assessment of children with SEN. It is common knowledge that
professionals play important:-relessin the assessmentsprocess. In order to have
in-depth and comprehensive information on the needs of children, there is the
need to have highly qualified and skilful professionals. The SENCOs reported
that the absence of efficient professionals has become a challenge for schools
to havereomprehensive assessment on the needs of children with SEN. Lewis,
Wheeler and Carter (2018) emphasise the role of professionals in education,
psychology and medicine in assessing the varied needs of learners:in special
education. For instance, Paediatrician, neurologist, psychiatrist or psychologist,
nurses, ' general “educations.and _special education teachers, optometrist or
ophthalmelogist, speech and language.therapist, audiologist, physical therapist,
social workers, among others are the personnel involved in the assessment of
children with SEN (Stainback & Stainback, 1992; Deiner, 2005). The absence
or lack of these professionals in District assessment centres and even the

National Assessment and Resource Centre (NARC) for children with SEN is a
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major challenge to conducting a successful comprehensive assessment in
schools and hinders the implementation of IE (Ametepee & Anastasiou, 2015).
Difference in the Level of Knowledge of SENCOs

Based on the quantitative findings, there is no difference with regards to
gender and educational qualification in the level of knowledge of SENCOs.
However, the results showed that there is a difference between their level of
knowledge with regards to their working experience, hence, the null hypothesis
was rejected.

The results of the LSD showed that there are significant differences
between SENCOs who have worked for 1-5 years, 6-10 years, 11-15 years and
16-20 years. However, only-SENCOs who had werked between 1-5 years
differed significantly from the other year groups. Hence, it can be concluded
that, SENCOs with more than five years working.experience had higher level
oftknowledge than SENCOs with five years and below working experience.
This'difference in their level of knowledge may be dueto the longer experiences
that the SENCOs with above six years have gained over time. It can be said that
those with five years working experience and below are quite new to the role
and may not be “fully abreast like their colleagues® with' higher working
experience. ' Kuya. (2018)wrevealed in hiss'study that working experience
influences teachers’” knowledge and.skills in the implementation. This may
account for the difference seen in the level of knowledge of the SENCOs. It can
therefore be said that, SENCOs with high working experience have a high level
of knowledge than those with less working experience. Based on the findings,

it can also be said that, when SENCOs are new in their role, they may not exhibit
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adequate knowledge in the performance of their roles unlike those who have
gained adequate experience. This buttresses the assertion of Fitzgerald and
Radford (2017) that SENCOs with more than five working experience have
adequate knowledge about their roles. However, Fitzgerald and Radford (2017)

only made an assumption, but this study has proven that SENCOs with more
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the specific roles of SENCOs in the implementation of IE. Hence, the null

hypothesis was rejected.
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Based on the results, SENCOs who had worked for 1-5 years reported
slightly higher levels of performing their roles in terms of management of IE
implementation (MIEI) than those who have worked for 16-20 years. Also, with
regards to collaborate with parents of children with SEN and assessment
accommodation (CPC_SEN/AC) those with 1-5 years working experience
performed better than those who have worked for 11-15 years and 16-20 years.
Generally, it would have been expected that SENCOs who have worked for 11-
15 years and 16-20 years have longer working experience, so they are likely to
perform better than those with 1-5 years working experience but it appears this
is not the case. From the results, (see Table 18) it can be said that, SENCOs with
1=5 years\working experiencearelikely to perform better than'those in the later
years in MIElI and CPC_SEN/AC in the implementation of IE. From the
quantitative results (descriptive analysis) and the qualitative data, these roles are
key to the'successful implementation of IE, hence, those with less than six years
of warking experience should perform less than those.with more than six years
workingexperience since they may not have had the experiences that those with
more than six years working experience have (Fitzgerald & Radford, 2017).
These differences reported in the results may be due to'the fact that, SENCOs
within the first five years are newsin the role'and would want to give off their
best hoping that their.good work will.be recognised in the future. However,
those with higherwaorking experience may be performing slightly lower because
it is likely that, over the years they have become complacent with their role
performance or they have not received adequate motivation from the authorities

that will push them to work harder, hence maybe more relaxed (Varma, 2018).
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In the same vein, SENCOs with 1-5 years working experience performed better
in collaborating with educators and external agencies (CEEA) than SENCOs
with 6-10 years and 16- 20 years working experience. From Table 18, it can be
seen that, SENCOs with 1-5 years working experience have higher mean scores
than 6-10 years, 11-15 years and 16-20 years working experience. SENCOs
with 1-5 years of working experience may be performing better in this role
because they are still in the range of newly recruits and will want to strengthen
their network with other educators and external collaborators to enhance the
performance of their roles. A study conducted by Farnan (2017) showed that,
teachers within the first two years of recruitment are enthused to collaborate and
are alsorwery comfortable.to-collaborate. Lending.support to Farnan (2017)
SENCOs, within the first five years are more likely to have the zeal to
collaborate.

Further, the results showed that, SENCOs who had worked for 1-5 years
performed better than SENCOs who have worked for.21-15 years in.screening
for identification (SFI). Also, SENCOs with 6-10 years working experience
performed better than those who have worked for 11-15 years. From Table 18,
SENCOs with 6-10years working experience performed better than 11-15 years
and 16-20 years. It can therefore be said that; in the first ten years of working
experience, SENCOs.are more likely.to-perform this role better as compared to
other years. Screening for identification is the first step in assessment in special
education (Porter, 2002), hence, in the first ten years of working experience,
SENCOs are more likely to attach relevance to this role because that is the first

path to a successful provision of special education services. Generally, it would
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have been envisaged that, SENCOs with higher working experience, thus above
ten years would perform better in SFI than those with below ten years working
experience. The results from both the quantitative (descriptive analysis) and the
qualitative data show that, SFI is the most important role of the SENCOs in the
implementation of IE, therefore, since they have been on the job for quite a
longer period and may have gained the experiences needed to identify children
with SEN they are more likely to perform better. Based on the results, it is
important for regular in-service training to be organised for SENCOs to help
them gain additional knowledge and skills to perform their roles better,
especially, during the later years of their working experience since their
expertisesmay have decreased-over.time due to limitedtraining. This assertion
Is made based on the results from both the quantitative (descriptive analysis)
and the qualitative results study which ‘indicated that, the SENCOs are
concerned they do not receive adequate training in performing their roles in IE.
Literature.on role performance indicates that, performance of people increases
with the'years of experience (Kotur & Anbazhagan, 2014), however, the results
of. this study“shows another dimension. The result of the current study shows
that, when it comes to some specific roles, the range of working experiences
that SENCOs have may result insthem either performing higher or lower or
better or-lesser in those specific_role-roles but not necessarily in all roles.
Generally, |1 am ‘in-agreement with Kotur and Anbazhagan (2014) that working
experience has an effect on role performance, hence, this may account for the

differences that exist in the roles of SENCOs with regards to their working
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experience. Again, this finding is unique to this study as previous studies on
SENCOs did not explore this dimension.
Difference in the Level of Confidence of SENCOs

The multivariate results showed that, at the level of interaction, gender
and educational qualification as well as gender and working experience have
significant effect on the level of confidence of SENCO in the performance of
their roles in-IE. For the main effect, gender as well as working experience have
significant effect on the level of confidence of SENCOs in the performance of
their roles. Also, the univariate results showed that, at the level of interaction,
there is a significant effect of gender and working experience on the level of
confidence.of SENCOs in.playingspecific roles such-Teachersupport (TS) and
conducive school environment/screening for identification (CSE/SFI). For the
main effect, there is no significant effect of gender and educational qualification
on the level of confidence of the specific roles. However, working experience
has significant effect on the level of confidence of . SENCOs in managerial,
administrative and . collaborative task (MACT) and conducive school
environment/screening for identification (CSE/SFI). Hence, the null hypothesis
was rejected.

It can be'seen from.the results in Table 28 that, SENCOs with 11-15
years workingexperience are more confident than SENCOs with 1-5 years and
6-10 years working experience in performing MACT and CSE/SFI. It can be
deduced that, SENCOs with 11-15 years of working experience perform better
because they have gained more experiences and believe in the experiences they

have acquired over the years, hence may be confident in their expertise. Mahony
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(2016) reported that, working experiences influence self-efficacy. Her findings
revealed that, the number of working experiences increases self-efficacy. | agree
with Mahony’s (2016) assertion that, higher working experience increases self-
confidence. From the results, SENCOs with 11-15 years working experience
and 16-20 years working experience have higher confidence than 1-5 working
years working experience and 6-10 years working experience, this means that,
in the first ten years SENCOs are less confident in the performance of their roles
as compared to later years (see Table 22). On the other hand, it can be seen that
SENCOs who have worked for 11-15 years are more confident than those who
have worked for 16-20 years (see Table 22).

