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Sustainability of inclusive education in Ghana: teachers’
attitude, perception of resources needed and perception of
possible impact on pupils
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ABSTRACT
Using the descriptive survey design and a sample of 142 teachers
from eight inclusive schools in Cape Coast Ghana, the study
investigated teachers’ attitude, their perception about resources
they need for the effective implementation of inclusive education
(IE) and the impact of IE on pupils. Descriptive and inferential
statistics were used to analyse the data. Results showed that
teachers have a relatively positive attitude towards IE, and
indicated the resources needed for the successful implementation
of IE. Furthermore, their perceptions of the impact of IE on pupils
were positive. Additionally, there was a weak statistically
significant positive correlation between teachers’ attitude about IE
and their perceptions about its impact on pupils. It was
recommended among other things that to sustain the practice of
IE, teacher needs must be met. These include sufficient TLMs,
information about special needs and disabilities, training on how
to effectively teach pupils with SEN, training on adapting
instructional materials for pupils with SEN and training on how to
promote social interaction. Teachers need to be given, training
and information on all aspects of IE.
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Introduction

Ghana recognises that education is a universal human right and extends this right to all
children including pupils with special education needs (SEN) (Agbenyega 2007). This is
evidenced by the many educational reforms and policies that have been implemented to
address the needs of school-age children since Ghana’s attainment of independence
from colonial rule in 1957. The Education Act of 1961, for example, decreed free compul-
sory education for all children aged 5–16 years and was intended to alleviate the differ-
ences between rural and urban populations and those in diverse geographic regions
(Botts and Owusu 2013). Additionally, the Dzobo Committee Report on Education in
1974, and the New Education Reform in 1987, also became instrumental in educational
policies that addressed basic education needs of children in Ghana. In recent years,
Ghana has seen several constitutional revisions (Articles 25, 26, 37, and 38 of the 1992
constitution) and other special acts such as the Persons with Disability Act 715 (2006),
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the Education Act (778) of 2007 and the Children’s Act 560 of (1998) with the prime
objective of ensuring quality education for all children (Alhassan and Abosi 2014; Botts
and Owusu 2013).

Consequently, provision of basic education for children in Ghana is structured in two
paralleled system; children with visible disabilities such as intellectual disabilities, blind-
ness and deafness are enrolled in segregated special schools while those presumed to be
without disabilities are enrolled in regular schools. This system appears to marginalise
some children on the basis of their disability and in effect segregate them frommainstream
education. In line with this situation, Ghana became signatory to the Salamanca Statement
and Framework for Action on Special Needs Education adopted by UNESCO’s World
conference in 1994 (Ministry of Education 2015).

Subsequently, inclusive education (IE) became one of the core areas for revision in the
Education Strategic Plan for 2003–2015. The ESP 2003–2015 describe IE in Ghana as the
enrolment of children with non-severe disabilities and SEN as well as disadvantaged chil-
dren in mainstream schools (Ministry of Education 2003). This initiative ushered the
nation into IE project in some districts at the start of the 2003/04 academic year. It
started with 35 schools in 3 of the 10 regions of Ghana and progressed tremendously to
3022 inclusive schools in 48 of the 216 districts in Ghana (Deku and Vanderpuye 2017).

In 2015, the IE agenda was signed into a policy. Among other things, the policy acknowl-
edges the diverse learning needs of learners and requires stakeholders in the education sector
to meet the diverse needs of different groups of citizens in the education system (Ministry of
Education [MOE] 2015). For example, the objective 4 of the policy addresses the sustainabil-
ity of IE and designates its implementation as the responsibility of the MOE and its colla-
borating agencies. For the purposes of the policy, section 5.1.1.1b focuses on training,
capacity building and professional development. The MOE is to ensure professional devel-
opment of teachers, who shall be equipped with pedagogical skills, adequate knowledge on
educational policies to meet the needs of children with special educational needs (SEN).

Perhaps to ensure that classrooms are accommodating and learner-friendly, more light has
been thrown on teachers as primary stakeholders of IE in Ghana (Deku and Vanderpuye
2017; Ahsan 2015). Several studies have shown that teachers’ knowledge, attitudes and per-
ceptions impact heavily on IE (de Boer, Pijl, and Minnaert 2011; Crane-Mitchel and Hedge
2007; Banerji and Dailey 1995; Sapon-Shevin 1996). For instance, Avramidis, Bayliss, and
Burden (2000a, 278) have noted that ‘professionals’ attitudes may act to facilitate or constrain
the implementation of policies… therefore the success of innovative and challenging pro-
grammes must surely depend upon the cooperation and commitment of those most directly
involved, [teachers]’. This statement makes teachers’ attitudes crucial to the implementation
of any educational programming for children with SEN such as IE. Similarly, Dapudong
(2014) believes that the progress and results of IE largely depend on teachers’ attitudes.

