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ABSTRACT 

The purpose of the study was to examine teacher, parental and administrative 

support for pupils with special educational needs (SEN) in regular education 

classrooms in the Cape Coast Metropolis. The study was guided by seven 

research questions. The study adopted a quantitative approach with a descriptive 

survey research design. Multistage sampling technique was employed to select 

participants for the study. That is, proportional sampling (297 teachers), 

purposive sampling (60 parents), and simple random sampling (63 school 

administrators). Questionnaire was used to collect data for the study. Descriptive 

statistics specifically, frequency counts and percentages, means, and standard 

deviation were used to analyse the data. The results of the study revealed that 

teachers used remedial teaching to support pupils with SEN. It was further found 

in the study that parents provided relevant information about their children to the 

schools. Also, the results of the study revealed that school administrators 

provided guidance and counselling services in schools. The challenges parents, 

teachers, and school administrators faced are: inadequate benefits from 

capitation grants, large class size, and inadequate resource room and resource 

teachers respectively. Based on the findings drawn from the study, it is 

recommended that the District Assemblies and Local Government Authorities 

should channel capitation grants to benefit parents who have children with SEN. 

The Ministry of Education should build more classroom blocks and appoint more 

regular education teachers (RETs) to minimise the high pupil-to-teacher ratio in 

the classrooms. The Ghana Education Service should provide schools with 

resource centres and resource teachers to assist RETs in managing pupils with 

SEN in their classrooms and in the resource room. 
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CHAPTER ONE 

INTRODUCTION 

Introduction 

This chapter focus on the introduction of the study. It specifically covers 

the background to the study, statement of the problem, purpose of the study, 

research questions, significance of the study, delimitations, limitations, 

operational definition of terms, and organisation of the study.  

Background to the Study 

 Pupils’ abilities, learning styles, interest, and attitudes differ in every 

classroom because they develop differently and, as a result, have varied learning 

needs which vary from classroom to classroom (Avoke, 2005). Despite the fact 

that individual differences are a major concern in the educational system, they 

have received little attention in regular education classrooms over the years. 

Pupils who have diverse learning requirements are bound to perform poorly in 

learning are usually neglected, while all attention is focused on those who have 

the capability to learn effectively and do not have any difficulties. If stakeholders 

provide help to pupils who perform below average in the regular school, they 

will be able to deal with learning in a regular classroom and realise their full 

potentials. 

  Ghana’s Inclusive Education policy (Ministry of Education [MoE], 

2015), outlines various kinds of support stakeholders are to provide for pupils 

with special educational needs (SEN). For example, school administrators must 

carry out the following duties: 
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1. Act as an advocate for all pupils with SEN. 

2.  Ensure involvement of families, specifically parents and also the community 

as a whole in the early childhood education planning process. 

3. Ensure that there is a collaboration with the community (district assemblies, 

community welfare groups, opinion leaders and traditional authorities) to 

raise disability awareness in schools and communities and develop 

attitudinal change. 

In Ireland, the Education Act, 1998 Part V, Section 22 (1) (Government 

of Ireland, 1998) acknowledged the key role of the teacher in the personal 

development and education of pupils in the school system. Teachers are 

bestowed with the primary responsibility for the progress of all pupils (Strogilos 

& Tragoulia, 2013). As a result, teachers are the experts who are most likely to 

have the biggest impact and influence on pupils' educational attainment because 

they encounter and work with them on a daily basis. The principal is ultimately 

responsible for ensuring that the educational needs of pupils' with SEN are 

satisfied (Phajane, 2014). In the case of parents, they are to be supported and 

encouraged to actively participate in the provision of educational needs of their 

children. Besides, they need to provide the following support services as outlined 

in the policy:  

1. Provide crucial information regarding the child's health before referring the 

child for suitable assistance. 

2. Take part in educational decisions, including cooperating with both school 

administrators and the teachers in order to create goals that are achievable 

for pupils. 
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3. Satisfy their home-school responsibilities to ensure that pupils’ needs are 

met. 

4. Become an advocate for all pupils' rights. 

5. For individuals with special needs, form associations that include School 

Management Committee (SMC). 

 It is against this background that I became interested in the aforesaid 

topic and wish to conduct research into the types of help provided in regular 

education for pupils with SEN. My focus in this study is on the nature of support 

which is provided for pupils with SEN in regular education classrooms, with a 

critical examination of parental, teacher, and administrative supports, as well as 

the challenges that regular classroom teachers face in today's classrooms with 

the current increase in pupil population (Ametepee & Anastasiou, 2015). 

Statement of the Problem 

 The Salamanca Statement enjoined state institutions to educate pupils 

with SEN in the neighbourhood or mainstream schools (UNESCO, 1994), but if 

they are to succeed in their academic endeavours in these educational 

environments, they will need the requisite support from parents, teachers and 

school administrators. For instance, Kluth (2005), posited that individual 

stakeholders contribute to the education of pupils with SEN. He further indicated 

that when these stakeholders play their respective roles effectively, the pupils do 

well in school. Choate (2000) argued that if stakeholders provide help for pupils 

who perform poorly in regular school, pupils with SEN will have a greater 

chance of attaining success in the regular education classroom. Whenever 

stakeholders participate actively in their pupils’ learning, the pupils are able to 

perform well academically.   
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 Ghana’s response to the Inclusive agendum has been laudable. 

Undeniably, Article 38 of the Republic of Ghana's 1992 Constitution mandates 

that the government provide Free, Compulsory, Universal Basic Education 

(FCUBE) to all school-aged children. This approach has resulted in an overall 

higher enrolment of pupils in schools especially the government owned basic 

school in urban and peri-urban settings (Opoku-Agyemang, 2015).  

 Avoke (2005), indicated that recent enrolment into regular school had 

caused classrooms to be overcrowded with a mixture of pupils. However, from 

my observations and interactions it was ascertained that pupils' accessibility of 

school has gone higher leading to high enrolment due to the engagement of the 

government. Whereas, the requisite support and services teachers are entitled to 

receive which is necessary to meet the pupils' learning needs is not available. 

Additionally, the large pupil-to-teacher-ratio serves as a hindrance to the pupils’ 

achievement. This confirms that of Ocloo et al. (2002) who stated that a lot of 

pupils with SEN are bound to become drop out while the few who struggle to 

sail through the schooling process end up with having low grades because of the 

absence of support whiles they learn together with their non-disabled peers. It 

was further revealed that there are few special education resource teachers to 

offer support to enhance the provision of the needs for pupils with SEN.   

 With these in mind, I questioned whether in the Cape Coast metropolis, 

such roles are performed by the stakeholders to enhance the education of pupils 

with SEN. Do the regular education or mainstream teachers receive support to 

enable them to give individual attention to their pupils? If they do, what are the 

types of support? If they do not, what are the factors that prevent them from 

getting the needed support? How do the school administrators contribute to the 
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work their teachers do and what are the outcomes? If parents give any help at all 

to teachers, what is the nature of the help, how often do they give such help and 

what are the possible outcomes? 

Purpose of the Study 

 The general purpose of the study was to find out teacher, parental, and 

administrative support for pupils with SEN in regular education classrooms in 

the Cape Coast Metropolis. Specifically, the study sought to examine: 

1. the type(s) of support teachers give to pupils with SEN in regular 

education classrooms. 

2. the type(s) of support needed to address the educational needs of pupils 

with SEN in regular education classrooms. 

3. the challenges that confront teachers in supporting pupils with SEN in 

regular education classrooms. 

4. the type(s) of support parents give to their pupils with SEN in regular 

education classrooms. 

5. the challenges that confront parents in supporting their children with 

SEN in regular education classrooms. 

6. the type(s) of support school administrators give to pupils with SEN in 

regular education classrooms. 

7. the challenges that confront school administrators in supporting pupils 

with SEN in regular education classrooms. 

Research Questions 

The research questions that guided the study are the following: 

1. What type(s) of support do teachers give to pupils with SEN in regular 

education classrooms? 
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2. What type(s) of support are needed to address the educational needs of 

pupils with SEN in regular education classrooms? 

3. What challenges confront teachers in supporting pupils with SEN in 

regular education classrooms? 

4. What type(s) of support do parents give to their children with SEN in 

regular education classrooms? 

5. What challenges confront parents in supporting their children with SEN 

in regular education classrooms? 

6. What type(s) of support do school administrators give to pupils with SEN 

in regular education classrooms? 

7. What challenges confront school administrators in supporting pupils with 

SEN in regular education classrooms? 

Significance of the Study 

 Through the findings of the study, the challenges of both teachers and 

pupils in the regular education classrooms would be highlighted for the 

necessary structures to be put in place by the government and other key 

stakeholders and school authorities. This would help to maximise the 

achievement of pupils with SEN. It would also help create an opportunity for 

collaboration between special education teachers (SETs) and regular education 

teachers (RETs). SETs would support RETs to develop skills and strategies 

towards individualised teaching so that pupils with SEN can benefit from 

instruction in regular education classrooms. The research would serve as a 

reminder to the stakeholders of education to play their role as expected of them. 

Thus, parents would be responsible for their children’s education and provide 

the needed support. Also, RETs would see the need to upgrade their knowledge 
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and develop expertise towards providing the needs of all pupils in the 

classrooms. The government would also see the need to resource the schools 

adequately for effective teaching and learning. 

Delimitations  

The study was conducted in the Cape Coast metropolis in the Central 

Region. The study focused on only pupils with SEN in regular education 

classrooms and not inclusive classrooms. The types of support parents, teachers 

and school administrators gave to pupils with SEN as well as the challenges 

they faced. The study focused on only three levels of support namely; teacher, 

parental and administrative support provided for pupils with SEN. The choice 

of these three levels of support is based on the premise that they encompass all 

other supports.  

The inclusion criteria was teachers in lower and upper primary. For the 

parents, the inclusion criteria was those who had children with SEN and were 

literate. The inclusion criteria for school administrators was those with a 

minimum of five years of experience as a school administrator. The exclusion 

criteria for teachers where those who taught in the kindergarten and/or Junior 

High School levels. The exclusion criterion for parents and school 

administrators were those who did not have children with SEN and those who 

had less than five years of experience respectively.  

Limitations 

The study focused on teachers in the regular schools but some of the 

respondents had no training in special education. This made it difficult for them 

to provide accurate information on the support they provide for pupils with SEN 

who are in their classrooms. 
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Operational Definition of Terms 

The following terms have been operationally defined in this work as: 

Pupils with Special Educational Needs (SEN): Pupils with SEN are pupils 

who need special education services such as instructional and curriculum 

adaptations to be able to learn.  

Regular Education Teachers (RETs): RETs are trained professionals who are 

responsible for implementing the curriculum in the regular education setting, 

Special Educational Needs Co-ordinators (SENCO): SENCOs are 

professionals at the District, Municipal and Metropolitan offices who are in-

charge of special educational activities in their various districts. 

Resource Teachers: Resource teachers are well trained professionals who 

provide assistance to RETs and pupils with SEN in the schools. 

Stakeholders: Stakeholders are parents, teachers and school administrators who 

were involved in the study by responding to items on research instruments. 

Organisation of the Rest of the Study 

Chapter two focuses on the review of related literature of the study 

which include the theoretical framework, conceptual review and the empirical 

review. The third chapter deals with the research methods adopted for the study 

and these are: research design, population of the study, sample and sampling 

procedures, data collection instrument, reliability and validity of research 

instrument, data collection procedures, ethical considerations, data processing 

and analysis. Chapter four focuses on the results and discussion of the study. 

Chapter five then looks at the summary, conclusions, recommendations, and 

areas for further research.  
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CHAPTER TWO 

LITERATURE REVIEW 

Introduction 

 This chapter presents literature review of the study. The review covers 

the following: 

1. Theoretical Framework 

2. Conceptual Review 

3. Empirical Review 

4. Conceptual Framework 

Theoretical Framework 

Karl Marx’s Social Democratic Theory 

Educational theories are ideas designed for the purpose of attempting to 

explain how pupils learn and grow. A theory is a set of assumptions or system 

of beliefs that explain a given natural occurrence (Ambron, 1981). The 

underpinning theory of this study is Karl Marx Social Democratic Theory. The 

social democratic model emphasises the notion of “Social Justice” that needs to 

be highlighted. The theory is important because it stressed the need for equal 

educational opportunity for pupils with SEN in the regular education classroom 

like any other ‘normal’ person. It is a sure means of providing human rights and 

social justice to pupils with SEN.  

Marx (1984) emphasised that states should make it a priority to include 

education for people with SEN in their educational systems. As a result, regular 

education authorities are in charge of the integrated education of people with 

impairments. Disability education should be a key component of national 

educational planning, curriculum creation, and school organisation. Interpreter 
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and other relevant support services are required for education in mainstream 

schools to fulfil the requirements of people with various disabilities. This theory 

is in line with the several international legislations that enjoin states and local 

organisations to ensure that they provide the requisite education and support for 

all pupils irrespective of their disability. The 1994 Salamanca World 

Conference and Action Framework on special needs pupils, the 1990 United 

Nations Convention on the Right of the child, the 2000 Dakar Declaration and 

others are legal key documents championing equal and appropriate education 

for all pupils  

Conceptual Review 

Types of Support in Regular Education Classrooms 

To work properly, the regular education system requires some 

assistance. Stakeholder support, such as parental, administrative, or 

institutional, and teacher support, is important to address in this setting. 

Parental Support for Pupils with SEN 

The significant role played by parents or guardians in the education of 

their children is referred to as parental support. The role of parents is vital as far 

as children’s education is concerned the education particularly in the selection 

of programmes for their children. If parents and teachers collaborate closely, 

pupils' academic achievement will likely improve (Hornby, 2000).  It is vital to 

remember that the home-school interaction is important in order for parents and 

schools to collaborate in order to provide adequate support for pupils at both 

home and at school. Polloway et al. (1997), posited that the sharing of 

information between parents and instructors is essential for maintaining a strong 

educational and managerial programme, because all parties must be duly 
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updated on the progress of the pupil in each of the environmental settings (home 

and school). 

Administrative Support for Pupils with SEN 

The school administrators in the schools are representatives of the 

Ghanaian government as well as the school administrators. The Education Act 

of 1961 is the main piece of legislation governing all pupils' entitlement to 

education in Ghana. Education is a core human right for all Ghanaians, 

according to the Republic of Ghana's 1992 Republican Constitution. The second 

paragraph of Article 38 of the 1992 constitution, p. 40 states: 

During two years of the first meeting of parliament following the 

entry into effect of this constitution, the government shall 

prepare a programme for the implementation of a free, 

compulsory universal basic education within the next 10 years. 

The 1992 Constitution established a 10-year Free Compulsory Universal Basic 

Education Programme (FCUBE) in 1996, a policy framework aimed at 

improving educational access for all pupils. There are three primary topics in 

this policy: 

1. Improving the teaching and learning experience 

2. Increasing management effectiveness 

3. Expanding involvement and access (GES, 2003) 

According to the FCUBE policy document, the Ghanaian government is 

the primary source of funding for the FCUBE programme, while collaborating 

with other donor agencies which include World Bank, European Union (EU), 

and United States Agency for International Development (USAID), Canada 

International Development Agency (CIDA), African Development Bank 
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(ADB), and United Nations International Pupils Emergency Fund (UNICEF). 

The donor agencies provide between 10% and 30% of annual education 

financing (FCUBE, 1996). The capitation grant is a relevant policy. The 

Ministry of Education (MoE) (2005) stated that the capitation grant is a strategy 

which provides a free meal programme for vulnerable pupils in low-income 

communities and is intended to complement the FCUBE's existing goal of 

focusing on attraction and retention of pupils in school. In 2006, a sum of 95 

billion cedis was set aside for a capitation grant Education is often supported 

and funded by other institutions such as churches, businesses, and clubs 

(FCUBE, 1996). 