Also from Table 22 it.ean-be seen that, those:with 1=5 years are more
confident than those with 6-10 years. From the results, it is likely that, SENCOs
who have worked for 1-5 years have the zeal to make a positive impact, hence,
in‘the beginning of their roles as SENCOs they are confident. However, after
five years.they may appreciate that, they are faced with certain challenges that
prevent them from achieving their goals, which is likely to decrease their level
of.confidence, From the qualitative findings, (see’p. 213) the SENCOs indicated
that, the challenges they encounter in the performance of their roles affect their
level of confidenee in the tmplementation of 1E. However, from 11-15 years of
working experience,.it.is _likely that,.they may overlook the challenges faced
over time and therefore decide to have faith in what they do with the hope of
making a positive impact in the performance of their roles. It is also likely that,
when they get to the later working years (16-20 years) they may be threatened

by new ways of doing things especially when they have not upgraded their

307



knowledge. For example, Winwood (2013) mentioned that, the need for change
and self-development can reduce the level of confidence of SENCOs.

With regards to the effect gender has on the level of confidence, it could
be attributed to the biological differences that exist between males and females.
For instance, Mackenzie (2012) stated that women's mothering experience
provides some additional advantages in playing their roles in handling children
with SEN. Again, this finding Is unique to this study as previous studies on
SENCOs did not explore this dimension.

However, a study conducted by Loreman, Sharma and Forlin (2013) on
teachers’ self-efficacy in the implementation of IE, showed that generally
teachers’educational level-and-gender has no influence on their self-efficacy.
Similarly, Kuyuni, Desal and Sharma (2018) reported that there is no significant
influence of gender and years of experience on teacher’s self-efficacy.

Based on these studies, it can be seen that there are contradictory reports
on demographic variables in relation to level of confidence.” For instance,
Kuyuni, Desal and Sharma (2018) reported that, working experience does not
influence self-efficacy whereas Mahony’s (2016) study, reperted that working
experience influences self-efficacy. Also Loreman, Sharma.and Forlin (2013)
reported that, educational, qualification does not influence self-efficacy,
similarly, the results indicated that, edueational qualification has no significant
effect on level of confidence. On the other hand, the results contradict with
Kuyuni, Desai and Sharma’s (2018) findings since the current study showed
that, working experience has significant effect on the level of confidence. Based

on this finding, it can be said that, the level of confidence in the performance of
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roles may be influenced by certain circumstances in the field of work since the
results showed that, SENCOs level of confidence vary within certain year
brackets and is also based on the specific roles being performed. This finding is
unique to studies conducted on SENCOs.
Difference in the Concerns of SENCOs

From the multivariate results, at the level of interaction, there is a
significant effect of gender and working experience on the linear combination
of the concerns of SENCOs in the implementation of IE. For the main effect,
educational qualification has significant effect on the concerns of SENCOs in
the implementation of IE. Also, working experience has significant effect on the
concernssof SENCOs in.thesimplementation of lE:The univariate results
showed that, at the level of interaction, there is no significant effect at two and
three levels. However, for the main effect; thereswas significant effect of
warking experience on the concerns of SENCOs. This means that, there are
differences in the working experiences of SENCOs based the on specific
concerns; classroom-related ‘concerns (CLRC), school-related concerns
(SCRC), selfsrelated concerns (SERC), academigachievement-related concerns
(AARC) and management related concerns (MARC).. Hence, the null
hypothesis was rejected.

From the results, SENCOs with.1-5 and 6-10 years working experience
are more concerned than SENCOs with 11-15 years of working experience with
regards to CLRC, SCRC AARC and MACT. This means that, the SENCOs in
the first ten years of working experiences are concerned about challenges in the

implementation of IE at the classroom, school and management level.
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Additionally, they are more concerned about the academic achievement of
children with SEN. This result may be due to the fact that SENCOs in that range
are quite young in the profession and embark on regular monitoring so they have
the opportunity to witness challenges at the classroom level and at the school
level. Besides, the results on the differences in the roles of SENCOs showed
that, SENCOs in the first five years perform better in collaborating with
educators and external agencies (CEEA) (see p. 213). It is therefore likely that,
the SENCOs within the first five years of working experience have regular
interaction with the school and are privy to the challenges in the classroom and
the school. More so, the quantitative results (descriptive analysis) and the
qualitative results showed thatyinterms of AARC, theimost concern of SENCOs
Is overburdened workload. Therefore, if SENCOs in the first ten years are more
concerned;.then, .t is likely that they are worried-about their overwhelming
warkload. It is also likely that, SENCOs with longer working experience have
adjusted:to the workload with time and are no longerworried, ‘but those with
lesser working experience are yet to adjust with the workload. From Table 26,
itcan be seenithat, SENCOs with 1-5 years working experience have the highest
mean, followed by 6-10 years working experience. However, SENCOs with 11-
15 years of working experience.are least.concerned about the AARC, it is
therefore likely that they may be least.concerned about the workload. On the
contrary, SENCOs with 16-20 years working experience are more worried than
SENCOs with 11-15 years of working experience with regard to AARC. It can
be argued that, with time they are concerned that they are not adequately

motivated in spite of their workload (Varma, 2018). SENCOs within the first
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ten years of working experience are more concerned about MARC. From the
quantitative results (descriptive analysis) the SENCOs were concerned most
about insufficient training followed by unclarified roles in the implementation
of IE. It can therefore be deduced that, SENCOs within the first ten years of
working experience are eager to upgrade their knowledge and perform better to
help children with SEN in IE. SENCOs with 11-15 years of working experience
may not be bothered because they may have received mare training to help them
cope with their work. Besides SENCOs within 11-15 years of working
experience may have become abreast with the work schedule and are not
bothered about how to go about their duties. Also with regards to self-related
concernsy(SERC) SENCOs-with:6-10 years expressedrhigh SERC. The main
concern based on the guantitative data (descriptive analysis) had to do with
collaborating with parents of children with"SEN. Even though, results on the
differences in their roles suggest that, SENCOs within 6-10 years are able
performitheir roles well as compared to 11-15 years weorking experience and 16-
20 years working experience, they are more concerned in performing this role.
Itis likely that, they engage more with parents of children with SEN but are not
getting.the feedback they want from them, hence, their concern. Besides the
qualitative results. revealed, that,»SENCOs~are worried about the negative
attitude of parents towards their children with SEN, it is therefore likely that,
they are not able'to collaborate with'them effectively.

From Table 26, the observation made is that, SENCOs with1-5 years
working experience and 6-10 years working experience are more concerned

than 11-15 working experience and 16-20 working years with regards to all the
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concerns, even though, 1-5 years of working experience were more concerned
than 6-10 years of working experience with regards to AARC, the difference is
not significant. This could be the justification for the low confidence of
SENCOs in the first ten years since SENCOs within the first ten years of
working experience are more concerned than the later years.

Another observation made from this is that (see Table 26) SENCOs with
16-20 years working experience are more concerned than those with 11-15 years
working experience, this could also be the reason for the decrease in the level
of confidence within those with 16-20 years of working experience. It can be
concluded that, SENCOs with 6-10 years working experience are most
concerned.about the challengessin.the implementation'of IE: Again, this is a
novel finding in studies conducted on' SENCOs in the implementation of IE.