However, research on teachers’ attitudes towards IE is inconclusive. Whereas some
studies report that teachers have a positive attitude toward IE (Scruggs and Mastropieri
1996; Todorovic et al. 2011; Cheng 2011), others reports that teachers show less positive
or even negative attitudes towards IE (Vaughn et al. 1996; Avramidis et al. [2000a] 2000b;
Alghazo, Dodeen, and Algaryouti 2003; Kuyini 2004). In Turkey, for example, Sucuoglu
et al. (2013) report that teachers are indifferent towards IE and show a less positive attitude
towards it. This situation buttresses the need to continuously look into attitudes of tea-
chers to ascertain its impact on the implementation of IE.
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Besides, in Ghana, many mainstream teachers show little confidence in IE because they
do not have the adequate experience to address the academic, social and emotional needs
of pupils with SEN (Agbenyega and Deku 2011). This lack of confidence also stems from
inadequate preparation of the teachers (Ahsan, Deppeler, and Sharma 2013; Kim 2011;
Ahsan, Sharma, and Deppeler 2012; Forlin et al. 2009). Therefore, teacher-training in
all aspects of IE is critical to elevate teachers’ confidence and foster a more positive attitude
towards IE. Consequently, Lipsky and Gartner (1998) are of the opinion that school dis-
tricts must upgrade teachers’ skills in inclusive practices prior to inclusion and to engage
teachers in continuous professional development. Similarly, Mamah et al. (2011) advocate
for a regular in-depth investigation of the perception and attitudes of teachers towards IE
in Ghana because perceptions and attitudes can change with time.

Undoubtedly, the sustainability of IE also requires adequate resources and support.
Although Ghana is only three years into the implementation of IE, many challenges
have already been identified. One of the major factors debilitating against the effective
implementation of IE around the globe is the lack of resources (Arrah and Swain 2014;
Campos, Ferreir, and Block 2014). For instance, basic teaching and learning materials
(TLMs) are awfully inadequate in Ghana schools (Anthony 2009; Opoku et al. 2017;
Mprah et al. 2016; Opoku et al. 2016; Opoku et al. 2015; Arrah and Swain 2014; Agbenyega
2007). This seems to impact negatively on teachers’ attitude towards teaching in schools
which require specific resources and services such as sign language interpreters, braille
machines and accessories and other assistive technology for effective implementation of
IE. The crux of the matter is that if teachers are lacking basic teaching and learning
materials, it could serve as a disincentive to them and impact on the successful implemen-
tation of the IE agenda. Another problem that has been identified but mentioned briefly in
the literature is the issue of teachers’ knowledge and conceptualisation of IE. This is of
serious concern because as Crane-Mitchel and Hedge (2007) noted, teachers’ knowledge
of inclusive practices correlates with teachers’ attitudes. Forlin and Sin (2010) acknowl-
edge that for a successful implementation of IE, teachers must have knowledge in SEN,
inclusive pedagogies and motivational strategies when teaching learners with diverse
needs. Similarly, Brownell and Pajares (1999) posit that teachers’ possession of knowledge
about disabilities boosts their confidence and efficacy. Therefore, the simple assumption is
that if teachers’ knowledge about IE is positive, their attitude could also be positive.

Kurniawati et al. (2012) note that teachers’ attitude would be more positive if they
received sufficient training and gained more knowledge and experience. Some studies
have also reported that when teachers receive more content on special education during
their initial or in-service training, their attitude towards IE becomes positive (Secer
2010; Clough and Nutbrown 2004; Mastropieri and Scruggs 2000) which in part demon-
strates that teachers would be more positive toward the implementation of IE if they have
more knowledge about it. To ensure that teachers have adequate knowledge about IE to
impact on their attitudes, Lewis and Doorlag (2011) suggest that teachers will have to
be provided with more information and training. Training is therefore critical to the sus-
tainability of IE, which may be why Mukhopadhyay (2009) and Chhabra, Strivasta, and
Strivasta (2010) mention teachers’ lack of training as one of the main potential barriers
to the success of IE.