Teacher Support for Pupils with SEN 

Because not all pupils have the capability to acquire curriculum 

information at the same rate, teacher’s help in the classroom is critical for 

effective learning. Some pupils have a better time digesting curriculum 

knowledge and interacting with teachers and peers than others. According to 

Lewis and Doorlag (2005), teachers' assistance in designing the curriculum, 

assigning pupils, and selecting appropriate instructional delivery techniques for 

pupils’ academic achievements is critical. According to Udvari-Solner (1992), 

curriculum adaptation is termed as a specific kind of support provided by the 

teacher. This means that the curriculum must be adjusted through the breaking 

down of subjects to the pupils' level while considering their unique peculiarities. 

Curricular modifications diversify content and allow teachers to choose content 

that is relevant to pupils' real-world requirements (Choate, 2000). According to 

Keogh (1990), if pupils with SEN are to attain success in the regular education 
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classroom, it becomes a Regular Education Teachers’ (RETs) capacity to 

provide effective support to the child. 

Challenges that Confront Teachers in Supporting Pupils with SEN in 

Regular Education Classroom  

Teachers in regular education classrooms encounter some challenges in 

providing their support services. These include: identifying pupils with SEN, 

accepting pupils with SEN, effective classroom management, and use of 

relevant instructional methodology for pupils with SEN. 

Identification of Pupils with SEN 

Ocloo et al. (2002) argued that through observation or the use of a test 

battery, identification is the process of finding the distinctive qualities of a 

scenario or circumstance in order to recognise and differentiate deviants from 

the 'normal'. However, most teachers in regular education classrooms are not 

equipped to spot pupils who are struggling. According to Nagel (2003), teachers 

who have little or no training in special education are likely to have trouble in 

recognising and referring pupils with SEN or other disabilities. It must be noted 

that it is vital for every teacher in the regular classroom to be capable of 

identifying pupils with SEN and other disabilities so as to plan their instruction 

accordingly (Choate, 2000). Through assessment, the teacher should be able to 

determine how a child's unique traits such as their mode of communication, 

behaviour, and physical attributes affect his or her capacity to learn and gain 

academic skills. Teachers therefore, need to refer pupils to the proper places for 

help with their problems, or seek help from Special Educational Needs 

Coordinators (SENCOs) for the child. Dembo et al. (2005) argued that it is 

imperative for classroom teachers to be part of the assessment team due to the 
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significant role they play in identifying and referring pupils for further 

assessment. However, in Ghana, most regular education classroom teachers 

seem not to be part of the evaluation team, making it difficult for them to provide 

the results that are required of them. 

Challenges in Acceptance of Pupils with SEN in Regular Education 

Classrooms 

Regardless of which country one examines, pupils with SEN have 

always been the last to be given access to education (Lindqvist, 1994). A variety 

of variables have shaped the mode of educating pupils with SEN, mainly those 

which are influenced by societal cultural norms and beliefs. Despite the fact that 

many rules guarantee all pupils access to school, this is not the case for some 

pupils with SEN. The Education Act of 1961 and the 1992 Constitution, for 

example, emphasise the importance of education as a fundamental right for all 

pupils. Nonetheless, due to certain belief systems, attitudes, and prejudices, it 

becomes a challenge for teachers to work effectively with pupils who have SEN 

in their classrooms.  

On the other hand, teachers found in the regular education classrooms 

are obliged to assist pupils with SEN by establishing a welcoming and friendly 

environment. The regular class teacher also has the role of educating the entire 

class members on the condition of pupils with impairment to ensure their social 

acceptance. It becomes the school’s duty to ensure that pupils with SEN gain 

access to the same advantages and services as their non-disabled peers, as well 

as obtain community members' respect and recognition as citizens. According 

to Jenkinson (1997) as cited in Kisanji (1999), violation of the rights of pupils 

with  SEN constitute exclusion from gaining access to formal education in 
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regular schools, the casual social life,  and the lack of recognition of their human 

civic rights. 

Challenges of Classroom Management of Pupils with SEN 

Effective classroom management requires a manageable class size. 

When pupils are taught in smaller groups that the teacher can easily manage, 

individual attention as well as timely feedback may be provided (Blatchford & 

Russell, 2020). As such, when the needs of learners are prioritised, they are 

more likely to perform well on tasks and have high expectations of success 

(Heveveld, 1994). One most significant factor impacting effective classroom 

instruction is individual differences of pupils. As a teacher interacts with more 

varied pupils, the regular education teacher must be patient and flexible (Maiwa 

& Ngeno, 2017). He or she must acquire several methods for tailoring classroom 

teaching to satisfy the unique needs of pupils (Tzivinikou & Papoutsaki, 2016). 

The desk of the teacher should directly face the classroom so that he/she would 

be able to view the entire classroom and all of the pupils.  

A teacher, on the other hand, must not impose a rigorous structure that 

demands all children to be seated at all times. He or she must be able to 

successfully manage mobility while also planning specific student 

responsibilities and everyday routines (Gudjonsdottir & Gudmundsdottir, 

2021). According to Keogh (1990), the key to a student's success in a regular 

classroom setting is the regular classroom teacher's capacity to provide effective 

support to the child. As previously noted in the discussion, Ghana's quest for 

universal school enrolment has led to higher enrolment leading to the rise of the 

number of pupils in classes. Teachers are overworked as a result of big class 

 University of Cape Coast            https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



16 
 

sizes, and they struggle to manage diverse types of pupils in terms of behaviour 

and learning in order to provide effective instruction (Bahanshal, 2013). 

Challenges of Using Effective Instructional Methodology for Pupils with 

SEN 

Teachers must adapt the contents of the curriculum to address the 

diverse and unique needs of pupils in class although the sequence and scope of 

the curriculum used in regular education classrooms is systematically outlined. 

However, this is rarely the case in regular education classrooms due to the fact 

that teachers are bound to have so much work to complete within a short time 

frame. The teacher must decide how to organise pupils before presenting skills 

and information, taking into account class size and learning styles of pupils. The 

number of pupils in a class is a significant determinant in learning. Small 

classroom size has been linked with higher achievement of pupils (Glass & 

Smith, 1978). 

The teacher is also expected to adapt his or her teaching strategies or 

modify instructional materials and activities while keeping the learning tasks 

the same (Tzivinikou & Papoutsaki, 2016). To meet the varied needs of pupils 

with SEN, the teacher is expected to moderate the pace of his or her instruction, 

use visual materials, adopt guided practice, provide positive feedback and use 

motivational strategies (Maiwa & Ngeno, 2017). These strategies would allow 

pupils to participate actively in the class activities. According to Lewis and 

Doorlag (2003), pupils who participate actively in teaching and learning are less 

likely to engage in problem behaviours and are more likely to feel confident in 

their learning activities. However, one significant issues that affect the 

effectiveness of classroom teaching and learning is the focus of individual 
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differences in pupils. Thus, when the needs of pupils are prioritised and 

individual differences are taken into account, high task performance and success 

expectations are more likely to occur (Heveveld, 1994). 

The Role of Regular Education Teachers (RETs) in Educating Pupils 

SEN 

There has been a shift in the provision of special education services for 

pupils with SEN in most schools over time. As argued by Friend and Bursuck, 

(1999), the 1975 Education Act for All Handicapped Children had a goal of 

paving the way for all pupils with SEN to be integrated in regular education 

classrooms. There existed diverse views of how pupils with SEN could be well 

accommodated into regular schools as the act was now duly enforced as it stands 

now. In schools, the provision of suitable educational assistance for pupils with 

SEN was inconsistent. It is now a legal requirement, with the passage of the 

Individuals with Disabilities Education Act (IDEA) (2004) that a continuum of 

placement alternatives be available to suit the needs of pupils with SEN. 

Inclusion begins with the engagement of pupils with SEN in the regular 

education classes. According to Peterson and Hittie (2003), those who support 

inclusion argue that inclusive education delivers "higher academic expectations, 

a richer learning environment, more effective teaching practices, and more peer 

modelling would boost learning". There are academic benefits, socialising 

benefits, which have a good influence on the other children in these institutions 

who are in normal education as seen by advocates for successful inclusion 

(Bradley et al., 1997). In an inclusive programme, teachers in regular education 

classrooms are critical to its effectiveness, as such multiple studies (Lanier & 

Lanier, 1996; Cook, 2001; Monahan et al., 2000) have been done to explore 
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RETs and special education teachers’ (SETs) concerns about inclusive 

education. Most teachers feel that a pupil with disability has the right to attend 

a regular education class if it is deemed acceptable for him or her. RETs, on the 

other hand, may have concerns about placing a child with a handicap in their 

classroom, and these concerns are frequently unaddressed. Many RETs describe 

themselves as more of a "host" for the pupil with a disability than a teacher 

(Giangreco & Doyle, 2000). The attitudes, decisions, and actions of RETs, 

according to Giangreco and Doyle (2000), are significant elements in 

determining the achievement of a student with a disability in the regular 

education classroom. The RETs may be the single most significant member of 

the school staff in determining a student's achievement in a regular education 

classroom setting.  

Challenges in Training Regular Education Teachers (RETs) to Manage 

Pupils with SEN 

Pupils are more alike than different, thus, in the opinion of advocates for 

inclusion, therefore effective teacher preparation should enable teachers to 

educate all pupils with different characteristics in the classroom. As such, some 

of them suggest that the training required to teach pupils with SEN is the same 

as that required to teach non-disabled pupils in regular education classrooms 

(Mock & Kauffman, 2002).The same appropriate teaching techniques which 

has been proven effective can also be adopted to teach pupils with SEN (Knight, 

1999). Being sensitive to the academic demands of pupils, modifying resources 

to fit the learning demands of pupils through adopting diverse teaching 

techniques and approaches to accommodate the learning styles of pupils while 

tailoring classroom teaching to benefit all pupils.  
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Several studies agree that teaching methods that are effective are crucial 

(Buell et al., 1999; Cook, 2001; Mock & Kauffman, 2002), hence, they lay 

emphasis on the need for teachers in regular education setting to acquire training 

about instructional practices used for teaching disabled pupils. Most SETs are 

believed to have obtained pedagogical training in educating children hence they 

work effectively with pupils. Incorporating pupils with SEN into regular 

education classrooms requires RETs, who often have little experience with 

disabilities, to take the main responsibility for teaching a diverse group of pupils 

who have various forms of disabilities together with non-disabled peers within 

the same environment.  

There exist courses undertaken in universities on teaching approaches 

for pupils with SEN for future special education instructors. For example, to 

acquire certification in intellectual disabilities which is an aspect of special 

education at the University of Wisconsin-Stout, a person must take many 

courses on suitable approaches for these pupils and others with SEN. Three 

instructional and curriculum courses focus on functional living skills, 

transitional planning and academics which constitute gaining adequate 

knowledge to teach pupils with mental retardation are included in these course 

requirements. Classroom management, special education teaching, and courses 

in exceptional child psychology are among the other requirements. Before 

graduating and receiving their teaching certification, individuals receiving 

training to become SETs in mental retardation are obliged to work with pupil 

with different disability, complete special education field experience twice, and 

in addition, complete an eighteen week teaching in a special classroom (UW-

Stout Undergraduate Course Bulletin, 2001-2003). Future SETs must complete 
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a significant amount of specialised training to enhance their effectiveness to 

teach pupils with SEN in the classroom. Whereas, RETs have extensive training 

in their field of study. To become specialised in their field, they must offer a 

specified number of courses in the university to gain certification in the area. 

Whereas, in terms of undertaking courses relating to pupils with disability it is 

not mandatory for teachers to study more than a course in most universities 

before they may teach in a regular education setting. 

Inclusion of pupils with Exceptional Needs, a survey course offered by 

the University of Wisconsin-Stout in Menomonie, is intended to assist future 

RETs in being more equipped to work with disabled pupils in their classrooms 

(UW-Stout Undergraduate Bulletin, 2001-2003).The mode of the course is very 

essential to pupils who are pursuing education career as a regular education 

teacher. However, in terms of the major courses and hours required of a student 

studying to become a SET, this is rarely the case of RETs before receiving a 

teaching post. Mock and Kauffman (2002), highlighted the details about the 

differences in training between SETs and RETs. They argued the reckoning of 

RETs to satisfy the unique needs of every individual in the classroom is 

analogous to expecting the general medical practitioners to offer the 

requirements of all their patients. Even though, they will be able to help the 

patients to some extent, some of them will require more specialised attention. 

Mock and Kauffman (2002), stressed that an individual who has major surgery 

may need to see someone other than their usual physician who is more 

specialised.  

In terms of inclusion, the authors also noted that there exist equivalents 

between SETs and RETs. Although both teachers have extensive training and 
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knowledge, it stands to reason that the SETs would have a greater understanding 

of pedagogy when in terms of handling pupils with SEN. SETs are not usually 

found in the regular education teacher's classroom while they are abreast with 

expertise to handle pupils with SEN responsibly and efficiently. On the other 

hand, the RETs with little expertise in managing pupils with SEN are given the 

upper hand to be responsible for educating and involving them in the classroom. 

How SETs receive a large amount of pedagogical training was explored by 

Mock and Kauffman (2002). They cited an example of a teacher who is pursuing 

certification to educate children with learning difficulties. Direct instruction, 

mnemonic training, and reading comprehension skills must all be learned by the 

teacher. 

Mock and Kauffman (2002), emphasised the need for skills in educating 

pupils with SEN and to acquire special training due to its numerous benefits. 

However, it was established that RETs do not receive such specialised training 

they would require. A study found that one of the significant pressing concerns 

among RETs about inclusion was training (Buell et al., 1999). The study further 

discovered that general RETs requested for training in "programme 

modification, assessing academic progress, adjusting curriculum, managing 

student behaviour, writing IEPs, and using assistive technology" after surveying 

a large number of RETs. To enhance the effectiveness of RETs to work 

effectively with pupils with SEN in their classroom, Buell et al. (1999) found 

out that there was the need RETs to acquire training on modes of handling pupils 

with SEN in their pre-service education. . 

 University of Cape Coast            https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



22 
 

Challenges that Confront Regular Education Teachers (RETs) regarding 

Resource Room Support for Pupils with SEN 

According to advocates of inclusion, pupils with SEN are simply 

deemed "included" if they spend their school day and learn within the regular 

school environment without being stuck in a special school (Chelsey & 

Calaluce, 1997). The ability of pupils with SEN to learn with their non-disabled 

peers is a view shared by the majority of teachers. On this note, what will be the 

outcome if the regular school setting isn't suitable? "Can the instruction and 

resources needed for pupils with special needs be offered within the context of 

the regular school environment?" Knight (1999, p. 4) wondered. Chelsey and 

Calaluce (1997) argued that pupils with SEN are bound to learn effectively in a 

segregated environment as they receive individualised teaching.  

A pupil with a severe disability is likely to experience exclusion in some 

inclusive contexts since the student's requirements are not being fulfilled and 

the services offered in the regular education classroom address the required 

needs of such a pupil (Knight, 1999). Some researchers (Chelsey & Calaluce, 

1997) believed that because children with SEN attend standard education 

classes that do not contain functional living skills, they do not learn the skills 

they need to succeed in life after they graduate. Inclusive schools do not warrant 

pupils with SEN the opportunity to engage in practical skills nor learn how to 

adjust to the society after school. According to Chelsey and Calaluce (1997), 

many pupils graduate from high school without the abilities they need to 

succeed in the adult world. Parents of a child who had been completely 

integrated throughout his school experience petitioned for an out-of-state 

placement in his final year (Chelsey & Calaluce, 1997). Most often, parents said 
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that they had changed their thoughts about what they had advocated for their 

child for so many years, and that their children seem not to fit into the adult 

world (Chelsey & Calaluce, 1997). 

When paraprofessionals are often given the duty to support pupils with 

SEN, it will help in reducing the workload of RETs.  Critics of inclusion are 

worried not just about whether placing a pupil with SEN in a regular education 

class is appropriate, but also about who is actually teaching the pupils with SEN 

(Mock & Kauffman, 2002; Knight, 1999; Chesley & Calaluce, 1997). Many 

pupils with SEN require special accommodations in order to complete a typical 

high school course. Regrettably, the paraprofessional may do the task instead of 

the student if the assignment is not updated or cannot be modified adequately 

by the paraprofessional.  