However,/Yadav, Das, Sharma and Tiwari ‘s (2015) study on teachers’
concern in‘the implementation of IE showed that, female teachers had a greater
mean seore of 35.36 whereas male teachers ‘had a.mean score of 33.39, this
means that, female teachers were more concerned than male teachers, even
though, the result is not significant. Their study further indicated there is no
significant difference in teachers’ concerns baseds on' their educational
qualification. Contrary to the previous study.conducted by Yadav, Das, Sharma
and Tiwari’s (2015),.the current study-showed that, educational qualification
has a significant effect on the concerns of SENCOs. In addition, even though
their study indicated that teachers' concern reduces based on the length of
teaching experience, thus, as their experiences increase, their concerns also

declined, the findings revealed that the difference is not significant. Similarly,
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Yan and Deng (2018) reported that teachers with longer years of working
experience were less concerned than teachers with lower years of working
experience. The studies conducted by Yadav, Das, Sharma and Tiwari’s (2015)
and Yan and Deng (2018) confirm the findings of this study, however, there is
another dimension, thus, the decrease in the concerns may not be static
throughout the length of working experience. The concerns can increase again
over some period as seen in the current study that 16-20 years working
experience are more concerned than 11-15 years working experience. This
finding has given additional dimension to demographic analysis of concerns in
the field of education.
Influence,of SENCOs’_Levelvof Knowledge, Level of Confidence and
Concerns

The results showed that, SENCOs’ level of knowledge, confidence and
concerns influenced their performance of their roles in the implementation of
IE in'sehools. From the results, there is a statisticallyssignificant influence of
level of knowledge, level of confidence and concerns on the roles of SENCOs
In.IE, hence,the null hypothesiswas rejected. This means that, for the SENCOs
to be able to perform their roles inIE, they will need to be knowledgeable as
well as confidentin playing.aboutsher or hiswrolesiin IE. This implies that there
should be'econstant training or refresher.courses to keep them updated about their
roles and to sustain their level of confidence in playing their roles in the
implementation of IE. Several studies showed that, if teachers are given constant
training in the implementation of IE, it can improve their self-efficacy (e.g.,

Ahsan, Sharma & Deppeler, 2012; Das, Kuyini, & Desai, 2013; Loreman,

313



Sharma, & Forlin, 2013). This also calls for certain qualities such as love,
empathy, enthusiasm, commitment, passion among others in handling children
with SEN to help drive their level of confidence in IE. According to Hussein
and Al-Quaryouti (2014), teachers with high self-efficacy showed commitment,
empathy and enthusiasm. Rosen-Webb (2011) reported that empathy and
sympathy are important qualities for the SENCO in helping children with SEN
to achieve their potential.

Additionally, the findings suggested that, the concerns that SENCOs
have can influence their role performance, if the SENCOs are faced with
challenges in the implementation of IE, it can have a negative influence on their
role performance. However;«thesresults further revealed that, the highest
predictor was the level of confidence and the least predictor was their concerns.
The concerns being a least predictor in the performance of their roles could
mean that, the SENCOs have overlooked the many challenges they have and are
more foeused in‘helping children with SEN and ensuring the implementation of
IE. The level of confidence being the highest predictor could mean that, if their
level of confidence is low, they may not be able'to play their roles well in IE.
This means that the SENCOs will'need to be motivated to booest their confidence
to play theirrolesswell. This.findingis new to'studies conducted on SENCOs in
the implementation of IE.

Based on'the analysis of the hypotheses, it can be concluded that, gender,
educational qualification and working experience has a significant effect on the
level of knowledge, the roles, level of confidence and the concerns of SENCOs

in the implementation of IE. However, from the results, in terms of the three
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demographic variations, working experience has a major effect in their level of
knowledge, performance of their roles, level of confidence and concerns.
Lending support to the assertion of MacBeath, Galton, Steward, MacBeath, and
Paige (2006) the working experiences of the SENCOs influence their role

performance, however, the working experience does not only influence their

roles and their
he findings are

e international
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CHAPTER FIVE
SUMMARY, CONCLUSION AND RECOMMENDATIONS
Introduction
The chapter presents the summary of the study, major contributions to

knowledge, conclusions that were drawn from the findings, recommendations,

cational Needs

and concerns

pecifically, g ge i ili e study. Equal

ative phases of the study. A
quantitative ereas 15 of them

n from the three

had gone through a process to ensure its reliability and validity (see chapter 3,
p125-126). The items on the concerns were adapted from Yadav, Das, Sharma

and Tiwari’s (2015). The study was guided by five research questions and five
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hypotheses. Statistical procedures used for the data analysis were descriptive
statistics; frequencies and percentages, means and standard deviations and
factorial ANOVA, factorial MANOVA and multiple linear regression for the

inferential statistics.

Key Findings

d for the study,
roles in the

hese roles are:
aborating with
accommodation,
with internal and
engaging in
), teaching
oni i acquiring

nologies school to

0 : sues and supporting
> (L e study provided

e are; making referral,

placement, making home
visitations, and counselling parents.
3. SENCOs considered some roles as important in the implementation of IE.

These roles are: screening for identification of children with SEN; ensuring

317



the implementation of IE in schools; collaborating with parents of children
with SEN; making accommodations in examination; ensuring conducive
school environment; engaging in regular visits to schools; monitoring IE
practices in schools; evaluating the performance of children with SEN and

training teachers, updating the files of children with SEN and engaging in

equipment

leaders)
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vi. Parental related (negative attitude of parents, poor parental
involvement, stigmatisation, poverty and inadequate preparation of
parents towards IE)

vii.  Professional related (poor collaboration and inadequate professionals)

6. There was a statistically significant difference in the level of knowledge of

ender, working

SENCOs in the

experience and

f confidence of

oles and characteristics in the
implementation of IE was derived from the tested hypotheses. This is presented

in Figure 6.
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Implementation of Inclusive Education

ﬁ

Roles of SENCOs

A A A

Confidence Concerns

Demographics

Working Experience

=

owledge, roles,
. Even though the
ion all the
d from the
ed by their

n, hence, the

literature on IE and specifically SENCOs have been highlighted in terms of

contribution to literature on IE, methodology, policy and SENCO’s roles.
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Contributions to Literature on IE

The focus of IE is to ensure that children with and without SEN are
educated in the same classroom environment. Besides, for IE to be effective, it
depends on the roles of SENCOs, teachers and parents. Based on the literature

reviewed, much attention had been paid to teachers and parents both

pective and the
ledge, level of
this study has

t of the studies

appears that na

NOBIS

knowledge, level o oncerns on their roles. This study has

contributed to the body of knowledge on IE.
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Contributions to Methodology Used in Studies on SENCOs

The mixed method approach used in investigating the roles of SENCOs
is limited in international literature and the first of its kind in Ghana. For
instance, the questionnaire used in the collection of data can be used by other

researchers in conducting a study of this kind since such questionnaires on

the best of my

is also rare to

e existence of a

eir roles in the

tation of IE. This study
has revealed how M 9 B#‘ 5 In the implementation of IE. This
can guide other SENCOs in performing their roles in the implementation of IE.
This will lead to better service provisions for children with SEN in the

implementation of IE.
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Conclusions

Based on the findings of this study, it can be concluded that SENCOs
are knowledgeable about their roles in the implementation of IE. Also, from the
findings, roles such as screening for identification, monitoring IE practices in

schools, engaging in regular visit to schools, training teachers, collaborating

he SENCOs in
ed well, it can
SEN and the
s are faced with

assion towards

post more SENCOs to assist schools in the implementation of IE to reduce

the workload of the few SENCOs.
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2. The GES and the Special Education Division (SpED) of Ghana should
organise more sensitisation programmes for Head teachers and Directors of
Education to equip them with additional knowledge to help them gain better

understanding about the SENCO role and IE to reduce the poor perception

held by most of the educational leaders about inclusive practices.

mplementation

al platforms to
cational heads,
eek their help in

ation that exists

parents, teachers and the

7. The MoE should liaise with universities such as; the University of Cape
Coast and the University of Education, Winneba to train more special

education teachers to support the implementation of IE.
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8. The MOoE should liaise with universities like the University of Cape Coast
and the University of Education so that list of students who complete
programmes in special education can be sent to the MoE for them to be

appointed as SENCOs to increase the number of SENCOs on the field to

reduce their workload.

ces to develop
k financial help
since the study

of the SENCO

will ensure confidentiality and privacy in the assessment process and also
help in proper storage of information on children for the purpose of tracking

their records and progress.
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13. The MoE should strengthen collaboration with Ministry of Health, Ministry
of Gender, Social Welfare and Children’s protection, University of Cape
Coast, University of Education, University of Ghana among others to seek
the help of professionals in medicine, education and psychology to help the

national assessment centre. This will help children with SEN have a

reveal that the

hrofessionals to be upport children

to ensure that

elp the effective
ost heads have

ith SEN and the

rights of parents and children with SEN through due process. Also, it will

give them the mandate to ensure that schools do not reject children with
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SEN from the IE setting based on their disabilities. It will also strengthen
their roles to ensure the implementation of IE.

2. The MoE in collaboration with GES should design a handbook with a
reconceptualisation of the roles of SENCOs in the implementation of IE,

this will help SENCOs who were appointed in the pre IE policy era to be

bodies to keep

d how it can be

Service should

cticing IE on the

supporting

S Sizes are

m in the implementation

Suggestions for Further Research
The findings and limitations of the present study revealed several avenues for

future researchers to investigate the following:
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1. The study was carried out in three regions in the southern part of Ghana,
namely: Greater Accra, Eastern and Central region; further research could
be carried out in other regions to ascertain what pertains there.