Invariably, teachers’ knowledge is tied to their perception about the benefits of IE.
Vanderpuye (2013) establish that there is a positive relationship between knowledge
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about IE and the perceived benefits of IE. This means that the more teachers are knowl-
edgeable about IE, the more likely they will perceive IE to be beneficial. The benefits
include improvements in academic performance (literacy and numeracy skills) for
pupils with SEN (Cosier, Causton-Theoharis, and Theoharis 2013; Cole, Waldron,
and Majd 2004). Pupils with intellectual disabilities in IE classrooms can also improve
in literacy skills compared to pupils placed in segregated settings (Dessemontet, Bless,
and Morin 2012). Cole, Waldron, and Majd (2004) also report that pupils without
SEN have a high propensity to improve in literacy and numeracy skills in Inclusive class-
rooms. There is an academic achievement for both children with SEN and those without
which is supported through peer tutoring (Cushing and Kennedy 1997). IE also helps to
promote cordial relationships between pupils with SEN and those without SEN to
promote appropriate behaviours from well-behaved peers. Pupils become familiar
with the features of the other group and learn to understand themselves (Hines 2001).
According to Schwab (2015), inclusion is beneficial to all students and can support
the social skills development of pupils with SEN.

Despite these benefits, several concerns have arisen from IE practices. For example,
Bateman and Bateman (2002) report that Inclusive placements do not favour all pupils,
as some pupils may require more intensive and individualised intervention. Similarly,
Irmsher (1995) acknowledges that pupils with SEN who are disruptive in class may
slow the academic progress of pupils without SEN. However, it is important to note
that the benefits of IE may far outweigh the perceived challenges, especially if the goal
is to promote equality in education.

There appears to be few robust investigations into the relationship between teachers’
attitude towards IE and their perception of the impact of IE on pupils. The current
study acknowledges that studies have been conducted on the various variables under dis-
cussion. However, as noted in this discussion, the findings are inconclusive.

Although Mamah et al. (2011); Nketsia, Saloviita, and Gyimah (2016) and Agbenyega
(2007) have conducted some studies on IE and its implementation in Ghana, they did not
inquire from the teacher-participants what resources they would need to facilitate effective
IE. The existing studies did not also explore the relationship that exists between teachers’
attitude and their perception of the impact of IE on pupils.

This situation creates a gap in the current literature in Ghana’s implementation of IE. It
is, therefore, necessary to know the current attitudes teachers have towards IE. It is also
necessary to know teachers’ perception of the resources they need and the impact they
think IE may have on pupils. These variables are essential if IE is to be implemented
and sustained successfully. To address these gaps, the following research questions and
hypothesis have been posed to guide the study.

(1) What is the attitude of teachers towards IE?
(2) What do teachers need for the effective implementation of IE?
(3) What perception do teachers have of the impact of IE on pupils?

H0: There is no statistically significant relationship between teachers’ attitude towards IE and
the impact that they perceive IE to have on pupils.
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Materials and methods

The study was a descriptive survey, and a census of 153 teachers from eight inclusive
schools constituted the population. Purposive sampling was used to select the eight
schools because they were the only schools designated as pilot inclusive schools in the
Cape Coast metroplolis that had been running the IE programme on pilot basis since
2003. The eight schools, therefore, formed the unit of interest that provided information
to help answer our research questions.

The data collection instrument was a questionnaire developed by the researchers. The
instrument was examined by three experts in special education and two in measurement
and evaluation from a university in the region to ascertain its validity. Subsequently, the
questionnaire was tested on 30 teachers from two pilot inclusive schools in the Effutu muni-
cipality of the Central Region of Ghana. No item was removed from the scale after the pilot
testing of the instruments as none of the items had an item-total correlation less than .25.

The Cronbach’s Alpha of the various components of the instrument was, teachers’ atti-
tude towards IE, 0.63; resources teachers need for effective IE, 0.84; and teachers’ percep-
tion of the impact of IE on pupils, 0.75. The overall reliability of the instrument was 0.76.

The questionnaire consisted of three sections. The first section elicited information on
attitude towards IE, the second section also elicited information on the resources teachers
need for effective IE and the third section was on teachers’ perception of the impact of IE
on pupils. The teachers were requested to indicate their responses on a 5-point Likert-type
scale (strongly agree, 5; agree, 4; undecided, 3; disagree, 2; and strongly disagree, 1), which
measured their views of the variables.