Chelsey and Calaluce (1997) reported receiving a complaint from a 

parent whose son had a severe SEN and had grades which were lower than 

graded A. The parents were angry with the educational assistant because she did 

not adhere to the normal education teacher's instructions closely enough. Does 

anyone truly show much care if the pupils were learning anything (Chelsey & 

Calaluce 1997)? RETs schedules are usually fully occupied due to large class 

sizes. RETs have been known to claim that they are too busy to provide one-on-

one time to a pupil with SEN. Regardless of the situation for that regular 

education teacher, it is a legal responsibility for RETs to accommodate and 

implement IEP duly for the pupil with a disability. When a paraprofessional is 

present in the classroom, it is possible that the paraprofessional, rather than the 

regular education teacher, is the one who teaches the pupils the assignments. 
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Experts in the industry, Giangreco and Doyle (2000), argued that when 

a paraprofessional assumes the job of a teacher, there may be issues. They used 

the example of a pupil who was mainly taught by a paraprofessional and had 

very complicated and severe learning problems. The paraprofessional is 

typically the member of the team who had very little experience as compared 

with other members of the team. Most of them lack expertise to work effectively 

with pupils with SEN. Modifications of tasks for pupils with SEN calls for all 

individuals who are working with pupils with SEN to acquire special training 

in order to meet this necessity. At the university, SETs undertake coursework 

as well as training on how to alter assignments for pupils with SEN to match 

their requirements, whereas paraprofessionals may not. Although 

paraprofessionals can be extremely helpful to a pupil with SEN who is enrolled 

in a regular education classroom, their aim rests on examining the suitability of 

a placement option for an individual with disability. Educational assistants may 

be overworked by doing the "teacher" job and not delegating the task of teaching 

the topic to the RET (Giangreco & Doyle, 2000). The paraprofessional who aids 

the pupils with SEN is sometimes the sole adjustment made to the classroom 

where the pupil with SEN is. That is the only modification.  

Social Importance of the Inclusion of Pupils with SEN in the Regular 

Education Classrooms 

A common myth about inclusion is that pupils with SEN will benefit 

socially and enhance their social skills by participating in a regular education 

classroom with their 'non-disabled' peers. When it comes to including a pupil 

with disability in a regular education classroom, some claim that the social 

benefits outweigh the educational benefits. According to Friend and Bursuck 
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(1999), proponents of inclusion believed that pupils with SEN are likely to 

receive recognition and acceptance from their non-disabled peers if they are 

allowed to learn within the same classroom environment. The ability for pupils 

with disability to be accepted by their non-disabled peers as most individuals 

perceive can be achieved through inclusion since society has placed high 

expectations on them. Pupils ‘without’ SEN have differing perspectives about 

pupils with SEN who share their classroom. As opined by Peck, Donaldson, and 

Pezzol, as cited in Salend (2001) p. 29, "Children without disabilities in an 

inclusive classroom were concerned about noise level, physical and behavioural 

characteristics of some of the pupils with SEN, and being required to be 

caretakers,".  According to Hendrickson et al. as cited in Dory et al. (2002), 

most high school pupils adopted a moral perspective, believing that they owed 

it to the pupils with SEN to make an attempt to be friends with them in order 

not to face rejection from their peers.  

In a case study conducted by Dory et al. (2002) to explore the level of 

integration that can be attained if pupils with SEN specifically mental 

retardation are placed in the regular education classroom to learn with their non-

disabled peers. Two pupils were involved in the study as they were being 

monitored in a self-contained class from the start of the school year until spring 

break. Afterwards, the research participants were then fully included in the 

regular classroom setting and were monitored until the school year came to an 

end. This study assessed social integration, which was accomplished by 

observing the two pupils engaging with their regular education peers in the 

cafeteria and interviewing the RETs. The study's findings showed just a minor 

improvement over the pupils' interactions prior to their participation. Teachers 
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also found that the two pupils' social connections with their regular education 

peers was unsatisfactory. The pupils remain socially isolated, according to the 

teachers, who felt compelled to interfere personally in order to encourage 

appropriate socialisation in the classroom. 

The findings of Dory et al. (2002) were consistent with the findings of 

Hilton and Liberty (2001) that hostile and fleeting behaviour were seen among 

pupils with mental retardation and non-disabled peers in the regular education 

classroom. In relation to the hostile attitude exhibited by ‘non-disabled’ peers 

to pupils with SEN. Simpson as cited in Wood (1998) identified four key 

elements in understanding ‘non-disabled’ pupil’s attitudes toward the inclusion 

of pupils with SEN. One of the reasons showing discrimination in their 

behaviour towards pupils with SEN. The second factor is labelling which may 

influence ‘non-disabled’ pupils’ attitudes they exhibit towards pupils with SEN. 

The third factor could exist due to the possible influence from their peers. The 

last factor may be influenced by a variety of circumstances, including social, 

physical, and experimental aspects. Whatever the reasons for negative views 

toward pupils with SEN among their peers, it is widely in existence and seen as 

natural in regular education classrooms by most people. As a result, it is difficult 

for pupils with SEN to establish close bonds and connections in the regular 

education class with their ‘non-disabled’ peers. 

Teachers’ Attitudes and Perceptions Towards Inclusion  

Teachers’ attitudes and perceptions towards pupils with SEN and their 

inclusion in the regular education context have been studied by researchers. 

Several studies found that teachers who have a good attitude about pupils with 

SEN and inclusion are more likely to adopt tactics to encourage all pupils, 
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including those with SEN, to participate in regular education classroom (Bender 

et al., 1995; Butler & Monda-Amaya, 2016; Dawson & Scott, 2013). For 

example, Bender et al. (1995), issued a survey to 127 "mainstream" teachers in 

order to investigate the relationship between teachers' opinions and the sorts of 

instructional approaches utilised in the classroom. They discovered that the 

amount of courses attended on teaching strategies for pupils with SEN and 

teachers' views about educating pupils with SEN in regular education settings 

had a favourable link. 

Teachers' attitudes toward inclusion have been proven to influence 

effective incorporation of pupils with SEN into regular education settings 

(Darrow, 2009). As such, Kuyim and Desai (2007) posited that such a teacher's 

attitude undermines the quality of teaching that occurs in an inclusive 

classroom. When it comes to the inclusion of pupils with SEN, Ross-Hill (2009) 

discovered that RETs were more resistant than SETs. Bennett (1996) found that 

RETs’ usually shared negative opinions towards inclusion. Whereas, SETs 

exhibited positive attitudes toward inclusion. Familia-Garcia (2001) studied 

RETs’ views on including pupils with SEN in their classrooms. Majority of 

them said they would not adopt inclusive techniques in their classroom because 

they thought it would not work. More than 80% of RETs said they would change 

schools or retire if they are mandated to accommodate and teach pupils with 

SEN in an inclusive setting. Over 10,000 RETs were polled by Scruggs and 

Mastropieri (1996) in order to dive deeper into the attitudes of teachers' in terms 

of teaching children with SEN in their classes. More than half of the RETs 

agreed that teaching pupils with SEN in their classrooms was a good idea. In 

addition, more than half of the teachers polled thought that inclusive practices 
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benefit pupils with SEN. However, one-fourth claimed they had inadequate 

expertise required to handle pupils with SEN effectively due to their mode of 

training. RETs' views about pupils with SEN have an impact on their 

interactions with pupils, altering their growth and academic success. Pupils with 

SEN who are poorly perceived by their teachers may face lesser expectations, 

greater criticism, and unfavourable attention (Bosch, 2015).  

RETs may be less likely to reinforce positive behaviour if pupils have 

negative views. The additional role placed on RETs to include pupils with SEN 

in their classrooms can be related to negative views maintained by RETs. The 

attitudes and perceptions of RETs and school administrators are critical to the 

successful implementation of an inclusive classroom (Bochenek, 2008). Bennett 

(1996) found that RETs’ negative attitudes were directly connected to the failure 

of pupils with SEN to integrate. Subban and Sharma (2005), asserted that it is 

necessary to obtain detailed information on the mode of properly including 

pupils with SEN in the general education classroom. Bosch (2015), posited that 

one most important reason why RETs are not in favour of inclusion is due to 

their lack of expertise.  

According to Vaidya and Zaslavsky (2000), RETs had little experience 

and faced numerous difficulties in the inclusive classroom setting. Furthermore, 

according to Bosch (2015), the inability of RETs to satisfy the numerous 

educational expectations contributed to their negative attitude. Also, the degree 

of the pupils' SEN is another factor that contributes to RETs’ negative opinions 

of inclusion. Avramidis and Norwich (2002) conducted a literature assessment 

of RETs’ attitudes about including pupils with severe SEN. Avramidis and 

Norwich (2002) further posited that the obligations society attach to RETs 
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teaching pupils with severe SEN, made them worried and felt unease. As such, 

RETs negative views and attitudes were heightened by their fear of being held 

responsible for including pupils with SEN. According to Darrow (2009), the 

severity of pupils’ SEN had an impact on teachers' views toward including 

them. Furthermore, according to Kavale (2002), the degree of the SEN 

influenced RETs’ attitudes about teaching pupils. This research backed up the 

idea that RETs’ unfavourable attitudes can stymie the effective practice of 

inclusion. 

According to Harris (2009), the success or failure of inclusion thrives on 

teachers' views and attitudes toward its practices. Teacher attitudes towards 

inclusion are one of the most crucial aspects in determining the programme’s 

effectiveness. RETs roles are critical in the successful enactment of inclusion 

practices. Teachers, according to Harris (2009), as the main implementers of the 

curriculum become the most notable people to successful inclusion initiatives 

as well. Teachers' favourable views, attitudes and commitment to teaching 

pupils with SEN are critical factors in influencing how well pupils with SEN 

are recognised and accepted as members within the school setting. He further 

stressed that effective teacher preparation can boost the development of positive 

views and attitudes of teachers.   

Teacher preparation has an impact on regular RETs’ levels of 

knowledge and confidence in meeting the requirements of pupils with SEN who 

have a variety of learning styles in their classroom. Teachers' attitudes toward 

inclusion are influenced by the types of support they receive. According to 

Kavale and Forness (2000), limited time to collaborate with other colleagues 
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(RETs and SETs), inadequate training, and lack of support are the main reasons 

RETs have negative attitudes toward inclusion. 

School Administrators’ Attitudes Towards Inclusion 

The critical parts to implementing the mandate of inclusion ensuring that 

teachers and school administrators are well-trained (Harris, 2009). School 

administrators must be educated in pedagogy, law, and culture (Collins & 

White, 2001). The principal, according to Guzman and Schofield (1995), is a 

notable individual who influences the successful implementation of inclusion. 

It is essential that school administrators have a positive perception and exhibit 

a good attitude toward inclusion. Also, they must have adequate knowledge and 

the skills as leaders who are spheres heading the establishment and development 

of an active inclusive environment (Harris, 2009). Early studies by Leibfried 

(1984) and Sergiovanni (1984) in the 1980s found that school administrators 

have a significant influence on teachers' behaviour, attitudes, and the general 

school climate. Only when school administrators have a favourable attitude 

toward inclusion can an atmosphere of acceptance for all pupils be developed. 

According to research, school administrators with a positive attitude are more 

likely to allow children with impairments to continue in a regular education 

setting (Harris, 2009). The principal has a significant impact on the 

effectiveness of inclusion. 

In order to execute inclusion successfully, it is also necessary to have 

the right attitude. Gameros (1995) investigated school administrators' views and 

discovered that their vision and leadership are critical components of an 

inclusive educational climate. A survey of 680 regular instructors and school 

administrators in the United States was conducted by Villa et al. (1996). 
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According to the findings, school administrators with more positive views 

toward inclusion had more experience working with pupils with SEN, had more 

time for collaboration and provided more administrative assistance. Principal 

attitudes are also crucial (York & Tunidor, 1995). Teachers, school 

administrators, parents, support staff and pupils were interviewed about their 

attitudes toward inclusion and variables that contribute to effective 

implementation of an inclusive programme. Appropriate time for collaboration, 

skills, and attitudes were all deemed required by participants. 

Praisner (2003) conducted research on 750 Pennsylvania primary school 

administrators. Praisner (2003) created the Principal and Inclusion Poll, a web-

based survey to see how much experience and training influenced school 

administrators' attitudes on inclusion. A total of 408 questionnaires were 

completed and returned. The goal of the study was to see if school 

administrators' opinions toward inclusion were influenced by their age, 

collegiate special education coursework or years at post. School administrators 

were considered to be noncommittal because neither a good nor negative 

attitude was shown. On inclusionary practices, 76.6% had a neutral opinion, 

21.1% had a favourable attitude, and 2.7% had a negative attitude. Despite their 

opposition to inclusion, most school administrators were amenable to the idea, 

according to Praisner (2000). There was a link between views toward inclusion 

and school credit and training, according to the study. According to Praisner's 

(2000) research, one out of every five school administrators prefers inclusion. 

In a mixed method study conducted by Abernathy (2012) to analyse the 

views of school administrators in the south-eastern United States concerning the 

inclusion of pupils with SEN in a regular education setting, using a combination 
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of experimental study and survey. A pre-test, intervention, and post-test were 

provided to 32 individuals in the study. Abernathy used Praisner's (2000) 

Principal and Inclusion Survey to see if programme variables, experience, and 

training influenced school administrators' attitudes on including pupils with 

SEN in regular education. After the intervention and post-test, Abernathy 

discovered that 95.2% of school administrators agreed that when a school 

educated all sorts of pupils, not only pupils with moderate SEN gained better 

experience but those with severe SEN gained experience as well.  According to 

the findings, 81% of school administrators believe that RETs can benefit pupils 

with severe to profound SEN in a regular education setting. Based on the 

findings identified, 100% of school administrators agreed that interacting with 

pupils with SEN would help all pupils. 

Farris (2011), conducted a study on Texas high school administrators' 

opinions toward the inclusion of pupils with SEN in regular education settings. 

A survey was used to collect data for a quantitative investigation. Farris selected 

to use Praisner's (2000) Administrators and Inclusion questionnaire. The survey 

was to school administrators via email after it was completed electronically. A 

total of 395 school administrators responded to the poll. Farris was able to infer 

after analysing the data that the quantum of college credits and special education 

training had a clear association with the school administrators' attitudes toward 

inclusion.  

In a poll of 300 school administrators in New Jersey, Inzano (1999) 

asked them about their attitudes on inclusiveness. A total of 100 school 

administrators were surveyed in three different settings: urban, rural, and 

suburban. There existed no association between experience on attitudes and 
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geographic location toward inclusiveness, according to the findings. According 

to the study, 88% of school administrators believed that pupils who are behind 

in school by 1-2 years or have learning difficulties must receive their education 

in a regular education setting. Pupils with mild/severe disabilities were the 

subject of the discrepancy. Only 17% of school administrators said that those 

pupils should be educated in a regular education setting. 

Ramirez (2006), conducted a poll of Texas school administrators' views 

on including pupils with SEN in regular education classrooms. The goal of the 

study was to explore if there existed a significant relationship in terms of age, 

the number of pupils in special education, the size of the campus and gender of 

pupils with SEN. The data established no significant impact on gender, the 

number of pupils in special education, age, school administrators' attitudes or 

campus size and the percentage of pupils in special education. There was a 

substantial association between school administrators' attitudes toward 

inclusion and their special education training and experience, according to the 

research. Finally, Texas officials had a generally supportive attitude toward 

inclusivity. This is because, it was evident that, out of 108 school administrators, 

73 of them exhibited a positive attitude rather than a negative attitude. The fact 

that 73 of the 108 school administrators polled had a greater positive attitude 

than a negative attitude backs this up. This information, according to Ramirez 

(2006), could be crucial in the adoption of inclusion models. 

A strong vision and mission, in addition to principal attitudes toward 

inclusion, are critical components of a successful inclusive education 

programme (Harris, 2009). School administrators face increasing expectations 

as a result of inclusion, which urge them to work hard to ensure the success of 
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the inclusion programme. School administrators are responsible for creating, 

managing, and leading programmes for both disabled and non-disabled pupils. 