2. Inthis study, the roles of the SENCOs in IE were viewed through their own

perception. However, a study can be conducted with both SENCOs and

> the perception

yroader view of

variations such
fluence of the

raphic variation.on i indi ested that there

ation between parents and
SENCOs and 5 in |E.
6. A study should be conducted in Ghana on the collaborative roles of

SENCO:s in the implementation of IE, this will highlight how the SENCOs
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collaborate in the implementation of IE and strengthen the need for
collaboration in IE.
7. A study should be conducted on the educational leader’s perception about

the roles of SENCOs and School Improvement Support Officers (SISOSs)

in the implementation of IE because the findings suggest that the SISOSs

ecommend that

sive setting.
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Volta Region

Dear Sir/Madam,
LETTER OF INTRODUCTION

Please, we write to introduce Ms Martha-Pearl Okai, a Ph.D. candidate at the Department of
Education and Psychology, Faculty of Educational Foundations, University of Cape Coast. She is
undertaking a research titled: Roles of Special Educational Needs Co-Ordinators in the
Implementation of Inclusive Education in Basic Schools in Southern Ghana.

She has expressed interest in using the Region for pilot testing. We are kindly asking that you grant
her all the assistance she needs. We assure you that, any information given to her will be treated

with utmost confidentiality.

Counting on your unreserved support.

Thank you.

Yours faithfully, D ~
— Y F.aA & nmoub

....................... QPe O

Dr. Mark O. Ampo g% OO

Head of Department.

L4
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APPENDIX E: INTRODUCTORY LETTER (WESTERN REGION)

UNIVERSITY OF CAPE COAST

COLLEGE OF EDUCATION STUDIES
FACULTY OF EDUCATIONAL FOUNDATIONS

DEPARTMENT OF EDUCATION AND PSYCHOLOGY t

Telephone: 0332091697
Ematl:dep@ucc.edu.gh

UNIVERSITY POST OFFICE
CAPE COAST, GHANA

Qur Ref:

Your Ref: 1% February, 2021.

The Director
Ghana Education Service
Western Region

Dear Sir/Madam,
LETTER OF INTRODUCTION

Please, we write to introduce Ms Martha-Pearl Okai, a Ph.D. candidate at the Department of
Education and Psychology, Faculty of Educational Foundations, University of Cape Coast. She is
undertaking a research titled: Roles of Special Educational Needs Co-Ordinators in the
Implementation of Inclusive Education in Basic Schools in Southern Ghana.

She has expressed interest in using the Region for pilot testing. We are kindly asking that you grant
her all the assistance she needs. We assure you that, any information given to her will be treated
with utmost confidentiality.

Counting on your unreserved support.

Thank you.

Yours faithfully, ; oS &

Dr. Mark O. Ampo
Head of Depamﬁwﬂﬁ f&‘
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APPENDIX F: QUANTITATIVE RESEARCH INSTRUMENT

UNIVERSITY OF CAPE COAST
COLLEGE OF EDUCATION STUDIES
FACULTY OF EDUCATIONAL FOUNDATIONS
DEPARTMENT OF EDUCATION AND PSYCHOLOGY

RESEARCH TOPIC: ROLES OF SPECIAL EDUCATIONAL NEEDS CO-
ORDINATORS (SENCOS) IN INCLUSIVE EDUCATION
QUESTIONNAIRE

The researcher aims to investigate the roles of SENCOs in the implementation
of inclusive education in southern Ghana. | will be very grateful if you would
participate in this study. Your participation in this study is voluntary and you
can choose to withdraw at any time if you want to do so. The study is purely for
academic purpose and the information you provide will be treated confidential.

PART A: Demographic Information
Instruction: Please, tick (V) the appropriate response
1. Gender: Male [] Female []
2. Educational Qualification: Diploma[] Degree [] Masters [ ]
Any other qualification? (Please Specify) v,
3. What is your rank in Ghana Education Serviee? ............................
4. How many years have you beena SENCO? .....................coeivnn.

PART B: Knowledge of SENCOsin Inclusive Education
Instruction

Please, indicate your response by ticking (\) YES or NO.

By SEN, I mean children with Special Educational Needs
S/N | Statement | YES | NO

SENCOQs:should

1. | ensure the implementation of inclusive education-in

schools.

update the files of children with-SEN.

monitor the progress of children with SEN.

evaluate the progress of children with SEN.

assist Inthe educational placement of children with

SEN.

6. | prepare the activities teachers need in teaching

children with SEN.

7. | teach children with SEN.

8. | engage in identification of children with SEN.

9. | write Individual Education Plan (IEP).
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10.

inform parents about the progress of children with
SEN.

11.

engage in regular visits to schools.

12.

collaborate with parents of children with disabilities.

13.

collaborate with parents of children without
disabilities.

14.

discuss with teachers the condition of each child with
SEN in order to make the right decisions.

s

train teachers to work with children with SEN.

16.

participate in Parent Teacher Association (PTA)
meeting on issues concerning children with SEN.

17.

make sure the school acquires appropriate teaching
and learning resources (e.g., assistive resources).

18.

ensure the School-Based Assessment includes the 1EP.

19.

ensure the school provides additional time for children
with SEN to complete assignments and examinations.

20.

make a conscious effort to identify the categories of
children with disabilities in,schools.

21.

hold regular meetings with the school to ensure the
school adheres to Inclusive practices.

22.

hold Parent-Teacher Association (PTA) meetings on
school performance targets.

23.

collaborate with the school to organise public
education and _sensitisation for parents and the
community on SEN.

24,

ensure teachers provide alternative assessment for
children with. SEN.

25.

provide importantuinformation aboutschildren with
SEN’siperformance to the District inclusive edueation
team.

26.

ensure teachers’ complete sc¢hool registers indicating
the diverse learning=needs in the«classroom.

27,

ensure a conducive school environment.

28.

assist teachers in adapting the curriculum.

29.

contribute to the in-service training of teachers.

30.

asses children with SEN.

31.

supervise IE practices in schools.

32.

evaluate IE practices in schools.

33.

ensure all schools in the district are practicing IE.

34.

keep records on children with SEN.
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PART C: Roles of SENCOs in Inclusive Education
Instruction

S/IN | Statement [1]2]3]4

Teaching, teacher and administrative support

1. | I update the files of children with SEN.

2. | | prepare the activities teachers need in teaching
children with SEN.

3. | I teach children with SEN.

4. | 1"inform regional co-ordinators about the progress of
children with SEN.

5. | | organise in-service training of teachers.

6. | | assist teachers in adapting the curriculum.

7. | I hold Parent-Teacher Association (PTA) meetings on
school performance targets.

Manage the implementation of IE

8.1 engage in regular visits to schools.

9. | I monitor IE practices in schools.

10.| I'train teachers to work with children with SEN.

11.. | collaborate with the school”to organise.public
education and sensitisation for the .community on
SEN.

12.| | ensure teachers provide alternative assessment for
children with SEN.

13.| | evaluate the performance of children'with SEN.

14. "1 make sure the school acquires appropriate teaching
and learning resources (e.gs assistive resources).

Screening for,identification

15.| | make a'conscious effort to identify the categories of
children with-SEN.

Collaborate with parents..of children with SEN and assessment
accommodation

16.| | inform parents about the progress of children with
SEN.

17.] I ensure the implementation of inclusive education in
schools.

18.| I collaborate with parents of children with disabilities.

19./ I ensure the school provides additional time for
children with SEN to complete assignments and
examinations.
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Ensure a conducive school environment

20.| I hold regular meetings with the school to ensure the
school adheres to inclusive practices.

21.| | ensure a conducive school environment.
Collaborate with educators and external agencies

22.1 | provide important information on children with

SEN’s performance to the District Inclusive Education
team.

on the roles of
3; and 4. The
) 3. (Often) 4.
() the number
these roles.

SENCOs in inclusive education on a four-point scale of 1; 2
nd for the

from the above.
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PART D: Confidence of SENCOs in Role Performance

Instruction manage
This table consists of statements on your confidence level in playing your roles
as a SENCO on a four-point scale of 1; 2; 3; and 4. The figures numbers stand
for the following: 1. (Very low) 2. (Low) 3. (High) 4. (Very High). For each of
the statement, please indicate with a tick () the level of confidence you have
in performing these roles.
SIN | Statement e [2]3 |4
Managerial, administrative and collaborative task

1. | I feel confident in ensuring the implementation of IE
in designated schools.
2. | | can confidently assess children with SEN.
| confidently monitor IE practices
4. | I can confidently provide information to educators
on the progress of children with SEN.
5. | I confidently collaborate with parents of children
with disabilities.
6. | | feel confident evaluating the performance of
children with SEN.
7..| |1 feel confident when providing information.to
parents /about the progress of their children with
SEN.
Teacher support

8. |l _feel confident when monitoring the progress of
children with SEN.
9. |l am confident in taking decision concerning the
educational placement of children with SEN.
10] I confidently_prepare the activities teachers need.in
teaching children with SEN.
11} b can_confidently hold regular meetings with-the
school to-ensure the.school adheresto IE practices.
12| | feel confident in assisting teachers in adapting the
curriculum.