A sample of 142 teachers (52 males; 90 females) successfully completed the questionnaire.
The teachers were all trained teachers with the minimum teaching qualification required by
the Ghana Education Service. They all had taught in their current inclusive schools for a
number of years. Nineteen (13.4%) of teachers had taught for 1–5 years; 1(0.7%) of teachers
had taught for 6–10 years; 52(36.6%) had taught for 11–20 years; 70(49.9%) had taught for
21 or more years. Of the 142 teachers, 86(60.6%) of them had received inclusive education
training while 56(39.4%) of the teachers had no training in inclusive education practices.

We collected data from the selected schools after obtaining written permission from the
District Education Office, Cape Coast. In each school, permission was elicited from the
head teacher and the informed consent of the teachers was obtained. The distributed ques-
tionnaires were collected one week after the distribution, and the return rate was 92.8%.

The completed questionnaires were serially numbered and coded. Negative statements
such as; ‘Pupils with SEN should not be taught in inclusive classes because they will take
too much of the teacher’s time’ were reverse coded. Descriptive statistics were used to
analyse the data for research questions one to three, while the Pearson correlation coeffi-
cient was used to test the hypothesis.

Results

Teachers’ attitude towards inclusive education

Responses to the items from section A of the questionnaire were analysed to answer this
research question. Table 1 presents the results of the analyses using the mean and standard
deviation values of the various items.
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Table 1 shows the teachers’ attitude towards IE. The teachers’ responses to the first
seven items in the table were quite high, since they were above the mean cut-off point
of 3.0. The data in the table further shows that all-inclusive classrooms can be
modified to meet the needs of children with SEN, with a very high recorded mean of
4.01 and a standard deviation of 0.93, while responses to some of the statements show
relatively weak means. Furthermore, the overall mean for the teachers’ attitude was posi-
tive, though weak (M = 3.20, SD = 2.26), since it was slightly above the mean cut-off
point of 3.0.

Resources teachers need for effective inclusive education

Responses to the items from section B of the questionnaire were analysed to address this
research question. Table 2 presents the results of the analyses using the mean and standard
deviation values of the various items.

Table 2 clearly indicates teachers’ need for effective IE. The teachers’ responses to
almost all the statements were high since they were above the mean cut-off point of
3.0. Furthermore, the overall mean for the needs of teachers/schools for effective IE
was very high (M = 4.19, SD = 0.91) since it was far above the mean cut-off point of
3.0.

Table 1. Teachers’ attitude towards inclusive education.
Teachers’ attitude N M SD

(1) All-inclusive classrooms can be modified to meet the needs of pupils with SEN 142 4.01 0.93
(2) I am willing to engage in team teaching to help meet the needs of pupils with SEN 142 3.84 0.87
(3) IE increases the workload of the teacher 142 3.80 1.16
(4) It is not necessary to remove pupils with SEN from inclusive classes to meet their needs 142 3.74 1.27
(5) Pupils with SEN can be effectively educated in inclusive classes as opposed to special schools 142 3.44 1.20
(6) All pupils with SEN should be educated with pupils without SEN to the fullest extent possible 142 3.39 1.30
(7) IE is good, but it does not work in practice 142 3.17 1.30
(8) General education teachers often do not succeed with pupils with SEN even if they try their best 142 2.93 1.27
(9) Pupils with SEN should not be taught in inclusive classes because they will take too much of the
teacher’s time

142 2.92 1.45

(10) Most or all separate classes for pupils with SEN should be abolished 142 2.49 1.35
(11) Pupils with SEN lack the academic skills for success and therefore should not be in inclusive
classrooms

142 2.45 1.36

(12) Pupils with SEN lack social skills for success and therefore should not be in inclusive classrooms 142 2.23 1.39
Average of means and standard deviations 3.20 2.26

Table 2. Teachers’ need for effective inclusive education.
Need N M SD

(1) I need sufficient teaching materials to teach effectively 142 4.56 0.79
(2) I need additional training to effectively teach pupils with SEN 142 4.34 0.82
(3) The physical accessibility of my school needs to be improved 142 4.31 0.83
(4) I need more information about special needs and disabilities 142 4.30 0.82
(5) I need parents to collaborate with me for effective IE provision 142 4.29 0.90
(6) I need a special educationist to collaborate with me 142 4.27 0.89
(7) I need training in adapting instructional materials to teach pupils with SEN 142 4.23 0.85
(8) I need training in how to promote social interaction 142 4.01 0.96
(9) I need colleagues’ support in teaching pupils with diverse needs 142 3.89 1.06
(10) I need a teaching assistant to support me in my classroom 142 3.74 1.18
Average means and standard deviations 4.19 0.91
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Teachers’ perception of the impact of inclusive education on pupils

Responses to the items from section C of the questionnaire were analysed to answer this
research question. Table 3 presents the results of the analyses using the mean and standard
deviation values of the various items.