The ability to analyse these inclusive settings determines the ability to lead these 

programmes. These obligations foster an environment in which school 

administrators must urge all stakeholders to embrace inclusion. School 

administrators were missing several important components that is required for 

educating pupils with SEN (Greyerbiehl, 1993). Among these components 

were: inadequate communication, a lack of teacher support, unfavourable 

perception, and poor leadership tactics about inclusion were among the factors.  

Other factors include: Inadequate personnel, high level of expectations 

in regular education context, a shortage of materials, lack of collaboration due 

to limited time and being unease with the thought that pupils with SEN are likely 

to become penalised. School administrators are critical to the successful 

implementation of inclusion initiatives at their schools. Although school 

administrators do not provide direct instruction, the creating of a positive 

climate to support inclusion relies greatly on them. According to research, the 

vision and mission of a school's principal have a direct impact on the 

implementation of inclusive programmes. This is because teachers look up to 

them to receive direction and assistance, therefor, the perception they have 

about the inclusion of children with SEN in regular education programmes is 

critical (Williams, 2015). 

Special Education Services in Regular Education Classrooms 

Because around 40% of pupils in school have a learning disability that 

every teacher must learn to deal with, special education has become the 

backbone of regular education (Ocloo et al., 2002). According to Ocloo et al. 
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(2002), the role of the SETs is to ensure that pupils have access to the curriculum 

and that colleagues offer their content in ways that are more accessible to pupils. 

SENCOs are trained professionals who are attached to cluster of schools in a 

district to generally provide support services to pupils with SEN. Each SENCO 

is allocated to work with a group of schools within a neighbourhood, zone, or 

district. 

The major reason why teachers need support, according to Ainscow 

(1993), is the increasing number of job-related stress and burnout they 

experience on a daily basis as a result of insufficient material resources, poorly 

designed buildings, exposure to loud noise, and large class sizes, which are 

typically between 60 and 80 or more. According to Brew (2012), the function 

of school support teachers should have involve providing assistance to both 

teachers and pupils, as well as establishing and maintaining acceptable 

professional relationships with staff. Collaborative consulting is one of these 

tools. By working together, SETs and general educators can develop teaching 

strategies for pupils with SEN. Collaboration consultation is a potential strategy 

to meet the requirements of many special needs pupils in regular education 

settings (Hallahan & Kauffman, 1994). 

Empirical Review  

In a pilot study conducted by Yekple and Avoke (2006), to find out the 

number of pupils with SEN in regular education, the nature of disabilities and 

the nature of provisions given, the results of the pilot study revealed that there 

are pupils with SEN in regular education classrooms in Winneba. This finding 

confirms the general views that a number of pupils with SEN and SEN are 

already in regular classrooms and are being taught by RETs. Concerning the 
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types of SEN that are in the regular classrooms, the results of the study 

acknowledges a wide variety with learning disabilities being highest. This 

finding, according to the authors, confirmed an earlier research finding of 

Avoke (2000) within the same Winneba circuit, which also revealed some areas 

where quite a number of pupils had difficulties in reading, spelling and 

mathematics. By implication, there are a number of pupils with SEN who 

require special support in their education and training.  

Furthermore, Yekple and Avoke (2006) found out that many teachers 

had concerns and apprehensions as to whether they were practically confident 

in teaching these pupils effectively because some expressed lack of training. 

Evidently, if regular classroom teachers are given some form of training, they 

could be more supportive to the needs of these pupils. In effect, the basis of this 

study is that when regular schools are supported in their work it can help pupils 

in their school work. Additionally, a study in South Africa conducted by Arends 

et al. (2017) reported that teachers used feedback, and they allocated enough 

period for pupils to use learning materials and collaborate with their peers to 

complete classroom tasks. A study in Malaysia conducted by Ghavifekr et al. 

(2016) conducted a study in Malaysia to investigate the challenges teachers 

face. It was reported that teachers did not use facilities such as Information 

Communication Technology (ICT) tools to improve pupils' academic 

performance because they were inadequate. 

Also, a study conducted by Sharma and Chaudhary (2020), found out 

that among the challenges teachers faced in the classroom are: large class size 

and inadequate availability of teaching and learning resources. Similarly, Obeng 

(2012) reported in a study conducted in Ghana that teachers had inadequate 
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appropriate teaching and learning resources. A study by Lochner et al. (2019) 

reported that co-teaching approach improves pupils’ academic performance 

compared to traditional teaching methods such as route learning. Also, Sharma 

and Chaudhary (2020) investigated the challenges teachers face in the 

classroom. It was found in the study that among the challenges teachers faced 

in the classroom are: high pupil-to-teacher ratio and inadequate availability of 

teaching and learning materials (TLMs). Similarly, Nutsugah (2019) 

investigated the teachers’ coping strategies in handling pupils with SEN in the 

classroom. It was found in the study that teachers were stressed and frustrated 

in handling pupils with SEN because of inadequate TLMs. This problem was 

highlighted in the study of Obeng (2012) that inadequate availability of TLMs 

is a major challenge teachers faced in their classrooms. Further, Vural (2016) 

found out that teachers considered class size as a criteria for selecting 

instructional methods. Consistent with this, Mathis (2017) also reported that 

discussions in a small class size are effective compared to using it in a large 

class size.  

Regarding the involvement of parents in education, Mahmood (2013) 

reported in a study that parents were not adequately involved in their children’s 

education. This finding is affirmed in the work of Echaune et al. (2015) that 

parents were not willing to actively participate in the education of their children. 

However, Ghanney (2018) found out that most parents wish they could afford 

these services for their children but the reality of their lives including financial 

constraint makes it challenging for them. Examples of these services include 

buying hearing aids, wheelchairs, magnifiers, screen readers, etc.  
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Support Provided to Children with SEN   

Praisner (2003) created the Principal and Inclusion Poll, a web-based 

survey to see how much experience and training influenced school 

administrators' attitudes on inclusion. The goal of the study was to see if school 

administrators' opinions toward inclusion were influenced by their age, 

collegiate special education coursework or years at post. School administrators 

were considered to be noncommittal because neither a good nor negative 

attitude was shown. On inclusionary practices, 76.6% had a neutral opinion, 

21.1% had a favourable attitude, and 2.7% had a negative attitude. Despite their 

opposition to inclusion, most school administrators were amenable to the idea, 

according to Praisner (2000).  

In a mixed method study conducted by Abernathy (2012) to analyse the 

views of school administrators in the south-eastern United States concerning the 

inclusion of pupils with SEN in a regular education setting. A pre-test, 

intervention, and post-test were provided to 32 individuals in the study. 

Abernathy used Praisner's (2000) Principal and Inclusion Survey to see if 

programme variables, experience, and training influenced school 

administrators' attitudes on including pupils with SEN in regular education. 

After the intervention and post-test, Abernathy discovered that 95.2% of school 

administrators agreed that when a school educated all sorts of pupils, not only 

pupils with moderate SEN gained better experience but those with severe SEN 

gained experience as well. According to the findings, 81% of school 

administrators believe that RETs can benefit pupils with severe to profound 

SEN in a regular education setting.  
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Conceptual Framework  

 

 

 

 

 

 

 

Figure 1: Conceptual framework of teacher, parental, and administrative 

support provided to children with SEN 
 

Source: Author’s own construct 

 Figure 1 shows the conceptual framework of the study. It specifically 

shows the variables in the study and their connections. The study explored three 

independent variables and one dependent variables. The independent variables 

were teacher support, parental support, and administrative support whereas the 

dependent variables was educating children with SEN. It was assumed in the 

study when there is adequate teacher support, parental support, and 

administrative support, there will be effective education of children with SEN 

in the regular education classroom.  

Summary of the Literature Review 

This chapter has discussed in detail, literature related to the type and 

levels of support regular school teachers receive in teaching pupils of diverse 

learning needs. Again the challenges regular teachers face in their bid to 

accommodate pupils with SEN in regular schools have also been extensively 

dealt with. The key issues highlighted in this chapter included: types of support 
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teachers in regular education classrooms give to pupils with SEN; types of 

support parents give to their children with SEN in regular education classrooms; 

types of support school administrators give to pupils with SEN; types of support 

needed to address the educational needs of pupils with SEN in regular education 

classrooms; and challenges confronting stakeholders (teachers, parents, and 

school administrators) in supporting pupils with SEN in regular education 

classrooms. In the context of literature review, the viewpoints and perspectives 

of several scholars have been used. The contributions of these scholars have 

provided empirical evidence to the literature available as far as support services 

provided by stakeholders and the challenges regular teachers face in their bid to 

accommodate pupils with SEN in the regular schools are concerned. Majority of 

this literature did not consider extensively the type and levels of support regular 

school teachers receive in teaching pupils of diverse learning needs hence, the 

need for this study.  
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CHAPTER THREE 

RESEARCH METHODS 

Introduction 

 This chapter presents the research methods that were adopted for the 

study. The areas covered are: research design, study area, population, sample 

and sampling procedure, research instrument, validity and reliability of research 

instrument, data collection procedures, ethical considerations, data processing 

and analysis. 

Research Design 

 The study employed a quantitative approach and the research design was 

a descriptive survey. Fisher and Bloomfield (2019). described survey research 

as a type of research which involves collecting data to test hypothesis or to 

answer research questions about people’s opinions on some topic or issues. A 

descriptive research design was employed because the study focused on giving 

a general description of the problem under investigation from the perspectives 

of a large number of participants at a given point in time. Also, the study focused 

on the nature of support provided for pupils with SEN in regular education 

classrooms, taking a critical look at parental, teacher, and administrative 

supports, with challenges that face regular classroom teachers in today’s 

classrooms in the Cape Coast Metropolis. Fisher and Bloomfield (2019) further 

noted that survey is an instrument to collect data that describe one or more 

characteristics of a specific population such as their beliefs, attitudes, behaviour 

and demographic composition.  

 Also, Fraenkel and Wallen (2003) stated that obtaining answers from a 

large group of people to a set of carefully designed and administered questions, 
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lies at the heart of a survey research. Cohen et al. (2007), posited that surveys 

are appropriate for this type of research because they allow the collection of data 

which may be used to assess current practices and conditions and to make 

intelligent plans to improve them. The major advantages that go with this type 

of design is that it has the potential to provide a lot of information obtained from 

quite a large sample of individuals. 

Study Area 

 The study was conducted in the Cape Coast Metropolis located in the 

Central Region of Ghana.  The Metropolis has 65 pre-schools, 70 primary 

schools, 63 Junior High Schools, 10 Senior High Schools, 2 Special Schools and 

other analogous tertiary institutions scattered in the Metropolis (Cape Coast 

Metro Education Office, 2020). The Metro Education Service operates in all the 

communities through six circuits. The language of the people of Cape Coast 

is Fante. The population of the Metropolis is 169,894 comprising 82,810 male 

and 87,084 female (Ghana Statistical Service [GSS], 2010). The economic 

activities in the area include trade and fishing.  

Population  

 Population is a group of elements or individuals, objects or events that 

confirm specific criteria and to which a researcher intends to generalise the 

results of a research (Macmillan & Schumacher, 1997). Nitko (2004), defined a 

population as a total number of subjects of which a researcher is interested to 

investigate. The target population for the study comprised all teachers, school 

administrators, and parents who have children with special needs in the targeted 

regular basic schools in the Cape Coast Metropolis. The accessible population 

comprised teachers in the lower and upper primary, administrators, and parents 
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of children with SEN. According to Borden and Abbot (2005), the choice of 

population is determined by whatever issue the researcher is interested in. In all, 

the total population for the study was 1307 teachers, 74 school administrators of 

Junior High Schools in the Cape Coast Metropolis and 70 parents of pupils with 

SEN. The total population of 1436 was used for the study. Table 1 presents the 

population distribution of teachers whereas Table 2 shows the population 

distribution of administrators and parents who have children with SEN. 

Table 1: Breakdown of the Population of Teachers 

Circuits Teachers Population Male Female 

Aboom 255 75 180 

Bakaano 238 67 171 

Cape Coast 221 75 146 

Efutu 171 61 110 

OLA 158 39 119 

Pedu/Abura 264 71 193 

Total  1307 388 919 

Source: Field Data (2021) 

Table 2: Administrators and Parents who have Children with SEN 

Circuits Administrators Parents 

Aboom 12 16 

Bakaano 16 11 

Cape Coast 14 21 

Efutu 10 13 

OLA 17 18 

Pedu/Abura 16 19 

Total 85 98 

Source: Field Data (2021) 

 

 

 University of Cape Coast            https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



44 
 

Sample and Sampling Procedure 

Krejcie and Morgan's (1970) table for obtaining sample size from a 

known population was used to determine the sample size for the teachers. That 

is, 297 teachers. In selecting the teachers, the proportional sampling technique 

was used. With this, I divided the teachers’ population of each circuit by the 

total population of all the teachers in the metropolis and then multiplied it by 

the total sample size needed. This helped me to obtain a proportional 

representation from the circuits. After obtaining the total number of teachers to 

be selected from each circuit, I then used the simple random sampling procedure 

to select the teachers since they have similar characteristics. Below is the 

formula used to select the sample size proportionately for the study. 

S= m÷M×N     Where: 

S     =    represents the number of teachers to be selected for the study 

m    =   represents the total number of teachers in each circuit 

M   =   represents the total population of teachers in the metropolis  

N   =   represents the total number of teachers needed to conduct the study   

Table 3 presents the breakdown of the sample size of the teachers. 

Table 3: Breakdown of the Sample Size of Teachers  

Circuits Number Selected Male Female 

Aboom 58 17 40 

Bakaano 50 15 38 

Cape Coast 49 17 33 

Efutu 48 13 30 

OLA 36 8 27 

Pedu/Abura 56 16 43 

Total  297 86 211 

Source: Field Data (2021) 

 University of Cape Coast            https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



45 
 

 Purposive sampling technique was adopted to select 63 school 

administrators and 60 parents who have children with SEN. Purposive sampling 

technique was used to select administrators and parents who have the 

characteristics of interest to the researcher. The characteristics are administrators 

who have children with SEN in their schools and parents who have children with 

SEN in public basic schools who were available and willing to take part in the 

study. In support of this assertion, Cohen et al. (2007) posited that with purposive 

sampling, researcher handpick subjects to be included in a based on specific 

characteristics that are of importance to the study.  

Research Instrument 

 Questionnaire were designed by the researcher to collect data for the 

study. This was used because it offered me the opportunity to sample the 

perceptions of a larger population. Questionnaires are commonly used 

instruments for collecting data from participants because it is relatively 

economical (McMillan & Schumacher, 2001). A well designed questionnaire 

can boost the reliability and validity of the data to acceptable tolerance 

(McMillan & Schumacher, 1993).  The key issues I identified were based on the 

literature review. The issues included material, human, and personal support for 

pupils with SEN, benefits of support services, and challenges teachers face in 

providing support to pupils with SEN in regular education classrooms. These are 

areas the questionnaire covered. 

 The purpose of the questionnaire was to collect data for the study. For 

teachers, school administrators, and parents, it was created in a closed-ended 

manner. The instrument adopted a four-point Likert-type scale that ranged from 

"Strongly Agree" (SA), "Agree" (A), "Disagree" (D), and "Strongly Disagree" 
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(SD). As a result, respondents were asked to rate the frequency with which they 

engaged in several behaviours. 

 The questionnaire were developed in three parts. That is, Part A, B, and 

C. Part A, B, and C were used to elicit information from the teachers, parents, 

and school administrators respectively. Part A had four Sections. That is, Section 

A, B, C, and D. Section A elicited information on teachers’ background 

information. It constituted their gender. Section B focused on the types of 

support teachers give to pupils with SEN and this had seven items. Section C 

covered the types of support needed to address the educational needs of pupils 

with SEN. This section had 10 items. The last section elicited information on the 

challenges that confront teachers in supporting pupils with SEN and it had seven 

items. In all, Part A had 25 items. 