13/ I confidently supervise IE practices.
Ensuring a conducive school environment and screening for

identification

14/ 1 am confident in training teachers to work with
children with SEN.
15/ 1 am confident in identifying the categories of
children with disabilities in schools.

e
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16,

I can confidently supervise teachers on alternative
assessment for children with SEN.

17,

| ensure a conducive school environment.

PART E: Concerns of SENCOs in Implementing Inclusive Education
Instruction
Below is a table to be completed. It consists of statement on the concerns you
have in implementing IE three-point scale of 1; 2 and 3. The numbers stand for
the following: 0. (Not at all concerned) 1. (A little concerned) 2. (moderately
concerned) 3. (extremely concerned). For each of the statement, please
indicate with a tick (V) the number that best corresponds to your level of

concern

in implementing IE.

SIN |

Statement

[of1]2]3

Classroom-Related Concerns

1. | Itis difficult to give equal opportunities to all children
in an inclusive school.

2.1t is difficult to maintain.discipline in schoalss

3. | I am not proficient in supervising the use of special
devices and equipment used by children with special
education.needs.

4. | Children with SEN are not accepted-by children

without SEN in the school.

School-Related Concerns

5. The schools do not have enough funding for
implementing IE successfully.

6. | There is inadequate para-professional staff available
to support children with™ SEN (e:g., speech
pathologist, physiotherapist, OT).

7| The schools have difficulty Iin° accommodating
children with various SEN because of inappropriate
infrastructure (for;e.g., architectural barriers).

8.| The schools have inadequate special educators to
support teaching:

Self-Related Concerns

9.|1 do not have knowledge and skills required to
supervise teachers in teaching children with special
education needs.

10] | have difficulty promoting the use of appropriate

teaching strategies and class environment that

enhance the learning of children with SEN.
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11} I am not competent enough to supervise teachers to
use multi-sensory approach for children with varied
educational needs.

12/ 1 am not able to work with parents in the
implementation of IE.

13/ I am not able to communicate effectively with the
teachers.

14/ 1 am not able to communicate effectively with the
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APPENDIX G: QUALITATIVE RESEARCH INSTRUMENT

UNIVERSITY OF CAPE COAST
COLLEGE OF EDUCATION STUDIES
FACULTY OF EDUCATIONAL FOUNDATIONS
DEPARTMENT OF EDUCATION AND PSYCHOLOGY

INTERVIEW GUIDE ON ROLES OF SENCOs IN THE
IMPLEMENTATION OF INCLUSIVE EDUCATION

SECTION A: BACKGROUND INFORMATION
1. Please what is your educational qualification?
2. Please tell me your rank in Ghana Education Service
3. Please how long have been a SENCO?

Instruction: please | want you to listen carefully to some statements about
implementing IE based on what you do and experience in your district.
Please there is no right or wrong answers.

SECTION B: ROLES OF SENCOS
1. Please isthe SENCO role by appointment or through application?
a. If it'is through application, please kindly describe the process
you went through to be appointed
b. If it is through appointment, please kindly describe what led to
the appointment
2. Please does the appointment letter provide.adescription.of your roles?
a. If yes, please kindly tell me some of the roles
b.. If no, do you have any decument that spells out your role (e.g.
like head teachers hand book)
= If yes, please kindly.tell me some_ of the.roles stated in
the document
ii. Ifno, how did.you get to.know your roles? (if the person
indicates«through training then ignore question 3, and
ask some of the main issues in the training programme,
if the person does not indicate through training, follow
up with question 3)
3. Please have you received any training after taken this role?
a. If yes, how many times
b. Please kindly tell me what the training programmes usually
focus on?
4. Please are you assigned any other role apart from the SENCO role?
a. Ifyes, kindly tell me what you do apart from the SENCO’s role
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b. If no, please have you heard about other colleagues who perform
other duties outside the SENCO role?

5. How many children with SEN do you have in your district?
a. How many males and females do you have?
b. Please kindly tell some of the categories of children with SEN in
your District
6. What specific things do you do to implement IE in schools?
Are your roles directly supervised by the regional co-ordinator?
8. Is there any collaboration between the regional co-ordinator and
yourself?
a. If yes, please briefly describe what goes into the collaboration
b. If no, do you think collaboration between the district co-
ordinator and the regional co-ordinator is necessary?
1. Please kindly give reasons for your response
SECTION C: KNOWLEDGE ON ROLES
1. Please what roles are you expected to play to make IE effective?
2...Please which of these would you consider most impertant?
SECTION D:PERFORMANCE OF THEIR.ROLES
1. Deseribe how you identify children with SEN in you district (Probe for
assessment techniques)
2. Do you organise screening in the schools intyour district?
a. If yes, please how do you go about i1t?
3. Please do you play any role in screening pupils before enrolment in
Kindergarten your district?
a..Ifiyes, how do you go about it?
b. If no, please who is responsible for that role?
4. Please kindly describe the strategies you use in" creating public
awareness on disability issues?
5.. Please deseribe what you do to support the head teachers inyour district
to effectively implement IE
6. Please describe what you do«to supportteachers to handle children with
SEN in the classroom.
7. Please describe what you do to.support parents of children with SEN in
your district.

o

SECTION D: CONFIDENCE
1. Please are you confident in the roles you play?
a. If yes, why do you say that?
i. Please what specific roles are you confident in playing
b. If no, why do you say that?
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i. Please what specific roles are you not confident in
playing
SECTION E: CHALLENGES
1. Please what challenges do you face in performing your duties
2. What have you done to overcome the challenges in playing your roles
3. Please describe the challenges in the implementation of IE in your
district
4. Are authorities aware of those challenges

your district?
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APPENDIX H: INFORMED CONSENT FORM

This is an informed consent form for a research project on Roles of Special

Educational Needs Co-ordinators in the implementation of inclusive
education in Basic schools in Southern Ghana.

SN DESCRIPTION v

1 | My participation in this project is voluntary. | understand that |
will not be paid for my participation.

clearly
ation of

and an
will be
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APPENDIX I: TRANSCRIBED INTERVIEW (SENCO 3)

Interviewer:

Interviewee:

Interviewee:
Interviewer:

Interviewee:
Interviewer:

Interviewee:
Interviewer:
Interviewee:
Interviewer:
Interviewee:
Interviewer:
Interviewee:
Interviewer:
Interviewee:
Interviewer:
Interviewee:

DURATION OF INTERVIEW: 57 minutes
Good morning Sir, my name is Martha-Pearl and | am
conducting a study on roles of Special Educational Need
Coordinators (SENCOs) in the Implementation of Inclusive
Education. | want to know your roles and duties and
responsibilities as far as. inclusive education.is concerned, find
out some of the challenges you may have as far as your roles and
the implementation of IE is concerned. | am special educator
myself. | have practiced it for a very long time, the only
difference is that am not with the Ghana Education Service, so
please feel free and let’s interact, there are no right or wrong
answers. Whatever we discuss is strictly confidential, 1 will be
saving this data for a maximum of five years under strict
confidentiality. After the findings | hope to bring a four-page
summary to your district. Please welcome to our interaction.
Thank yeu Madam
Interviewer:  Sirplease do you agree that there wouldn’t be any
monetary gain for participating in the study?
| agree
Do you also agree that | record this conversation and also make
note out of the conversation?
Very much in agreement
I ' will need about 45 minutes of yourtime depending on how we
interact
Ok
Please, what’s your educational qualification?
First.degree
What is your rank in GES?
Assistant:Director 2
How long have.you been aalSENCO?
For the past 8 years
How did you get this role, was it by appointment or you applied?
Itwas an appointment
So how were you appointed?
After my first degree from UEW, [ was posted to a district I don’t
want to mention the name as a special education resource teacher
in the classroom for a cluster of schools where | assist learners
of disability to catch up with the “norm”. After 6 months, the
district was created and after the district was created, with my
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:
Interviewee:

Interviewer:

hard work my special education coordinator recommended me
to get to the other district as the sped coordinator over there, so
there | was given my appointment letter and | have to move to
the new district created and | became the sped coordinator there.
It all started in 2013 and I’ve been on that position from 2013 till
now, that’s how it happened.