Table 3 shows the teachers’ perception of the impact of IE on pupils. The teachers’
responses to all the statements were positive based on the mean cut-off point of 3.0. Fur-
thermore, the overall mean for the teachers’ perception of the impact of IE on pupils was
moderately positive (M = 3.67, SD = 1.12).

Most of the respondents (M = 3.97, SD = 1.03) agreed that pupils with SEN improve
their language and communication skills in inclusive classrooms. Additionally, most of
the respondents (M = 3.92: SD = 0.93) agreed that pupils with SEN learn appropriate beha-
viours from pupils without SEN.

Relationship between teachers’ attitude towards IE and their perception of its
impact on pupils

Table 4 presents the results of the testing of the hypothesis on the relationship between
teachers’ attitude towards IE and their perception of the impact of IE on pupils. The
Pearson correlation coefficient was used to test the relationship.

As shown in Table 4, there is a weak statistically significant positive correlation between
teachers’ attitude towards IE and their perception of its impact on pupils (r = 0.123; n =
142; p > .01). The positive correlation coefficient of 0.228 between teachers’ attitude
towards IE and their perception of its impact on pupils and the significant value of P
being less than 0.01 (p < 0.01) indicate that the relationship between the two variables is
statistically significant. This finding implies that teachers’ attitude towards IE is signifi-
cantly related to their perception of its impact on pupils. However, the positive correlation
of r = 0.288 shows that as teachers attitude towards IE become more positive they tend to
perceive IE as having a greater positive impact on pupils.

Table 3. Teachers’ perception of the impact of inclusive education on pupils.
Impact of inclusive education on pupils N Mean SD

(1) Pupils with SEN improve their language and communication skills in inclusive classrooms 142 3.97 1.03
(2) Pupils with SEN learn appropriate behaviours from pupils without SEN 142 3.92 0.93
(3) IE is likely to have a positive effect on the social and emotional development of pupils 142 3.89 1.07
(4) Pupils without SEN benefit from friendship with their peers with SEN 142 3.80 1.05
(5) Pupils with SEN actively socialise with their peers without SEN 142 3.78 1.07
(6) Pupils understand the values of individual differences and involvement 142 3.70 1.15
(7) IE leads to the improved academic performance of all pupils 142 3.64 1.17
(8) Pupils with SEN are sometimes isolated 142 3.58 1.19
(9) Pupils with SEN are sometimes bullied/neglected by peers 142 3.36 1.22
(10) Pupils with SEN are called names such as ‘stupid/weird’ by peers 142 3.10 1.33
Average of means and standard deviations 3.67 1.12

Table 4. Correlation matrix (Pearson’s r) for teachers’ attitude towards IE and their perception of its
impact on pupils.

Attitude towards IE Impact on pupils

Attitude towards inclusive education 1 0.228**
Impact on pupils 0.228** 1

**p < .01 (two-tailed), N = 142 (attitudes towards IE) and N = 142 (impact on pupils).
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Discussion

IE is intended to equip schools to meet the diverse needs of pupils and to enable them to
efficiently learn together despite their unique attributes (Page 2013). Teachers’ attitudes
play a pivotal role in IE (Dapudong 2014). It is therefore important to continually
monitor teachers’ attitudes to ensure that they are positive if the sustainability of IE is the
ultimate goal. In the current study, teachers’ attitude was found to be positive but weak
in terms of practice. This finding contrasts with an earlier finding by Kuyini (2004), who
recorded negative attitudes of teachers towards IE. It is important to note that his research
was done at the early stage of the pilot programme for IE in Ghana; thus, teachers’ knowl-
edge of and information about IE were minimal at the time. Though weak, the positive atti-
tude revealed by the current study indicates that there has been an improvement in teachers’
attitude, which may be attributable to increased knowledge of inclusive practices and special
education (Secer 2010; Clough and Nutbrown 2004; Mastropieri and Scruggs 2000; Sucuo-
glu et al. 2013). Equipping teachers with knowledge of inclusive practices and special edu-
cation may therefore be the right approach to improve attitudes and help sustain teachers’
commitment to inclusive classrooms.