 Part B elicited information from parents and it had three sections. That 

is, Section A, B, and C. Section A elicited the background information of the 

parents, that is, their gender. Section B elicited information on the types of 

support parents give to pupils with SEN and it had five items. The last Section 

focused on the challenges that confront parents in supporting pupils with SEN. 

This section had four items. In all, Part B had 10 items.  

The last part elicited information from administrators and it had three 

sections. Section A elicited information on the background information of 

administrators specifically, their gender. Section B elicited information on the 

types of support school administrators give to pupils with SEN. This section had 

five items. The last section focused on the challenges that confront school 

administrators in supporting pupils with SEN and this had three items. In all, 

Part C had nine items. In total, the instrument had 44 items.  
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Validity of Research Instrument 

 According to Creswell (2005), the purpose of good research is to retain 

valid and trustworthy metrics. Validity refers to whether or not a study's findings 

are reliable. In this study, the researcher’s supervisor critically examined the 

measures to guarantee their validity, after which elements that appeared to be 

similar were eliminated and others restructured. According to Seidu (2006), the 

consistency of the instrument giving results is the reliability of the research 

instrument. A pilot test of the instruments were conducted in schools that were 

not included in the main study to ensure that the instruments were dependable. 

Some public basic schools were purposively selected in Ekumfi District for the 

pilot-test of the instruments because they share similar characteristics to the 

population of the study. The characteristics are, the schools have pupils with 

SEN, teachers who handle children with SEN, and school administrators and 

parents who have children with SEN. The sample size for the pilot-test was a 

30% of the projected sample size for teachers, parents and school administrators 

(McGrath, 2013). This represents 89 teachers, 18 parents, and 18 school 

administrators. The pilot-test was done to help identify complex wording, 

ambiguity, poorly worded items or if instructions to the respondents were clear. 

For example, the phrase ‘extra time allowance’ was changed to ‘enough period 

of time’, ‘personalised teaching’ was changed to ‘individualised teaching’, etc. 

Any reported ambiguity or difficulty in the items was corrected before the final 

instrument was administered for data collection.  

Reliability of Research Instrument 

 Reliability has to do with measuring the consistency over a period of 

time. It is consistent and replicable over time, over instrument and over group 
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responses (Cohen et al., 2007). Cohen et al. (2007) further posited that the use 

of valid research instruments for a different group of subjects with similar 

characteristics leads to the similar outcomes. 

After piloting the instruments, Cronbach’s Alpha was used to determine 

the reliability of the research instrument. The justification for using Cronbach’s 

Alpha was because the questionnaires for the study was a Likert-type scale 

hence, the Cronbach’s alpha was deemed the best method. A research 

instrument has good internal consistency with a Cronbach’s alpha coefficient of 

0.6 and above (Marczyk et al., 2005; Pavet et al., 1991). In this study, 

Cronbach's alpha coefficient of .915 was reported for Part A (i.e., instrument 

for teachers). For Part B (i.e., instrument for parents), a Cronbach's alpha 

coefficient of .777 was obtained. For the last part (i.e., instrument for school 

administrators), a Cronbach’s alpha coefficient of .734 was reported. The 

Cronbach’s Alpha for each of the subsections of the three instruments are 

presented in Table 4. 

Table 4: Cronbach’s Alpha for each of the Subsections of the Instruments  

Instruments Cronbach’s Alpha 

Part A (Teachers) Section A .681 

Section B 799 

Section C .702 

Part B (Parents) Section A .892 

Section B .787 

Part C (School Administrators) Section A .892 

Section B .748 

 

 University of Cape Coast            https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



49 
 

Data Collection Procedure 

 An introductory letter was obtained from the Department of Education 

and Psychology. The introductory letter was sent to the Metropolitan Directorate 

of Education to obtain permission to collect data from the selected schools. A 

permission letter was obtained from the Metropolitan Directorate of Education 

as shown in Appendix C. Afterwards, I obtained permission from the 

headteachers in the selected schools. After the headteachers gave permission, I 

visited the schools to establish rapport with the teachers and school 

administrators. Permission was also sought from the headteachers to visit the 

teachers in their respective classrooms to administer the questionnaire.  

 Parents were not interviewed since the study was a quantitative study 

specifically, a descriptive survey. Instead, a discussion was held between the 

researcher, the school administrators and the parents who had children with SEN. 

In the discussion, the researcher sought the permission of the parents to involve 

them in the study. The parents who gave their approval were scheduled for 

another meeting to administer the questionnaire. Convenient days and time were 

scheduled with the parents. On the day of administering the questionnaire, the 

parents were informed about the purpose of the study and how they are expected 

to respond to the questionnaire.   

 The maintenance of confidentiality and anonymity in social research is 

very important (Cohen et al., 2007). I, therefore, assured the respondents of the 

confidentiality of their responses. Respondents were made aware that they may 

walk out of the study if they are no longer interested in the study. The data 

collection lasted for two months. Each of the three instruments had a response 

rate of 100%.  
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Ethical Considerations 

This part spells out the ethical standards that were observed in the study. 

Much of the discussion was devoted to how these standards will be observed by 

means of protecting data confidentiality. Participants were not forced to take 

part in the study so their participation was based on their willingness to respond 

to the questions. They were assured that any information they provide will be 

kept confidential and will be used for academic purposes only. Again 

participants were told not to indicate their names on the instruments. The 

instruments were submitted to the Institutional Review Board (IRB) of the 

University of Cape Coast (UCC) for approval before they were administered. 

The privacy of participants was considered by not revealing any participant’s 

response or identity to any person.  

Plagiarism is one of the ethical issues to be observed. There was not any 

theft or misappropriation of intellectual forgery of any form or the substantial 

unattributed copying of another’s work. All articles, theories and books that 

were used in this study, which are properties of other people were duly 

recognised and acknowledged. As addendum, there was not any falsification of 

any kind.  There was also not any manipulation of any research material, 

instruments, processes and changing of results or omitting results to give a non-

accurate data in the research records. In sum, I was very vigilant about the issues 

that can bring doubt about the authenticity of the study and therefore considered 

seriously the ethical standards that safeguard the conduct of research. 

Lastly, I adopted the 5 years data storage policy by the European 

Commission, Ethics and Data Protection (2018). After 5 years, the data will be 

expunged with the consent of the respondents.  
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Data Processing and Analysis  

 First, the responded questionnaires were checked for multiple response, 

response error and uncompleted response before entered into SPSS software 

version 28. Since the items were stated in negative, it was reverse coded. In every 

research, data collection becomes meaningful only when it is organised and 

summarised. Descriptive statistics involving frequencies, percentages, means 

and standard deviation were used to analyse data on all 7 research questions. 

Descriptive analysis was employed to help me to discover important and perhaps 

hidden patterns in the data that may shed additional light on the problems I was 

interested in (Borden & Abbot, 2005).  
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CHAPTER FOUR 

RESULTS AND DISCUSSION 

Introduction 

The study explored teacher, parental and administrative support for 

pupils with special educational needs (SEN) in regular education classrooms in 

Cape Coast Metropolis. This chapter presents the results and discussion of the 

study. 

Demographic Information of Participants 

The demographic information of teachers, parents, and school 

administrators who were involved in the study includes gender only. The results 

of the demographic information of teachers, parents, and school administrators 

are presented in Tables 5, 6, and 7 respectively. 

Table 5: Gender of Teachers 

Gender Frequency (N) Percentage (%) 

Male 104 35 

Female 193 65 

Total  297 100 

Source: Field Data (2021) 

Table 5 shows that 104 (35%) of the teachers were males while 193 

(65%) of the teachers were females. Also, Table 5 shows that females 

represented the majority of teachers used for the study. 
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Table 6: Gender of Parents 

Gender Frequency (N) Percentage (%) 

Male 22 36.7 

Female 38 66.3 

Total  60 100 

Source: Field Data (2021) 

Table 6 shows that 22 (36.7%) of the parents were males while the 

remaining 38 (66.3%) parents were females. Therefore, the majority of parents 

who participated in the study were females. 

Table 7: Gender of School Administrators 

Gender Frequency (N) Percentage (%) 

Male 20 31.7 

Female 43 68.3 

Total  63 100 

Source: Field Data (2021) 

Table 7 shows that 20 (31.7%) of the school administrators who 

participated in the study were males while 43 (68.3%) were females. It can be 

concluded that females represented the majority of respondents used for the 

study. 

Results 

The study was guided by seven research questions. Descriptive statistics 

specifically, frequency counts and percentages, means, and standard deviation 

were used to analyse the data obtained on all seven research questions. In using 

the mean to analyse the research questions, a standard mean of 2.50 was 
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established which represented the average mean. The spread of the four Likert 

Scale was used to achieve the standard mean for the study. That is, Strongly 

Agree (SA) represented 4, Agree (A) represented 3, Disagree (D) represented 

2, and Strongly Disagree (SD) represented 1. Therefore, the spread of the scale 

in figures was summed up and divided by the total number of scales to obtain 

the standard mean; (4+3+2+1=10), (10/4=2.50).  

In this vein, the standard mean was used as a yardstick to determine 

whether teachers, parents and school administrators provided support to pupils 

with SEN. An obtained mean score above the standard mean of 2.50 shows that 

teachers, parents and school administrators provide support to pupils with SEN 

whereas an obtained mean score below 2.50 shows otherwise. Also, the standard 

mean of 2.50 was used to determine if teachers, parents and school administrator 

were confronted with challenges. An obtained mean score below 2.50 indicates 

that teachers, parents and school administrator were not confronted with 

challenges while an obtained mean above the standard mean 2.50 indicates 

otherwise. The standard deviation was also used to represent the distribution of 

responses. It ranges from 0 to 1 as scores that fall within 0 show similarity in 

responses and scores which fall within 1 represent that the responses are not 

similar but heterogeneous. 

Research Question One: What type(s) of support do teachers give to 

pupils with SEN in regular education classrooms? 

 The objective of this research question sought to explore the type(s) of 

support teachers in the regular education classroom give to pupils with SEN.  

The analysis of the responses the teachers gave regarding the type of support 

they give to pupils in the regular education classroom are presented in Table 8.  
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Table 8: Support Teachers Give to Pupils with SEN 

Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

SD 

N (%) 

M SD 

I give pupils with SEN 

enough period of time to 

complete classroom tasks 

104 

(35) 

193 

(65) 

- - 3.35 0.48 

I adapt instructional 

materials to teach pupils 

with SEN in my classroom 

66 

(22.2) 

225 

(75.8) 

6 

(2) 

- 3.20 0.45 

I use school facilities to 

support pupils with SEN 

57 

(19.2) 

234 

(78.8) 

6 

(2) 

- 3.17 0.43 

I employ remedial 

teaching in my classroom 

for pupils with SEN 

66 

(22.2) 

198 

(66.7) 

33 

(11.1) 

- 3.11 0.57 

I choose appropriate 

instructional materials for 

pupils with SEN 

40 

(13.5) 

154 

(51.9) 

83 

(27.9) 

20 

(6.7) 

2.72 0.78 

I practice individualised 

teaching for pupils with 

SEN in my classroom 

29 

(9.8) 

110 

(37) 

120 

(40) 

38 

(12.8) 

2.44 0.84 

I take part in designing an 

IEP for pupils with SEN 

23 

(7.7) 

66 

(22.2) 

148 

(49.8) 

60 

(20.2) 

2.18 0.84 

Mean of Means/ SDs     2.9 0.63 

Source: Field Data (2021) Standard Mean (2.50) 

Table 8 shows that teachers gave support to pupils with SEN in regular 

classrooms. This is evident as the mean of means score (2.9) is greater than the 

standard mean (2.50). That is, teachers gave enough period of time to pupils 

with SEN to complete classroom tasks (3.35> 2.50) and they adapt instructional 

materials to support pupils with SEN (3.20> 2.50). Also, teachers used school 

facilities to support pupils with SEN (3.17) and they used remedial teaching for 

pupils with SEN (3.11> 2.50). Lastly, teachers choose appropriate instructional 
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materials for pupils with SEN (2.72>2.50). The sum of the standard deviations 

(0.63) implies that the responses provided by teachers are homogeneous since 

the score falls within 0. 

Research Question Two:  What type(s) of support are needed to address 

the educational needs of pupils with SEN in regular education classrooms? 

 The purpose of this research question was to ascertain the type(s) of 

support needed to address the educational needs of pupils with SEN in the 

regular education classrooms from the perspectives of the teachers. Table 9 

presents the analysis of the data obtained on this research question.  

Table 9: Type(s) of Support Needed to Address the Educational Needs of 

Pupils with SEN 

Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

SD 

N (%) 

M SD 

Classroom should be 

accessible to pupils with 

SEN 

206 

(69.4) 

91 

(30.6) 

- - 3.70 0.46 

Teachers in my school 

should value the pupils 

with SEN 

167 

(56.2) 

125 

(42.1) 

5 

(1.7) 

- 3.55 0.53 

Pupils with SEN should 

be given special attention 

in my school 

173 

(58.2) 

144 

(38.4) 

10 

(3.4) 

- 3.55 0.56 

In my school, teachers 

should meet from time to 

time to discuss what to do 

to improve the learning of 

pupils with SEN  

147 

(49.5) 

145 

(48.8) 

5 

(1.7) 

- 3.48 0.53 

Seating arrangements in 

my classroom should 

support inclusion of 

pupils with SEN 

123 

(41.4) 

163 

(54.9) 

5 

(1.7) 

6 

(2.0) 

3.36 0.62 
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Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

SD 

N (%) 

M SD 

Teachers in my school 

should receive training on 

how to manage pupils 

with SEN 

136 

(45.8) 

130 

(43.8) 

16 

(5.3) 

15 

(5.1) 

3.30 0.79 

My school should have a 

resource room for pupils 

with SEN 

109 

(36.7) 

162 

(54.5) 

23 

(7.8) 

3 

(1.0) 

3.27 0.64 

My school should receive 

materials from GES to 

support the teaching of 

pupils with SEN 

53 

(17.8) 

209 

(70.4) 

24 

(8.1) 

11 

(3.7) 

3.03 0.64 

The pupils in my school 

should be screened from 

time to time for 

information on those who 

are at risk 

61 

(20.5) 

181 

(60.9) 

45 

(15.2) 

10 

(3.4) 

3.00 0.70 

There should be a 

resource teacher to 

support pupils with SEN 

58 

(19.5) 

122 

(41.1) 

84 

(28.3) 

33 

(11.1) 

2.69 0.91 

Mean of Means/ SDs     3.30 0.64 

Source: Field Data (2021) Standard Mean (2.50) 

Table 9 shows that teachers shared similar views on the type of support 

required for addressing the educational needs of pupils with SEN as the obtained 

mean of means score (3.30) is greater than the standard mean score (2.50). This 

is because teachers reported that the classroom should be accessible to pupils 

with SEN (3.70> 2.50). Teachers agreed that they should value pupils with SEN 

(3.55> 2.5) and pupils with SEN should be given special attention in their school 

(3.55> 2.5). Again, the teachers were of the view that teachers should meet from 

time to time to discuss what to do to improve the learning of pupils with SEN 

(3.48> 2.5). The teachers also reported that seating arrangements in the 

Table 9 continued  
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classroom should support the inclusion of pupils with SEN (3.36> 2.5). Also, 

the teachers agreed that the school should have a resource room to support 

pupils with SEN (3.27> 2.5) and training should be provided for teachers on 

how to manage pupils with SEN (3.30>2.5). The teachers also reported that the 

school should receive materials from the Ghana Education Service (GES) to 

support learning among pupils with SEN (3.03> 2.5) and the pupils in their 

school should be screened from time to time for information on those who are 

at risk (3.00> 2.5) and Lastly, the teachers agreed that there should be resource 

teachers to support pupils with SEN (2.69> 2.5). The sum of the standard 

deviations (0.64) also depicts that the responses provided by teachers are similar 

since the score falls within 0. 

Research Question Three: What challenges confront teachers in 

supporting pupils with SEN in regular education classrooms? 