When you were appointed, were you given any hard document
that spelt your roles in the implementation of Inclusive
Education, thus IE?

After our appointment, | was given a letter of appointment and
the roles were clearly specified and then I was following those
roles.

What roles are you expected to play based on your appointment
letter?

They are a lot and that is what am currently doing

Sir please kindly describe the roles based on what you do

I do screening of children in order to identify children with
special needs and then referral of learners.with special needs
either to the assessment.centre.or to the hospital or medical
assistant and I monttor activities in the schools and provide in-
class support services that'is being in the classroom to support
learners with disability or special needs during lessons and then
visit homes to encourage parents who have children with special
needs, then also managing and assisting learners who are using
assistive devices and how to take care of them and then when
they are in need of such assistive devices | refer.them to.get one
and | also do remedial teaching after the main teaching, we do
remedial teaching for learnerswith special needs to also capture.
Most importantly I train teachers.on special educational issues in
order for them to have knowledge and when I’'mnot around, they
can implement it to assist learners with disability and the last one
hwill talksabout is examination‘adaptation that is ensuring that
exams are adapted to suit their needs. Also, | alert WAEC on
special.needs issue in order to give special attention and needs to
learners who will be writing the BECE for example printing their
questions in both prints and providing them with extra time for
them to work. Another thing | forgot since my district is a
UNICEF sponsored district | collaborate with them to see what
we can do to let inclusive education work in my district. I think
that is the main thing I do for now.

After taking this role as a SENCO have you been receiving
training programmes to enhance your knowledge and skills?
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Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Yes, | remember the regional special education coordinator do
organize some training for we the coordinators in the region and
| happen to attend an inclusive education organized by the
British council which was held in their premises, | remember that
one, there was visual impairment training and there was an
autism management which was also organized by the
coordination through the assistance of American Autism Society
who came down to have a training with us and also ID
management strategies and some couple of training, | will say
about 6 kind of different training within the 8 years but we still
need more

So basically, the training programs, what has always been the
focus? Are there main focus or.agenda in most of training, is it
tailored in a particular direction especially directed towards the
implementation of inclusive education?

Most of the time, the training was focused on the special school,
but the British one was broad and it cuts across. For specific one
on implementation of inclusive education l.ean’t remember.

Do you'think you will 'need meore training than what you are
receiving now?

I think so, we need more than we had and | think it should go
with certificates to prove. With the previous training, only 2
came with certificates and the rest were workshops without any
certificate to proof. And | think it should focus more on the
implementation of IE.

Apart from you being called a SENCO, are you playing any other
role, are you entrusted with other roles because some of your
colleagues have some additional roles like girl'child educators.
There is no specific. additional role but then if there is a
coordinator to play in the office and the coordinator is not
around, director just gives directives and we take up but it is not
specific but.we play.other roles-indirectly

But have you heard that some of your colleagues have additional
responsibilities aside the. SENCO role?

Not really the only thing | know is most of our colleagues after
some time, they are given different roles and then the SENCO is
taken off so they divert and it worries me a lot.

If they divert and get other roles don’t you think it may have the
implementation of IE, looking at the limited number, do you
think it’s ok, the number of SENCOs now is ok to manage?

No, it affects us because some of our colleagues, the districts that
are closer to us, we sometimes collaborate and work together and
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

we seek ideas from them and before we realise, they’ve been
moved from SENCO to circuit supervisor and that one is
abandoned and it makes the work difficult. I know of a district
who has converted their special education resource teachers to
classroom teachers when you get to that district there is no single
resource teacher in the cluster of schools to assist, | feel is not
right and the directors don’t see the importance of special
educators, when they see them as special resource teachers, they
feel it’s a waste and because they lack teachers, they have to use
them in the classroom. As | speak my district Is very broad, I
have 6 circuits widely spread and | have special education
teacher and that one | had to fight the regional coordinator before
| can could get him. | alone moving from school to school is
worrying

So how many children with SEN | mean special education needs
do you have in your district?

The number is increasing daily, it’s over 200

Are you the only one managing the whole. district?

Yes, and they all need special attention, Its worrying

So how many males and females doyou have currently in your
distriet

| have about 122 females, and | have about 78 males

So basically, what categories of SEN do you have in your
district?

I'have visual impairment which is the highest number and most
of the children are with only one.eye, then we_come to.hearing
impairment that one is minimal, then the intellectual disability
and | alse_have the physical disabilities which'is manageable. |
don’t want to talk about the challenges now

Apart from what you said earlier are there other roles you want
to add?

What I’vesidentifiedsin practicing.is collaboration with parents
and sensitization to parents with sped needs especially during
PTA meetings so working with the parents, I'm getting more
results than working in.isolation with the children only in school
so that was my focus, going to the homes, meeting the parents
and working with the parents, I’m achieving more than working
in the school with children alone.

Are you trying to say that collaboration is very important in the
SENCO role?

Yeah
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Interviewer:

Interviewee:

Interviewer:

Interviewee:
Interviewer:

Interviewee:

Interviewer:

Interviewee:

So | wanted to find out from you based on the roles you perform,
are you directly supervised by the regional coordinator, do you
go to him or her or he or she comes to you, is there any direct
supervision or coordination or collaboration with the Regional
coordinator

Yeah, there is direct supervision and coordination by them, there
is also supervision at my district level where my Head of
Department do supervise me well but sometimes the regional
coordinator too comes to direct or supervise and collaborate with
me. | remember when | organize in service training for teachers
on SPED, he is around and supported me to do the workshop
when there is screening, he comes around and support me, |
always invite him and most.of the time he honours my invitation
and that is the collaboration

You talked about the Head of Department; Do you have a
District Inclusive Education Team?

There is nothing like that, I am even hearing it for the first time
As a SENCO, what are some of the roles.you are expected to
play to make Inclusive Education effective?

| think training teachers and screening will be the things that |
will say should be first because you need to identify the children
first and you need to provide in.classsupport service and monitor
the SPED activities for example you cannot be in the school all
the time therefore when the teachers are trained, they are to
implement sped techniques, you go and.monitor their activities
and see whether they are playing.or implementing the.roles on
what they were taught and also planning IEP for the child and
then setting a goal in a period and after that you need to measure
if you’ve achieved those goals to improve the child’s standard.
So:those are the roles I think:l'am to play

With'the duties you have spelt, is there.any one that you deem as
the most important ora key rolefor.the SENCO role?

Yes, I've identified some major ones that is very key that is
screening that’s identification, then like I said training of the
teachers because the teachers are always with them. | only go
there to monitor and see if they are doing the right thing so if the
teachers do not know what should be done for the child then who
will even give me information? | think where the child can get
the needed assistance that’s the referral. Some of them will be
beyond me, you have to be referred to the National Assessment
centre especially for the school placement because what | know
about inclusive education is that, is not all the conditions that can
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Interviewer:

Interviewee:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

suit our public schools, the mild and moderate can be managed
in our public school whiles the severe and profound because of
lack of special educators can be taken to special school let me
cite an example, a child who is totally blind and in our public
basic school, there is no single teacher who can teach a braille ,
it’s better that child is taken to the school of the blind which is a
special school and that child when in the public school will not
benefit so when we see such condition, we will refer the National
Assessment Centre then after assessment they can do the right
school placement ...... collaboration with parents and
sensitization of parents with -children with SPED needs
especially during PTA meetings is also very important, | must
say that am achieving more work with parents than working in
the school with the children alone....... so I think those are the
major ones. They are very key.

So based on your roles, if you are asked how effective and well
do you know your roles, on a scale of low, medium, high, where
will you place yourself in terms of your level.of knowledge.

So far,'will not boast but.l will place myself high

Interviewer: Why?

Because | play my roles well and I know what to do and | have
the inclusive documents and there«is nothing in the document
beyond my control except issues beyond me that | will need to
refer for onward action so confidently looking at what I’m doing,
I can place myself high

You talked about the need to identify children with SEN which
IS very critical so in terms of identification of children with SEN,
how do you go about it.asa SENCQ in your district?

| do organise screening on school basis then. invite the special
education resource teacher to:assist. When'l get to the school we
look at the physical appearance that can'sometimes speak to you,
we do earsscreening.I' have an-otescope that we had a training
on it'at school"and we know how to use it then we screen for
hearing test then we do.eye screening using the Snellen chart that
can let you suspect it and | can say most of the time when we
suspect it means you have to go for check-up, most of the time,
it’s proven and then I have talked about the physical appearance,
the academic performance of the child also speaks to us

As you have already indicated that you do screening in the
district who is in charge of screening the children who enter
KG1because the IE policy requires children to be screened at that
level
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Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

We normally undergo this on my first day at school, but during
my first day at school because I’'m alone I will not be able to
capture all, I have over 50 schools in my district, but after my
first day at school, because | will not be able to capture all then
we begin to go from school to school but it takes time, sometimes
before we could conclude the year is over looking at how the
district and schools are scattered, that’s the problem. We are not
able to capture all the schools before another batch comes in.
But do you include any other ministry apart from the Ministry of
Education?

Yes, Ghana Health Service do collaborate with us but currently
they do their own thing without the knowledge of GES. First,
they move into the schools, sometimes | will be on normal
monitoring then | meet the Ghana Health Service doing
screening for the school children and I don’t even have any
knowledge on it and | find it difficult to join the team to do
anything

Shouldn’t there be a collaboration betweensthe educators and
those in‘health?

I think for GES, they are able to colfaborate but when Ghana
Health Service plan their activities and it is not known to us,
there is no way they can go with us;'| remember at the meeting
with GHS they brought a question that they were in a school to
screen them and the teachers were not allowing them so | asked
have you written to the GES director that you will be in that
school to carry out the screening? At least you could have written
to them, director could have a sped coordinator to accompany
you to the school and even write to.the head teacher that a team
is coming_for this and you would not be rejected. You didn’t
write to GES and now you are bringing a.complaint and | think
they learnt a there and I'know the next.one they will collaborate
with us.

You talked about sensitization; how do you go about it? How do
you create public_awareness in your district? Please kindly
describe how you create awareness in your district on IE and
disabilities.

I use four means, first, PTA, even with that you can’t get all the
parents | go to churches in the district on Sundays and we talk to
them and | also go to mosque for education and also the
community communication centre. With the help of the
assemblyman, they give me one hour and people call in and |
answer. So these are the four means I’ve been using
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:
Interviewee:
Interviewer:
Interviewee:

Interviewer:

Interviewee:

Based on our conversation, you handle quite a number of
schools, this means you work with head teachers, teachers and
parents. How do you support them in handling children with
SEN?

What to do is to train them for them to understand their condition
both the head teacher and the teacher and then sometimes you
are there physically to encourage them to do more. Those are the
two things we do for them.

The parents of children with SEN, are they supportive? Are they
free to describe their children’s condition to you, do they
understand your role as a SENCO?

Anytime | call them they are lovely, they welcome me, they
understand my explanations and they are ready to work with me.
It is fifty-fifty. Some immediately you explain, they take actions
and before you realise, the problems are getting solved, some too
are reluctant, they really neglect the children and sometimes, it
is because of poverty, they don’t have the means

Would say you are confident in playing all.these roles?

Yeah, very very confident

Why do you say you are very confident?

Whenyou are performing an activity and you know exactly what
to,do and the results are coming, the'confidence level go higher
pecause if | considered the number of children that have gone
through my hand and they are up and I’m seeing improvement
and they are climbing the academic ladder, | feel so happy and
proud and very confident especially those who.received special
attention from WAEC and they had good grades and had good
schoolsand they are in now performing, | feel so proud and even
cases that were early.identified and actions that were taken and
now the problems are solved; I feel so great. | remember a child
identified with low vision very early as class two, she is now in
JHS 1we“identified early, actions were taken she started using
glasses, she got'to JHS 1 and without the glasses she is ok and i
saw that early intervention has solved the problem and when i
see such a child why won’t I feel confident?

Thanks for the good elaboration about your roles. Please | want
to please find out if you have any challenges in playing your
roles.

Mainly my challenge is the lack of screening equipment, |
mentioned some equipment we used during screening, | had to
afford it by myself, you know the otoscope we use for the ear
screening is over 1000 Ghana cedis and | have to acquire it
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Interviewer:

Interviewee:

myself, it uses dry cell and anytime I go for screening I have to
buy the dry cells and the Snellen chart I think if GES is able to
provide... but they don’t. We have to look for it ourselves to use
in identifying the children. My second challenge is the
movement, my district schools are scattered and they are in the
villages, when they tell you those villages exist in greater Accra
region, you won’t believe it but very far away and we have to
move. | managed to buy motorbike for myself for easy
movement but always | have to buy fuel for myself, the office
doesn’t provide any TNT or any fuel for movement. Movement
is very difficult. Last one is lack of special education resource
teachers, you know some of the schools are cluster, we have
about four five school in the same compound or area. If we have
at least resource teacher there, at least he will be taking care of
those issues there and if we are not able to get within a week, he
can work and report but we don’t have the resource teachers
which is making the word difficult

Sir please apart from these challenges that.affect your role as a
SENCO; kindly share some _of«the challenges affecting the
implementation of 1E in your district.

The challenge is the awareness, our district directors though they
heard the news in air but what goes«into it, most of them are not
aware. The I.E policy launching, | attended when they launched
it, | was with my former director and my district since then four
directors have been changed and they don’t have any idea so our
directors need more highlight on ILE. Then<when. we the
subordinates speak about it they will understand us more then
they will. give us the zeal ‘and chances to operate.in ensuring
successful implementation. The second is infrastructure, though
yousaid inclusive educationbut the district will build classroom,
thereare learners with wheelchairs and there is no single ramp
that can easily movesthese children.to the classroom. They will
get there and other children will come out to carry them to climb
to the classrooms and its.making thing difficult, accessibility that
is it! Then | will talk about more training of our teachers in this
aspect. The last time we had training was about three years now
and new teachers are coming into the system and they don’t have
ideas, if you write to organise such training, they will say there
is no money and you can’t invite teachers to train and you can’t
give them common water to drink. So awareness, that is the
biggest, people are not aware especially parents, they are not
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Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

Interviewer:

Interviewee:

aware of this inclusive education you talking about which
sometimes makes collaborating with them difficult.

You just talked about training and money, is funding a problem
in your district or for your district you have enough funds to
implement IE.

Funding is a problem in your district, there is no funding
anywhere to support this I.E, not at all. Because we want some
work to be done to report on you put in your own resources so
that you can get a report and write when they request for your
report, that’s it. If you sit down, you don’t know what to report
on but for them to see that you are also working you have to put
in your own resources to get the work done so that you can report
on. That’s it

Avre the authorities aware of the challenges and iIf they do, what
are they doing to overcome these challenges?

They are very much aware ranging from district to the regional
level, but they are the same people who will keep on worrying
demanding data every day and every night.and they will want
you to.provide that data'no.matterhow you go about it. But the
challenges, they are so much aware. When you report them, you
become an enemy

Do you see yourself retiring.as a'SENCO or if there is an
opportunity for you to leave, would you want to leave for another
designation or anything?

Oh yes because when | started, my colleagues were complaining
and they have been saying it, | was not getting.them and when
they were leaving, when they changed to the other side leaving
the SENCO work there isanimprovement and they are testifying
and I can see so when.it happens,like that andthe chance comes,
I"will leave. Because your efforts are not:appreciated. You are
doing the work but you are not seen but sometimes because of
humanity 'we should.continue but'if the chance comes, we won’t
hesitate to change

Is the SENCO work stressful, is it something that is draining you
or causing some_sort .of anxiety pushing you because of the
challenges you are having?

No, the SENCO work is a normal work, is not stressful, the fact
is that when you have the love and zeal for the SPED work, you
won’t see any problem with unless you don’t have a desire for it.
I don’t see any problem with it.is a relax work, with SENCO
work you don’t rush with it, it is process by process, When the
results are coming you will feel good. There is no stress provided
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resources are available but when you are using your own
resources, there will be stress and discouragement. For me the
only stress is that the resource teachers are not there and am

alone but the zeal and the love I take it. So it is fine.
Interviewer: Finally, what can be done to facilitate SENCO roles in your
district to make the roles simpler and more flexible and effective

in the implementation of Inclusive Education?