 This research question sought to examine the challenges teachers faced 

in supporting pupils with SEN in the regular education classroom. The analysis 

of the responses of the teachers regarding this research question are presented 

in Table 10. 
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Table 10: Challenges that Confront Teachers in Supporting Pupils with SEN 

Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

SD 

N (%) 

M SD 

Large class size do not 

encourage teachers to 

involve pupils with SEN 

in demonstrations 

99 

(33.3) 

182 

(61.3) 

16 

(5.4) 

- 3.30 0.56 

Funds are not there to 

procure instructional 

materials to support 

pupils with SEN 

110 

(37) 

143 

(48.1) 

28 

(9.4) 

16 

(5.5) 

3.17 0.81 

Teaching and learning 

materials (TLMs) are not 

readily available to 

support pupils with SEN  

96 

(32.3) 

153 

(51.5) 

33 

(11.1) 

15 

(5.1) 

3.11 0.79 

Adapting instructional 

materials to the needs of 

pupils with SEN burdens 

the work of the regular 

teachers 

79 

(55.6) 

165 

(26.6) 

58 

(17.8) 

- 3.10 0.66 

No support is received 

from colleague teachers 

to support the teaching of 

pupils with SEN 

6 

(2.0) 

35 

(11.8) 

207 

(69.7) 

49 

(16.5) 

2.00 0.60 

Peer support systems in 

the schools are difficult to 

utilise 

38 

(12.8) 

88 

(29.6) 

134 

(45.1) 

37 

(12.5) 

2.43 0.87 

Teachers do not have the 

necessary competences 

and qualification to 

manage pupils with SEN 

9 

(3.0) 

30 

(10.1) 

125 

(42.1) 

133 

(44.8) 

1.71 0.77 

Mean of Means/ SDs     3.00 0.72 

Source: Field Data (2021) Standard Mean (2.50) 

Table 10 shows that the obtained mean of means score (3.00) is greater 

than the standard mean score (2.50) which implies that teachers faced 
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challenges in supporting pupils with SEN in the regular education classroom. 

The challenges were: large class size did not encourage teachers to involve 

pupils with SEN in the use of demonstration as a teaching method (3.30> 2.50), 

funds were not adequate to procure instructional materials for pupils with SEN 

(3.17> 2.5), and TLMs were not readily available to support pupils with SEN 

(3.11> 2.50), and difficulty in adapting instructional materials to meet the needs 

of pupils with SEN was burdens the work of the regular teachers (3.10>2.50). 

Also, the sum of the standard deviations (0.72) show that the responses provided 

by teachers are similar since the score falls within 0. 

Research Question Four: What type(s) of support do parents give to their 

children with SEN in regular education classrooms? 

 This research question sought to explore the type(s) of support parents 

gave to their children with SEN in order to improve their academic performance. 

Parents play a crucial role in the education of pupils with SEN because they are 

the custodians of their children. Therefore, their involvement cannot be 

overemphasised. Table 11 presents the analysis of the parents’ responses on the 

support they give to pupils with SEN. 
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Table 11: Types of Support Parents Give to Pupils with SEN 

Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

 SD 

N (%) 

M SD 

I ensure that my child is 

generally healthy 

30 

(50) 

30 

(50) 

-  - 3.50 0.50 

I provide relevant 

information about my 

child to school authorities 

12 

(20) 

36 

(60) 

12 

(20) 

 - 3.00 0.64 

I collaborate with the 

school to support my 

child’s education 

18 

(30) 

30 

(50) 

12 

(20) 

 - 2.90 0.71 

I monitor my child’s 

academic progress 

12 

(20) 

24 

(40) 

24 

(40) 

 - 2.80 0.75 

I form part of the IEP team 6 

(10) 

12 

(20) 

36 

(60) 

 6 

(10) 

2.30 0.79 

Mean of Means/ SDs      2.90 0.68 

Source: Field Data (2021) Standard Mean (2.50) 

Table 11 shows that the mean of means score (2.90) obtained which is 

greater than the standard mean score (2.50) shows that parents agreed that they 

offer diverse types of support to pupils with SEN. The parents reported that they 

ensure that their children are generally healthy (3.50> 2.50) and they provide 

relevant information about their children to school authorities (3.00> 250). It 

was also discovered that parents collaborate with school in the education of their 

children (2.90> 2.50). Lastly, the parents reported that they monitor the 

academic progress of their children (2.80> 2.50). The overall responses 

provided by the parents can be said to be similar. This is because the obtained 

sum of standard deviation of 0.68 falls within 0. 
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Research Question Five: What challenges confront parents in supporting 

their children with SEN in regular education classrooms? 

 This research question sought to examine the challenges parents faced 

in supporting their children with SEN. Parents responded to various challenges 

regarding the supply of materials by GES, the benefit of capitation grants among 

others. The analysis of the responses are presented in Table 12. 

Table 12: Challenges that Confront Parents in Supporting their Children with 

SEN 

Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

SD 

N (%) 

M SD 

I do not have enough funds 

to support my child’s 

education 

30 

(50) 

30 

(50) 

- - 3.50 0.50 

I do not get support from 

the school to help my child 

to do his/her homework 

30 

(50) 

30 

(50) 

- - 3.50 0.50 

I do not get means of 

transportation to take my 

child to school 

24 

(40) 

36 

(60) 

- - 3.40 0.49 

I do not have special 

equipment such as hearing 

aids, wheelchair, braille, 

and crutches for my child 

12 

(20) 

48 

(80) 

- - 3.20 0.40 

Mean of Means/ SDs     3.40 0.47 

Source: Field Data (2021) Standard Mean (2.50) 

It is shown from Table 12 that parents are confronted with challenges in 

supporting their children with SEN with an obtained mean of means score of 

3.40 which is greater than the standard mean score of 2.50. The parents reported 

that they do not have enough funds to support their children’s education (3.50> 

2.50) and they do not get support from the school to help their children to do 

their homework (3.50> 2.50). Lastly, the parents said that they do not get means 
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of transportation to take their children to school (3.40> 2.50) and they do not 

have special equipment such as hearing aids, wheelchair, braille, and crutches 

for their children (3.20> 2.50). Therefore, the responses provided by the parents 

can be said to be homogenous because the sum of the standard deviation (0.47) 

falls within 0. 

Research Question Six: What type(s) of support do school administrators 

give to pupils with SEN in regular education classrooms? 

 The purpose of this research question was to explore the type(s) of 

support school administrators gave to pupils with SEN in the regular education 

classroom. School administrators are responsible for ensuring that each pupil is 

given an equal opportunity to learn in the school. The analysis of the responses 

are presented in Table 13. 

Table 13: Types of Support School Administrators Give to Pupils with SEN 

Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

SD 

N (%) 

M SD 

I collaborate with teachers 

to provide support for 

pupils with SEN 

7 

(11.1) 

56 

(88.9) 

- - 3.11 0.32 

I provide guidance and 

counselling services in my 

school to pupils with SEN 

6 

(9.5) 

51 

(81) 

6 

(9.5) 

- 3.00 0.44 

I ensure that teachers to do 

individualised teaching for 

pupils with SEN 

- 45 

(71.4) 

18 

(28.6) 

- 2.71 0.46 

Resource teachers are 

available to provide 

support services to pupils 

with SEN 

- - 57 

(90.5) 

6 

(9.5) 

1.90 0.30 

I provide support to class 

teachers to plan IEP and 

select materials to teach 

pupils with SEN 

- - 56 

(88.9) 

7 

(11.1) 

1.89 0.32 

Mean of Means/ SDs     2.52 0.37 

Source: Field Data (2021) Standard Mean (2.50) 
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Table 13 shows that school administrators gave support to pupils with 

SEN as a mean of means score (2.52) obtained is greater than the standard mean 

score (2.50). This is because school administrators agreed that they collaborate 

with teachers to support pupils with SEN (3.11> 2.50). Also, school 

administrators provide guidance and counselling services in schools to pupils 

with SEN (3.00> 2.50) and they ensure that teachers to do individualised 

teaching for pupils with SEN (2.71> 2.50). Therefore, it is evident that the 

responses provided by school administrators are similar as the sum of the 

standard deviation (0.37) falls within 0. 

Research Question Seven: What challenges confront school administrators 

in supporting pupils with SEN in regular education classrooms? 

 This research question sought to explore the challenges school 

administrators faced in providing support to pupils with SEN in regular 

education classrooms. The responses of the school administrators suggested that 

they are confronted with challenges. The analysis of the responses are presented 

in Table 14.  
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Table 14: Challenges That Confront School Administrators in Supporting 

Pupils with SEN 

Statement SA 

N (%) 

A 

N (%) 

D 

N (%) 

SD 

N (%) 

M SD 

I do not get materials for 

my school from GES 

9 

(14.3) 

50 

(79.4) 

4 

(6.3) 

- 3.08 0.45 

I do not get support from 

NGOs for my school 

4 

(6.3) 

58 

(92.1) 

1 

(1.6) 

- 3.05 0.28 

I do not get special 

equipment for my school 

from the GES  

6 

(9.5) 

52 

(82.5) 

5 

(7.9) 

- 3.02 0.42 

Mean of Means/ SDs     3.05 0.38 

Source: Field Data (2021) Standard Mean (2.50) 

Table 14 shows that school administrators are confronted with 

challenges in supporting pupils with SEN. This is evident as a mean of means 

score (3.05) which is higher than the standard mean score (2.50) was obtained. 

Also, the responses the school administrators gave suggest that they do not 

receive materials from GES to support pupils with SEN (3.08> 2.50) neither do 

they receive support from NGOs (3.05> 2.50). The school administrators further 

said that they do not receive special equipment from GES (3.02> 2.50). The 

responses provided by school administrators are similar as the sum of standard 

deviation (0.38) falls within 0. 

Discussion 

Types of Support Teachers Give to Pupils with SEN  

 The objective of the first research question sought to examine the type(s) 

of support teachers in regular education classrooms gave to pupils with SEN.  
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The results of the study revealed that teachers made some efforts to 

support pupils with SEN in their classrooms. The types of support teachers gave 

to pupils with SEN in their classrooms were: giving enough time to pupils with 

SEN to complete tasks. This finding (that is, giving enough time to pupils with 

SEN) confirms the findings of a study conducted by Arends et al. (2017) in 

South Africa, who reported that teachers have enough time for pupils to use 

instructional materials and collaborate with their peers to complete classroom 

tasks. RETs may not have the expertise to handle pupils with SEN as posited by 

Kauffman et al. (2018). However, they can apply the knowledge and skills they 

have acquired in their academic training and in training workshops to provide 

remediation effort(s) to support pupils with SEN in their classrooms. This is 

highlighted in the work of Cihak and Smith (2018) who posited that teachers 

can promote effective teaching and learning among pupils with SEN by 

adopting instructional techniques and TLMs that appeal to their educational 

needs. 

Additionally, it was found in the study that teachers used remedial 

teaching and they supported other class teachers to choose appropriate 

instructional materials. Teachers supporting other class teachers corroborates 

with the views of Glazier et al. (2017) who opined that collaboration between 

teachers is a significant approach to managing the difficulties pupils with SEN 

have in learning. When teachers collaborate, they have the opportunity to share 

ideas on appropriate classroom management techniques. A teacher might have 

improvised or developed an approach in his or her classroom that might have 

worked effectively. Therefore, collaboration enables other teachers to adopt or 

adapt such an approach in their classroom. The results of the study further 
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revealed that teachers used school facilities to support pupils with SEN. This 

finding contradicts the finding of a previous study conducted in Malaysia by 

Ghavifekr et al. (2016) that teachers did not use facilities such as Information 

Communication Technology (ICT) tools to improve pupils academic 

performance because they were inadequate.  

Types of Support Needed to Address the Educational Needs of Pupils with 

SEN  

 The purpose of the second research question was to ascertain the types 

of support needed to address the educational needs of pupils with SEN in regular 

education classrooms from the perspectives of the teachers. 

The results of the study revealed that teachers wanted the classroom to 

be accessible and properly arranged to support the inclusion of pupils with SEN. 

Classroom physical arrangement such as seating arrangement and arrangement 

of TLMs is an essential component of inclusion as argued by Wardana and 

Rulyansah (2019) and Bautista and Borges (2013). A good physical classroom 

layout can facilitate pupils’ learning and improve their academic performance. 

This assertion is confirmed in the finding of a study conducted by Wilburn et 

al. (2019) that in classrooms where desks are properly arranged, teachers were 

able to freely move about in the classroom to support slow learners to complete 

instructional tasks. Adequate physical classroom arrangement can minimise the 

occurrence of problematic classroom behaviours because pupils with 

behavioural problems can be easily monitored and supported by the teachers 

and also, TLMs can be easily accessed by pupils with SEN (Banks, 2014). This 

is because teachers can establish routines for distributing, using, returning, and 

storing TLMs in their classrooms. This is in consonance with the views of Baum 
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(2018) who said that classroom seating arrangement that accommodates free 

movement of pupils with physical disabilities reduces classroom congestion 

hence, providing them equal opportunity to learn among their ‘non-disabled’ 

counterparts. 

Further, the results of the study showed that teachers agreed to the 

provision of resource rooms and resource teachers to support pupils with SEN. 

The availability of resource rooms and resource teachers are fundamental in the 

provision of inclusive education (Kirkpatrick et al., 2020; Ranrong et al., 2017; 

Poon-McBrayer, 2016). This is because pupils with SEN including those with 

hearing impairment, visual impairment, Autism Spectrum Disorder (ASD), 

Attention Deficit Hyperactive Disorder (ADHD), Emotional Behaviour 

Disorder (EBD) among others are educated in the same classroom with their 

‘non-disabled’ peers.  

The educational needs of pupils with these categories of SEN may not 

be adequately addressed in the regular education classroom by the regular 

education teacher. Resource rooms are facilities that are purposively built and 

stocked with research-based teaching resources which commensurate the 

unique educational needs of pupils with SEN. Additionally, the provision of 

resource teachers will give RETs the opportunity to consult them for advice on 

how to handle pupils with SEN in their classrooms. RETs can collaborate with 

resource teachers to adopt any of the co-teaching approaches suggested by 

Friend and Bursuck (2009) which include: station teaching and parallel 

teaching. Research suggests that the use of co-teaching approaches improves 

the academic performance of pupils with SEN compared to traditional teaching 

methods such as route learning and direct instruction (Lochner et al., 2019). 
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Additionally, it was discovered that teachers wanted the GES to provide 

schools with TLMs to support pupils with SEN. In harmony with child 

developmental theories, children are able to learn if they are taught within their 

natural environment (Saracho, 2021; Lyons et al., 2020; Keenan et al., 2016). 

That is, when they can see, hear, and touch what they are being taught. This 

suggests that the use of TLMs such as letter cards, number cards, charts, maps, 

videos, and real objects promote effective teaching and learning not only among 

pupils with SEN but their ‘non-disabled’ counterparts. Generally, children by 

nature are active and want to explore and manipulate objects as ways of 

acquiring knowledge (MacBlain, 2018; Pritchard, 2017).  

Therefore, the provision of TLMs in schools will give the opportunity 

to explore and discover problem solving skills with the guidance of teachers. 

The results of the study further showed that teachers wanted to be provided with 

educational training on how to manage pupils with SEN. This finding is in 

agreement with the recommendation given by Asare (2015) that adequate 

training programmes should be provided for teachers to update their classroom 

management skills. The world is evolving hence, there are new trends and shifts 

in handling pupils with SEN (Yoder, 2014). This suggests that some classroom 

management techniques used by teachers decades ago may not be applicable to 

this current generation of children. 

Challenges Teachers Face in Supporting Pupils with SEN  

 The third research question sought to examine the challenges teachers 

faced in supporting pupils with diverse learning needs in the regular education 

classroom.  
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 The results of the study revealed that the challenges teachers faced in 

supporting pupils with SEN are: difficulty in adapting instructional materials; 

large class size; and unavailability of TLMs. These findings (that is, large class 

size and unavailability of TLMs) confirm the findings of a previous study 

conducted by Sharma and Chaudhary (2020) that among the challenges teachers 

faced in the classroom are: high pupil-to-teacher ratio and inadequate 

availability of TLMs. Also, inadequate availability of TLMs is highlighted in 

the work of Obeng (2012) as one of the major challenges teachers faced in the 

classroom.  