Interviewee: | think resources should be provided, it’s not only about money
i i ided. There should
£ from directors
ork then w and complain,
and that’s it. There shc ore training for

ation you have
, this is the first

Thank you once again. Will please come.again if |1 need more
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Main themes

1. Level of knowledge
of SENCOs in
playing their roles

in the
implementation of
IE

Knowledge

expected

yh knowledge if you will allow me to use
As | said earlier, | was a resource teacher
e.and | have done special education too.

implement




2. Roles of SENCOs
in the
implementation of
IE

Duties and
responsibilities of the
SENCOs

Prioritised SENCO
roles

| co-ordinate special education activities in the district and | do screening for  children
with special needs in the schools. | ensure children with SEN are enrolled in school. 1
prepare Individualised education programme for individuals with special needs. | provide
In class support to teachers and provide remedial teaching for children with disabilities in
the classroom. I'write reports on learner with special needs to the regional coordinator. |
also do counselling.for parents and_train téachers as well. | do educational placement. |
forgot'and also monitoring'schools and making referrals. Madam we also tell them some of
the things they can do teaching children with disabilities like the method and all that.
(SENCO 1)

Yes, I’ve identified some major ones. that is very key that is screening that’s identification,
then like | said training of the teachers because the teachers are always with them. I only go
there to monitor and see if they are doing the right thing so if the teachers do not know what
should bexdone for the'child then.who will even give me information? | think where the
child can.get the needeéd.assistance that’s thetreferral. Some of them will be beyond me, you
have to be referred to the National Assessment centre especially for the school placement
because what | know about inclusive education is that, is not all the conditions that can suit
our.public sehoolsythe mild.and moderate can be managed in our public school whiles the
severe and profound because of lack of special educators can be taken to special school let
me citeran-exampleyachild who is totally blind and in our public basic school, there is no

399




hat child is taken to the school of the blind
the public school will not benefit so when
Assessment Centre then after assessment
aboration with parents and sensitization of
ially during PTA meetings is also very
rk with parents than working in the school
are the major ones. They are very key.




How SENCOSs’ perform
their  roles in the
implementation of IE

Identification

of

children with SEN

Please for the screening we mostly do eye and ear screening and we use the E chat for
smaller pupils and for the older ones we should have used the LogMAR but we don’t have
the LogMAR. So for the ear screening we use the otoscope to check the outer ear to see if
there are wax or fungi or any other thing in the ear. If we see anything we advise. If it is just
wax we ask them to apply a little oil so that the wax will come out and they can clean it.
We advise. that.they. shouldn’t put anything into the ear. If we see it may be a serious
problem, we refer them to professionals (SENCO 1)

Working
Parents

with

| visit parents of children with special needs to give them encouragement and to also advise
them, give them counselling before they will continue to support the education of their
wards. Some of the parents too you.can’t go without stretching your hands in terms of
resources. When they even try and finish JHS you have to follow-up and see if they are
learning a trade or they will leave them like that and for the girls they usually become
pregnant'se.we try ourbest to helpsthe parents.(SENCO 8)

Supervising
monitoring IE

and

In my district am in charge of over 65/schools and | have to go to the schools to see if they
are.doing what willbenefit children with disabilities but not only the normal children. When
| go there the first person 1 talk to is the head teacher then | go ahead to the classroom. The
teachers will-telbme-the children with'problems and I quickly plan some assessment. Before
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earing aid. So when we go check all these
s for the children especially helping the
CO 15)

cher for the child to go for assessment. So
ssion then if they agree we send the child
acement based on the child’s condition.

3. Confidence of
SENCOs in the
performance of
their roles in the
implementation of
IE

ery high but there are a lot of problems. But
vhy 1 did special education and me when | do

my regional co-ordinator is aware. The
ike .....(SENCO 13)




4. Concerns of
SENCOs in the
implementation of
IE

Classrc
concer
Negati
teache

cla

ipetenc
hano

«s;,
“’@

|ncIu3| :
n..

a
who

er problem or let me say some teachers.
andle the children especially those who are
autistics. If you go to their classroom they
trategy to help. That is why we need a lot

‘teach th is where the big problem is. For
ant te jon the name, a lot of the pupils cannot
e not doing & ing about it. When you ask them they
m what they -*"f' ng too they can’t tell you anything. I
his district s0 I.¢: be in one school for long it the teachers

have ese children b s‘ ately they are not pulling their weight.
O s o

NODIS



Large C a is -one ( my district, in one of the schools where
irec ) : ted desks to the school during his birthday,

, It came in the news , when you go there
of the 120 I have 7 children with special
, he cannot provide any service at all and
d from the regular classroom and provide
he general this thing but how will it work?

ducation but the district will build
there is no single ramp that can easily

here and other children will come out
g thing difficult, accessibility that is




0l when there are no funds to buy teaching
. Many of the parents of the children with
ool to help these children so if the school
11)

I education because of how they are
orkload is too much. How can a whole
e scattered everywhere? Madam how




Self-re
concer

ill be there when they go and come

back

he director general recognized the Circuit

s should there be any other way, |

working but it is like you are not part

t SENCOQ’s are not recognized at all so as

will




Manag ] § ere to support this I.E, not at all. Because
concer | e done te put in your own resources so that you can
i y r report, that’s it. Because of this funding
ut three years now and new teachers are
as, if you write to organise such training,
nvite teachers to train and you can’t give

they will

Funding™to a
teacher N

now as a coordinator, you need to be
10 means' of transportation so sometimes you are
ols and'c 2m the needed help and also to the

he chal are, in the towns where you have the
in the remq eas where you can’t access the place,
y to go there ‘?‘r es difficult for you to supervise what
lyou, inat le hool, you can get a child with a special
every scho a,-‘@ of transportation then what are we doing.
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Lack o ....another thing is that it is like work is not recognised in this inclusive

ati of a district who d their special education resource teachers

ers when you t there is no single resource teacher in the

] the directors don’t see the importance of

al resource teachers, they feel it’s a waste
them in the classroom (SENCO 3)

‘ you doing? You are also a SENCO, what do
Training o a'communicate on phones through my mates from
on their dui : i | et to k ' is I've to do that. Even when I got to
' i rk done by others so you just have to
se in the university so through that
SENCO so that is what | was, | was
do.... (SENCO 5)




Lack of fucation. Only few people in the UNICEF
ways UNICEF is calling them. But those

u have to suffer for yourself. We don’t get

Inadequate ‘ y will tell you it’s for circuit supervisors and
assessm it : i i  superyisor is handling let’s say, in my district
school 3 have 72 schools but the coordinator
trict an OU give a circuit supervisor who is
I whene ey comes from government you say

isors, what are you telhn ; directly you are telling me you don’t
doing and so you s

don’t have these kids at heart, there is
st because th , ent doesn’t cherish what you are doing,

& no
Inadequ ,} ice | the government doesn erish it so yO! be looking elsewhere when you get the
space and €g “f@ PO tun| yithen \ ove away and | "ﬁ y majority of my colleagues are not working

se even at the offic ill come, office we know money is not coming
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Negati ! n 1 : ill come t of it because you are a special education
educati dinator we are giving it S. (SENCO 9)

equipment, I mentioned some equipment we
nyself, you know the otoscope we use for the
ave to acquire it myself, it uses dry cell and
dry cells and the Snellen chart I think if GES
ave to leek for it ourselves to use in identifying

oney D Tesource room or assessment centres

0 e before yol ake a child to do assessment then the
ent are not even the :'*; O 11)

~>"‘

st be provided wit st SENCQO'’s in the various districts do not have an

Parental
concerns

o c o 3 talk. I must have an office for talking to parents and
VTS



Negativ
parents

ust for issues on IE, the most important is

ot ready to accept inclusive education and
he SENCQO’s as wasting the governments
g ‘you people what do you do?’ those are

what do you do? What is your Work? They

1l directors don’t understand special
ducation fine if not, then hmmm. ..
hop for special need teachers in the
pecial needs have been collapsed so
se such a he told me. He told me point blank,
g s no need fe V education, they don’t even have special

| educat ~ ere is no ne \‘- d me it is not necessary and it’s a waste of
1e and that.director said hew nak e the PRO for the office and | said no. | told

I don’t want to and director wanted to take me to the classroom and

/ mun

or did
drganis

‘T" is comlng
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shortage of teachers in the municipality so
O 5)

Profess old him pomt blank thatiw
concer : ake me to the class 0C

1 . ) )
owards their own children I’'m worried so

2

POOI’C| I. ....... eventhe parents, the negative

Inadequa { you identify any child and you need to send
professional : i t, or audiologist or go to see a psychologist we
{ d they not come. They don’t have time for
y know the child is having disability it is not their
eir hous u will not meet the parents or the
m {I don’t have money} sometimes we
go we do pay. Sometimes we use our

i . If we hax ‘
0 0ne that we ge e' hildren. Sometimes the lorry fare the
A

pa € money ¢ ha o pay the lorry fare to the centre. If you

_ l‘} . really'want to help the child, you have 6!3“ om you small pay (SENCO 1)
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are especially parents, they are not aware
ich sometimes makes collaborating with

or Ghana Health Service they do their own

' I 7 iour problems, attention problems, learning

ze these disabilities and get professionals to do
ating on the visually impaired and the