The results of the study further revealed high pupil-to-teacher ratio as 

another challenge teachers faced in supporting pupils with SEN. This finding 

corroborates with that of Koc and Celik (2015), who found in a study that there 

was a higher number of pupil-to-teacher ratio in the classrooms and this 

hindered the academic achievement of pupils. From my experience as a resource 

teacher, large class size often makes it difficult to effectively monitor and 

support pupils with SEN in the classroom. It also influences the selection of 

instructional technique(s) to adopt in the classroom. In support of this assertion, 

Vural (2016) reported that teachers considered class size as a major criteria for 

selecting instructional methods. This suggests that teachers who use discussion 

method may go for small or large group discussion based on the size of the class. 

Similarly, Mathis (2017) found that discussions in a small class size are 

effective compared to using it in a large class size. The results of the study 

revealed that large class sizes did not encourage teachers to involve pupils with 

SEN in the use of demonstration as a teaching method.  
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Additionally, it was discovered in the study that another challenge 

teachers faced in supporting pupils with SEN is inadequate funds to procure 

instructional materials. Inadequate funds to procure instructional materials to 

support pupils with SEN can make teaching stressful for teachers. This is 

because they may have to improvise or look for other alternatives to get 

instructional materials to teach pupils with SEN in their classrooms. This is in 

line with the finding of a study conducted in Ghana by Nutsugah (2019), who 

reported that teachers were stressed and frustrated in handling pupils with SEN 

because of inadequate TLMs.  

Types of Support Parents Give to their Children with SEN  

 The fourth research question seeks to explore the type(s) of support 

parents give to their children with SEN in order to improve their academic 

performance. Parents play a crucial role in the education of pupils with SEN 

because they are the custodians of their children. Therefore, their involvement 

cannot be overemphasised. 

 In exploring the types of support parents gave to their children with 

SEN, the results of the study revealed that they collaborated with the school 

authorities by providing them with relevant information about their children. 

This finding contradicts the finding of a previous study in Kenya conducted by 

Echaune et al. (2015), who reported that parents were not adequately involved 

in their children’s education. In consonance with this finding, Mahmood (2013) 

found that parents were not willing to actively participate in the education of 

their children. Parents are the major stakeholders in education hence, their role 

cannot be overemphasised (Klingner & Harry, 2006). This is probably why 

Gyimah and Yidana (2008) suggested three reasons why parental role in 
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education is vital. These are: parents have relevant information to give to the 

assessment team (that is, information from pre-natal, peri-natal, and post-natal 

stages); parents have the right to know what problems their children have; and 

parents are usually the first to observe changes in their children’s behaviour.  

To buttress the suggestions of Gyimah and Yidana (2008), parents are 

to provide children with basic needs such as food, water, love, safety, clothes, 

and shelter as emphasised in Maslow's needs theory (Maslow, 2019). However, 

the current educational advancement requires parents to go beyond providing 

their children with basic needs to include providing remedial classes, private 

tuition, and creating a stimulating home environment that will encourage 

children to learn at home.  

It must also be said that most parents wish they could afford these 

services for their children but the reality of their lives including financial 

constraint makes it challenging for them as reported by Ghanney (2018). 

Further, the results of the study revealed that parents monitored their children’s 

academic progress and they ensured that their children have a good general 

health conditions. This is important because children need to be healthy to be 

able to learn. For instance, a child with a good health condition has the potential 

to learn effectively compared to a child with a poor health condition (Muhasidah 

et al., 2019). Similarly, Spaeth et al. (2019) asserted that children need a 

balanced diet and enough sleep for efficient brain development. 

Challenges Parents Face in Supporting their Children with SEN 

 The objective of this research question was to investigate the challenges 

parents faced in supporting their children in the regular education classroom. 
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Parents responded to various challenges regarding the capitation grants and 

supply of materials and special equipment from GES and NGOs. 

The results of the study revealed that parents did not have enough fund 

to support their children’s education; they did not get support from the school 

to help their children do their homework; they did not get means of 

transportation to take their children to school; and they did not get special 

equipment such as hearing aid, wheelchair, and braille for their children with 

SEN. These findings confirm the findings of a study in Ghana conducted by 

Mantey (2017) who noted that the unique educational needs of children with 

SEN were not adequately taken care of and the system of education did not help 

them to reach their full potential. This challenge was also highlighted in the 

work of Taderera and Hall (2017) that parents of children with SEN were denied 

access to quality education which include deprivation of materials such as lens, 

wheelchair, hearing aid, crutches, braille, Closed-Circuit Television, large print, 

and magnifiers to support their children’s to be able to learn.  

These materials are essential in the education of pupils with SEN 

(Balambica, 2021; Giraud et al., 2017; Adebisi et al., 2015). For instance, a child 

with physical disability may need a wheelchair or crutches for mobility such as 

going to school, taking part in extracurricular activities in school, participating 

in classroom learning activities, and exploring the physical school environment 

as posited by McGarry et al. (2012) and Cox (2003). Also, a child who has 

visual impairment may need a lens, large print, and/or magnifiers to be able to 

read content presented on the board or see teachers' demonstrations in the 

classroom (Arter, 2013). Pajibo and Tamanja (2017) further reported in a study 

conducted in the Ga West Municipality of Ghana that the increase in school 
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enrolment has brought some difficulties such as delay in disbursement of 

capitation grants; inadequate furniture; high pupil-to-teacher ratio; and 

inadequate classrooms. This situation give more importance to the need to 

provide pupils with SEN adequate learning equipment to support their learning 

in the regular education classroom. In my opinion, parents of children with SEN 

should be considered in the development of social intervention programmes 

such as scholarships and sharing of school materials (e.g. books, bags, shoes, 

and school uniform).  

Types of Support School Administrators Give to Pupils with SEN  

This research question sought to explore the type(s) of support school 

administrators gave to pupils with SEN in the regular education classroom. 

School administrators are responsible for ensuring that each pupil is given an 

equal opportunity to learn.  

Concerning the types of support school administrators gave to pupils 

with SEN, the results of the study revealed that they collaborated with teachers 

to support pupils with SEN in the classroom. Also, the results of the study 

showed that school administrators encouraged teachers to adopt individualised 

teaching. This finding confirms the finding of a study conducted in Anomabo 

by Esia-Donkoh and Baffoe (2018), who reported that school administrators 

adequately encouraged teachers to work effectively to meet the educational 

needs of pupils.  

However, Esia-Donkoh and Baffoe (2018) further found that the 

academic performance of pupils was below average although teachers were 

adequately encouraged by school administrators. This does not necessarily 

imply that teachers do not need to be motivated by their school administrators. 
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This assertion corroborates with the views of Habibullah and Ashraf (2013) that 

the academic performance of pupils depends on numerous factors aside from 

teacher motivation. These factors include: school climate, parental involvement, 

availability of TLMs, availability of resource room and resource teachers, 

collaboration between parents, teachers, and school administrators, educational 

policies and the curriculum (Wardana & Rulyansah, 2019; Mathis, 2017; 

Adeogun & Olisaemeka, 2011; Gyimah & Yidana, 2008).  

Furthermore, it was found in the study that school administrators 

encouraged teachers to employ adequate teaching techniques and approaches to 

address the educational needs of pupils with SEN in their classrooms. However, 

this finding contradicts that of MacBeath et al. (2009), who reported in Cyprus 

that school administrators were not willing to encourage teachers. It is, 

therefore, important for teachers to have satisfaction in their job through 

motivation because they are the main implementers of the educational 

curriculum. Any deviation in their work input may have a direct impact on the 

educational growth and development of pupils as suggested in a study by Akiri 

(2013) and Ding and Sherman (2006). Also, it was discovered in the study that 

school administrators provided pupils with guidance and counselling services. 

This finding confirms the finding of a study conducted in Kisumu West Sub 

County by Owino and Odera (2014) that school administrators had a positive 

attitude towards guidance and counselling in primary schools. Guidance and 

counselling services are important especially in situations where pupils are 

emotionally disturbed, have low self-esteem, and feel rejected as a result of 

stigmatisation and bullying.  
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Challenges School Administrators Face in Supporting Pupils with SEN 

 The seventh research question sought to explore the challenges school 

administrators faced in their efforts to provide support for pupils with SEN in 

the regular education classroom. The responses of the school administrators 

reported that they are confronted with some challenges.  

The results of the study revealed that school administrators did not 

receive materials and special equipment from the GES to support pupils with 

SEN. In connection to this, the finding of Opoku et al. (2015) in Brong-Ahafo 

Region of Ghana suggested that school administrators did not receive materials 

from the GES for pupils with SEN in the regular education classrooms. Also, a 

similar finding was reported in a previous study conducted by Ocloo and 

Subbey (2008) in the Hohoe District of Ghana that the GES and other 

educational stakeholders did not provide support services to school 

administrators. Additionally, the results of the study further revealed that school 

administrators did not receive support from NGOs. This finding contradicts that 

of Njuki (2012), who found in a study conducted in Kenya that NGOs supplied 

school administrators with resources to support their day-to-day activities in the 

school. NGOs form part of educational stakeholders who see to it that children 

are provided with quality education.  

The role of NGOs according to the Inclusive Education policy (MoE, 

2015) include: supporting children at-risk of exclusion; mobilising and 

supplying resources to schools; providing assistive devices; and providing 

adapted TLMs. It is evident from the study that school administrators did not 

receive any of these support services from NGOs. However, this could be 

attributed to school administrators’ lack of partnership networking and 
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partnership skills to draw the attention of NGOs to their needs. This assertion is 

confirmed in a study conducted in Nairobi by Shiwani (2021) that school 

administrators did not have partnership networking skills to draw the interest of 

NGOs to the needs of their schools such as specialised TLMs and resources (e.g. 

hearing aid, large print, and JAWS [Job Access With Speech]). Given the 

continuous request of support by school administrators from various schools 

(Aldashev & Navarra, 2018; Awingura, 2009). 

Summary 

Regarding the types of support teachers give to pupils with SEN, it was 

revealed that teachers gave enough period of time to pupils with SEN to 

complete classroom tasks; they adapted instructional materials to support pupils 

with SEN; they used school facilities to support pupils with SEN; they used 

remedial teaching for pupils with SEN; and they choose appropriate 

instructional materials for pupils with SEN. 

The types of support needed to address the educational needs of pupils 

with SEN were: classroom should be accessible to pupils with SEN; pupils with 

SEN should be valued; pupils with SEN should be given special attention; 

teachers should meet to discuss issues to improve the learning among pupils 

with SEN; seating arrangements in the classroom should support the inclusion 

of pupils with SEN; school should have a resource room; training should be 

provided for teachers on how to manage pupils with SEN; schools should 

receive materials from the GES; pupils should be screened from time to time to 

identify those at-risk; and there should be resource teachers to support pupils 

with SEN. 
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The challenges that confront teachers in supporting pupils with SEN 

were: large class size; inadequate funds to procure instructional materials for 

pupils with SEN; TLMs were not readily available to support pupils with SEN; 

and difficulty in adapting instructional materials to meet the needs of pupils with 

SEN.  

The types of support parents give to pupils with SEN were: they ensured 

that their children are generally healthy; they provided relevant information 

about their children to school authorities; they collaborated with the school; and 

they monitored the academic progress of their children with SEN.  

With regards to the challenges that confront parents in supporting pupils 

with SEN, it was revealed that parents did not have enough funds to support 

their children’s education; they did not get support from the school to help their 

children to do their homework; they did not get means of transportation to take 

their children to school; and they did not get special equipment such as hearing 

aids, wheelchair, braille, and crutches for their children with SEN.  

The types of support school administrators provided to pupils with SEN 

were: they collaborated with teachers to support pupils with SEN; they provided 

guidance and counselling services in schools to pupils with SEN; and they 

ensured that teachers do individualised teaching for pupils with SEN. 

The challenges that confront school administrators were: they did not 

receive materials from GES and NGOs to support pupils with SEN; and they 

did not receive special equipment from GES.  
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CHAPTER FIVE 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

Introduction 

 This chapter presents the summary, conclusions, and recommendations 

for the study. It also presents the areas for further research. 

Summary 

The purpose of the study was to find out teacher, parental and 

administrative support for pupils with special educational needs (SEN) in 

regular education classrooms in the Cape Coast Metropolis. The study was 

guided by seven research questions. The study adopted a quantitative approach 

with a descriptive survey research design. Multistage sampling technique was 

used to select participants for the study. First, proportional sampling technique 

was used to select 297 teachers. Secondly, purposive sampling technique was 

employed to select 60 parents. Lastly, simple random sampling technique was 

adopted to select 63 school administrators. Questionnaire was used to collect 

data for the study. Descriptive statistics specifically, frequency counts and 

percentages, means, and standard deviation were used to analyse the data 

obtained on the seven research questions that guided the study.  

Key Findings 

 The results of the study revealed the following key findings based on the 

research questions: 

1. Teachers used teaching and learning materials (TLMs) and gave pupils 

with SEN adequate time to manipulate them to facilitate their learning. 
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Also, teachers employed remedial teaching and supported other teachers 

to select appropriate TLMs for pupils with SEN. 

2. Type of support needed in educating pupils with SEN were: accessible 

classroom; pupils with SEN should be valued and given special 

attention; and there should be an appropriate seating arrangement for 

pupils with SEN. 

3. The challenges teachers faced were: difficulty in adapting instructional 

materials to the needs of pupils with SEN, large class size, inadequate 

funds, and unavailability of TLMs. 

4. The types of support parents provided were: they collaborated with 

school authorities by providing relevant information about their 

children. Also, parents monitored the academic progress of their 

children and they ensured that their children had a good general health 

condition.  

5. The challenges that confront parents were: lack of funds to support their 

children’s education; lack of support from the school; inadequate means 

of transportation for their children with SEN; inadequate special 

equipment such as hearing aids, wheelchair, braille, and crutches. 

6. The types of support school administrators provided were: they ensured 

that teachers to do individualised teaching for pupils with SEN and they 

provided guidance and counselling services to support pupils with SEN. 

7. The challenges school administrators faced were: inadequate special 

equipment and materials from GES and NGOs.  
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Conclusions 

Parents, teachers, and school administrators are key stakeholders in 

educating pupils with SEN. This is because among all the educational 

stakeholders, parents, teachers, and school administrators interact more with 

pupils. The optimal educational growth and development of pupils with SEN 

calls for the collaboration between parents, teachers, and school administrators. 

It is vital for each of these stakeholders to play their role effectively to meet the 

fundamental goals of inclusion (that is, ensuring that pupils with SEN are: 

involved, participating, and achieving). However, parents, teachers, and school 

administrators face some challenges in the performance of their roles. 

Therefore, their challenges need to be addressed in order to reduce 

marginalisation, stigmatisation, and labelling faced by pupils with SEN in the 

regular education environment.  

Recommendations 

 Based on the findings and conclusions drawn from the study, the 

following recommendations are made: 

1. Since teachers adopted innovative ways to support pupils with SEN, the 

District Education Directorate (DED) should motivate them through job 

promotions and award schemes. This can increase teachers’ job 

satisfaction hence, their work input. 

2. The GES should organise periodic screening programmes for pupils in 

schools. Further, the GES should provide schools with resource rooms 

and resource teachers to assist the regular education teachers (RETs) to 

provide educational support services to pupils with SEN.   
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3. The Ministry of Education (MoE) should build classroom blocks and 

appoint more teachers to minimise the high pupil-to-teacher ratio in the 

classrooms. Also, the GES should provide schools with adequate TLMs 

and funds to support the education of pupils with SEN.  

4. The GES should provide pupils with SEN with school buses to convey 

them to school and the home. Pupils with SEN specifically, hearing 

impairment should be provided with hearing aids, and sign language 

interpreters. Pupils with physical impairment should be provided with 

wheelchairs and crutches whereas those with visual impairment should 

be provided with braille, magnifiers, and large prints.  

5. The DED should provide school administrators with regular training 

programmes on school management issues such as monitoring and 

supervision and guidance and counselling services.  

6. The MoE should provide school administrators with screening tools and 

train teachers on how to use them to assess pupils’ hearing, sight, 

behaviour, and other academic difficulties.  

Suggestions for Further Research 

 Based on the findings and limitations of the study, the following 

suggestions are offered for further research: 

1. The study adopted a quantitative approach to examine the phenomenon 

in quantifiable or statistical terms. Hence, further studies could employ 

a mixed method approach in order to give consideration to the 

qualitative phase to provide a holistic understanding of the phenomenon.  

2. The study did not investigate the relationship of variables such as 

gender, educational qualification, and work experience with the 
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performance of roles. Therefore, further studies could include these 

variables to ascertain their relationship with performance of roles by 

teachers, parents, and school administrators.  

3. The study was conducted in Cape Coast Metropolis hence, the findings 

may not be generalised to other settings. Given this, further research 

could expand the geographical location to include other Metropolis in 

Central Region to increase the generalisability of the findings.  
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APPENDIX D: CONSENT FORM 

I………………………………………………………………………. volunteer 

to participate in a study by Matilda Jehu-Appiah from the University of Cape 

Coast. I understand that the purpose of the study is to examine teacher, parental 

and administrative support for pupils with special educational needs (SEN) in 

regular education classrooms in the Cape Coast Metropolis. 

1. My participation in this study is voluntary and I may withdraw and 

discontinue participation at any time without penalty. 

2. I understand that questionnaires will be used to collect data for the study and 

information I give will be confidential. 

3. I have the right to decline to respond to statements on the questionnaire if I 

find it uncomfortable sharing specific information.  

4. I and the researcher agree to sign and date this informed consent form. 

 

 

 

Participant’s Signature  ..................................Date:............................................ 

 

Interviewer’s Signature ................................. Date:............................................ 
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APPENDIX E: QUESTIONNAIRE FOR TEACHERS 

UNIVERSITY OF CAPE COAST 

COLLEGE OF EDUCATION STUDIES 

FACULTY OF EDUCATION FOUNDATIONS 

DEPARTMENT OF EDUCATION AND PSYCHOLOGY 

Introduction 

My research topic is, “Teacher, Parental, and Administrative Support for 

Children with Special Educational Needs (SEN) in Regular Classrooms in the 

Cape Coast Metropolis. I am very much aware of your busy schedule, but your 

involvement in this study is very crucial. I, therefore, entreat you to kindly 

respond to the following items appropriately to enable me to find answers to the 

study. The confidentiality and anonymity of your responses are assured.  

Thank you.  

SECTION A: Background Information 

Instruction: Please, tick (√) the response which corresponds with your 

background information. 

Gender: Male [  ]  Female [  ] 

Instruction: Indicate your agreement or disagreement to these statements by 

ticking (√) in the spaces provided using the following: SA= Strongly Agree; A= 

Agree; D=Disagree; SD= Strongly Disagree.  

SECTION B: TYPES OF SUPPORT TEACHERS GIVE TO PUPILS 

WITH SEN 

S/N Statement SA A D SD 

1 I practice individualised 

teaching for pupils with SEN 

in my classroom 
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2 I take part in designing an IEP 

for pupils with SEN 

    

3 I give pupils with SEN enough 

period of time to complete 

classroom tasks. 

    

4 I adapt instructional materials 

to teach pupils with SEN in my 

classroom. 

    

5 I employ remedial teaching in 

my classroom for pupils with 

SEN 

    

6 I choose appropriate 

instructional materials for 

pupils with SEN 

    

7 I use school facilities to 

support pupils with SEN 

    

SECTION C: TYPES OF SUPPORT NEEDED TO ADDRESS THE 

EDUCATIONAL NEEDS OF PUPILS WITH SEN 

S/N Statement SA A D SD 

1 Classroom should be accessible 

to pupils with SEN 

    

2 Seating arrangements in my 

classroom should support 

inclusion of pupils with SEN 

    

3 My school should have a 

resource room for pupils with 

SEN 
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4 My school should receive 

materials from GES to support 

the teaching of pupils with SEN 

    

5 There should be a resource 

teacher to support pupils with 

SEN 

    

6 The pupils in my school should 

be screened from time to time 

for information on those who 

are at risk 

    

7 Teachers in my school should 

receive training on how to 

manage pupils with SEN 

    

8 In my school, teachers should 

meet from time to time to 

discuss what to do to improve 

the learning of pupils with SEN 

    

9 Teachers in my school should 

value the pupils with SEN 

    

10 Pupils with SEN should be 

given special attention in my 

school 

    

SECTION D: CHALLENGES THAT CONFRONT TEACHERS IN 

SUPPORTING PUPILS WITH SEN 

S/N Statement SA A D SD 

1 Adapting instructional 

materials to the needs of pupils 

with SEN burdens the work of 

the regular teachers 

    

2 Large class size do not 

encourage teachers to involve 

pupils with SEN in 

demonstrations 
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3 No support is received from 

colleague teachers to support 

the teaching of pupils with SEN 

    

4 Peer support systems in the 

schools are difficult to utilise 

    

5 Funds are not there to procure 

instructional materials to 

support pupils with SEN 

    

6 Teachers do not have the 

necessary competences and 

qualification to manage pupils 

with SEN 

    

7 Teaching and learning 

materials (TLMs) are not 

readily available to support 

pupils with SEN 
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APPENDIX F: QUESTIONNAIRE FOR PARENTS 

UNIVERSITY OF CAPE COAST 

COLLEGE OF EDUCATION STUDIES 

FACULTY OF EDUCATIONAL FOUNDATIONS 

DEPARTMENT OF EDUCATION AND PSYCHOLOGY 

Introduction 

My research topic is, “Teacher, Parental, and Administrative Support for 

Children with Special Educational Needs (SEN) in Regular Classrooms in the 

Cape Coast Metropolis. I am very much aware of your busy schedule, but your 

involvement in this study is very crucial. I, therefore, entreat you to kindly 

respond to the following items appropriately to enable me to find answers to the 

study. The confidentiality and anonymity of your responses are assured.  

Thank you.  

SECTION A: Background Information 

Instruction: Please, tick (√) the response which corresponds with your 

background information. 

Gender: Male [  ]  Female [  ] 

Instruction: Indicate your agreement or disagreement to these statements by 

ticking (√) in the spaces provided using the following: SA= Strongly Agree; A= 

Agree; D=Disagree; SD= Strongly Disagree.  

SECTION B: TYPES OF SUPPORT PARENTS GIVE TO PUPILS WITH 

SEN 

S/N Statement SA A D SD 

1 I provide relevant information 

about my child to school 

authorities. 
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2 I collaborate with the school to 

support my child’s education. 

    

3 I form part of the IEP team.     

4 I monitor my child’s academic 

progress. 

    

5 I ensure that my child is 

generally healthy 

    

SECTION C: CHALLENGES THAT CONFRONT PARENTS IN 

SUPPORTING THEIR CHILDREN WITH SEN 

S/N Statement SA A D SD 

1 I do not have enough funds to 

support my child’s education. 

    

2 I do not get support from the 

school to help my child do 

his/her homework 

    

3 I do not get means of 

transportation to take my child 

to school 

    

4 I do not have special equipment 

such as hearing aids, wheelchair, 

braille, and crutches for my 

child.  
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APPENDIX G: QUESTIONNAIRE FOR SCHOOL 

ADMINISTRATORS 

UNIVERSITY OF CAPE COAST 

COLLEGE OF EDUCATION STUDIES 

FACULTY OF EDUCATION FOUNDATIONS 

DEPARTMENT OF EDUCATION AND PSYCHOLOGY 

Introduction 

My research topic is, “Teacher, Parental, and Administrative Support for 

Children with Special Educational Needs (SEN) in Regular Classrooms in the 

Cape Coast Metropolis. I am very much aware of your busy schedule, but your 

involvement in this study is very crucial. I, therefore, entreat you to kindly 

respond to the following items appropriately to enable me to find answers to the 

study. The confidentiality and anonymity of your responses are assured.  

Thank you.  

SECTION A: Background Information 

Instruction: Please, tick (√) the response which corresponds with your 

background information. 

Gender: Male [  ]  Female [  ] 

Instruction: Indicate your agreement or disagreement to these statements by 

ticking (√) in the spaces provided using the following: SA= Strongly Agree; A= 

Agree; D=Disagree; SD= Strongly Disagree.  

SECTION B: TYPES OF SUPPORT SCHOOL ADMINISTRATORS 

GIVE TO PUPILS WITH SEN 

S/N Statement SA A D SD 

1 I collaborate with teachers to 

provide support for pupils with 

SEN 
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2 I ensure that teachers to do 

individualised teaching for 

pupils with SEN 

    

3 I provide guidance and 

counselling services in my 

school to pupils with SEN 

    

4 I provide support to class 

teachers to plan IEP and select 

materials to teach pupils with 

SEN 

    

5 Resource teachers are available 

to provide support services to 

pupils with SEN 

    

SECTION C: CHALLENGES THAT CONFRONT SCHOOL 

ADMINISTRATORS IN SUPPORTING PUPILS WITH SEN 

S/N Statement SA A D SD 

1 I do not get materials for my 

school from GES 

    

2 I do not get support from NGOs 

for my school 

    

3 I do not get special equipment 

for my school from the GES 
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APPENDIX H: CRONBACH’S ALPHA OUTPUT OF 

QUESTIONNAIRE FOR TEACHERS 

Case Processing Summary 

 N % 

Cases 

Valid 89 100.0 

Excludeda 0 .0 

Total 89 100.0 

Reliability Statistics 

Cronbach's Alpha Cronbach's Alpha Based on 

Standardized Items 

N of Items 

.925 .915 24 

Item-Total Statistics 

 Scale Mean 

if Item 

Deleted 

Scale 

Variance if 

Item 

Deleted 

Corrected 

Item-Total 

Correlation 

Squared 

Multiple 

Correlation 

Cronbach's 

Alpha if 

Item 

Deleted 

I practice 

individualised 

teaching for pupils 

with SEN in my 

classroom 

71.8652 69.936 .497 . .923 

I take part in designing 

an IEP for pupils with 

SEN 

71.9663 67.192 .687 . .919 

I give pupils with SEN 

enough period of time 

to complete classroom 

tasks. 

72.5618 65.772 .724 . .918 

I adopt instructional 

materials to teach 

pupils with SEN in my 

classroom. 

72.0674 64.632 .860 . .915 
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I employ remedial 

teaching in my 

classroom for pupils 

with SEN 

71.3596 69.847 .662 . .920 

I choose appropriate 

instructional materials 

for pupils with SEN 

71.6742 75.836 -.048 . .929 

I use school facilities 

to support pupils with 

SEN 

71.4719 72.593 .338 . .925 

Classroom should be 

accessible to pupils 

with SEN 

71.3708 70.736 .553 . .922 

Seating arrangements 

in my classroom 

should support 

inclusion of pupils 

with SEN 

71.3596 70.869 .536 . .922 

My school should 

have a resource room 

for pupils with SEN 

71.8652 69.936 .497 . .923 

My school should 

receive materials from 

GES to support the 

teaching of pupils with 

SEN 

71.9663 67.192 .687 . .919 

There should be a 

resource teacher to 

support pupils with 

SEN 

72.5618 65.772 .724 . .918 

 University of Cape Coast            https://ir.ucc.edu.gh/xmlui

Digitized by Sam Jonah Library



118 
 

The pupils in my 

school should be 

screened from time to 

time for information 

on those who are at 

risk 

72.0674 64.632 .860 . .915 

Teachers in my school 

should receive training 

on how to manage 

pupils with SEN 

71.3596 69.847 .662 . .920 

In my school, teachers 

should meet from time 

to time to discuss what 

to do to improve the 

learning of pupils with 

SEN 

71.6742 75.836 -.048 . .929 

Teachers in my school 

should value the pupils 

with SEN 

71.4719 72.593 .338 . .925 

Pupils with SEN 

should be given 

special attention in my 

school 

71.3708 70.736 .553 . .922 

Adapting instructional 

materials to the needs 

of pupils with SEN 

burdens the work of 

the regular teachers 

72.5618 65.772 .724 . .918 
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Large class size do not 

encourage teachers to 

involve pupils with 

SEN in 

demonstrations 

72.0674 64.632 .860 . .915 

No support is derived 

from other teachers to 

support the teaching of 

pupils with SEN 

71.3596 69.847 .662 . .920 

Peer support systems 

in the schools are 

difficult to utilise 

71.6742 75.836 -.048 . .929 

Funds are not there to 

procure instructional 

materials to support 

pupils with SEN 

71.4719 72.593 .338 . .925 

Teachers do not have 

the necessary 

competences and 

qualification to 

manage pupils with 

SEN 

71.3708 70.736 .553 . .922 

Teaching and learning 

materials (TLMs) are 

not readily available to 

support pupils with 

SEN 

71.3596 69.847 .662 . .920 
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APPENDIX I: CRONBACH’S ALPHA OUTPUT OF 

QUESTIONNAIRE FOR PARENTS 

Case Processing Summary 

 N % 

Cases 

Valid 18 100.0 

Excludeda 0 .0 

Total 18 100.0 

Reliability Statistics 

Cronbach's Alpha Cronbach's Alpha Based on 

Standardized Items 

N of Items 

.799 .777 9 

Item-Total Statistics 

 Scale Mean 

if Item 

Deleted 

Scale 

Variance if 

Item 

Deleted 

Corrected 

Item-Total 

Correlation 

Squared 

Multiple 

Correlation 

Cronbach's 

Alpha if 

Item 

Deleted 

I provide relevant 

information about 

my child to school 

authorities. 

25.0556 9.938 .435 .952 .788 

I collaborate with 

school to support 

my child’s 

education. 

25.1667 8.853 .634 .980 .758 
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I form part of the 

IEP team. 

25.7222 8.565 .614 .926 .762 

I monitor my 

child’s academic 

progress. 

25.2222 7.948 .841 .962 .720 

I ensure the general 

wellbeing of my 

child. 

24.5556 9.791 .694 .972 .758 

I do not have 

enough funds to 

support my child’s 

education. 

24.8889 12.575 -.159 .974 .833 

I do not get support 

from the school to 

help my child do 

his/her homework 

24.6667 11.294 .221 .953 .808 

I do not get 

transportation to 

take my child to 

school 

24.6111 10.369 .504 .925 .779 

I do not have 

special equipment 

such as hearing 

aids, wheelchair, 

braille, and crutches 

for my child. 

24.5556 10.261 .535 .802 .776 
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APPENDIX J: CRONBACH’S ALPHA OUTPUT OF 

QUESTIONNAIRE FOR SCHOOL ADMINISTRATORS 

Case Processing Summary 

 N % 

Cases 

Valid 18 100.0 

Excludeda 0 .0 

Total 18 100.0 

Reliability Statistics 

Cronbach's Alpha Cronbach's Alpha Based on 

Standardized Items 

N of Items 

.776 .734 8 

Item-Total Statistics 

 Scale 

Mean if 

Item 

Deleted 

Scale 

Variance 

if Item 

Deleted 

Corrected 

Item-Total 

Correlation 

Squared 

Multiple 

Correlation 

Cronbach'

s Alpha if 

Item 

Deleted 

I collaborate with teachers to 

provide support for pupils 

with SEN 

21.5556 7.908 .488 .950 .750 

I ensure that teachers to do 

individualised for pupils 

with SEN 

21.6667 6.941 .687 .979 .710 
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I provide guidance and 

counselling services in my 

school to pupils with SEN 

22.2222 6.889 .605 .925 .728 

I provide support to class 

teachers to plan IEP and 

select materials to teach 

pupils with SEN 

21.7222 6.212 .876 .961 .664 

Resource teachers are 

available to provide support 

services to pupils with SEN 

21.0556 8.056 .665 .969 .728 

I do not get materials for my 

school from GES 

21.3889 10.605 -.196 .974 .820 

I do not get support from 

NGOs for my school 

21.1667 9.559 .145 .953 .795 

I do not get special 

equipment for my school 

from the GES 

21.1111 8.693 .434 .919 .760 
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