The overall mean (M = 4.19, SD = 0.91) was high for the items that constituted
resources teachers’ need for effective IE. This finding means that in the teachers’ view, a
number of elements are needed for effective IE to occur. The first is sufficient TLMs,
which are essential in facilitating teaching. TLMs are concrete objects and other materials
that the teachers and pupils use to facilitate teaching and learning (Ghana Education
Service n.d.). Furthermore, teachers use TLMs to explain concepts and present infor-
mation to pupils in a meaningful way. As pupils interact with teachers, peers and
TLMs, meaningful learning occurs (Chingos and Whitehurst 2012). Lack or insufficiency
of TLMs can therefore negatively affect teaching and learning in inclusive schools (Agbe-
nyega 2007; Arrah and Swain 2014; Mprah et al. 2016; Opoku et al. 2015, 2016, 2017).

Teachers also indicated that they need various kinds of training in various aspects of IE
(see Table 2). The issue of inadequate pre-service and in-service training in teacher prep-
aration for IE in Ghana was identified by Vanderpuye, Gyimah, and Deku (2009). The fact
that teachers are still requesting training means that the educational system that trains tea-
chers and oversees their professional development has failed to some extent. The findings
of the current study to some extent confirm the findings of Nketsia, Saloviita, and Gyimah
(2016), who showed that the majority (68%) of teacher educators indicated that they were
somewhat prepared for IE. These results indicate that the teachers were not sure of their
ability to teach pupils with SEN in inclusive schools. The teachers’ low level of confidence
in their preparation clearly indicates that they may have little or no training in teaching
pupils with SEN.

Collaboration is another pertinent need indicated by the data in Table 2. There can be
no IE without the effective collaboration between professionals and parents. For this
reason, Salend (2001) identifies collaboration as one of the four frameworks and philos-
ophy that form the foundation of IE. UNESCO (2005) emphasises collaboration among
all key stakeholders for effective inclusion. The stakeholders should share skills and
resources and work together to meet the needs of the pupils they serve. IE is, therefore,
a shared responsibility. Teachers in this study are calling for collaboration with parents,
special educationists and colleagues to promote the sustainability of IE.
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Insufficient training results in inadequate knowledge, which leads to teachers’ unprepa-
redness to include pupils with SEN (Agbenyega and Deku 2011). Scruggs and Mastropieri
(1996) attribute this unpreparedness to teachers’ lack of skills to manage diverse needs in
the classroom and inability to engage in appropriate curriculum and instructional adap-
tations. Vanderpuye, Gyimah, and Deku (2009) noted that these issues compound tea-
chers’ anxiety and stress. High-quality and comprehensive teacher training therefore is
a catalyst for the sustainability of inclusive programmes.

The first item in Table 1 was the item that had the highest mean value (M = 4.01, SD =
0.930). The response of the teachers to this item shows that the majority of the teachers
believed that inclusive classrooms can be modified to meet the needs of pupils with
special needs. This means that inclusive classrooms can serve the needs of pupils with
special needs. However, this may only be possible if some changes are made to cater for
diversity in the school. It is for this reason that several researchers have reported that
IE is the transformation of a school to meet the needs of diverse learners which includes
pupils with special needs (Flem, Moen, and Gudmunsdottir 2004; Ainscow 1995).

In meeting the needs of diverse pupils in inclusive classrooms, the focus is to ensure
that all pupils benefit from their educational placement. The respondents in the current
study are of the view that there are academic gains for all pupils in inclusive classrooms.
This finding supports earlier findings which report that both pupils with SEN and those
without improve academically in inclusive schools (Cosier, Causton-Theoharis, and Theo-
haris 2013; Dessemontet, Bless, and Morin 2012; Cole, Waldron, and Majd 2004).

The current study shows that teachers are of the view that IE improves friendships and
social interaction between the two groups of pupils. This finding corroborates those of
Hines (2001). Schwab (2015) believes that IE can even help pupils with SEN develop
social skills. Teachers acknowledge the fact that IE is a good way to help pupils with
SEN who have difficulty developing relationships (Bossaert et al. 2015).

However, concerns have also been raised about the impact of IE on pupils. The findings
of the current study show that some teachers think that pupils with SEN will be isolated,
neglected/bullied or be called names by their peers without SEN. If such behaviours occur,
pupils without SEN will need to be educated to bring about attitudinal change (Lewis and
Doorlag 2011).

Although we were unable to identify any study that sought to establish a relationship
between teachers’ attitude and their perception of the impact IE has on pupils with
SEN, the current study has established that there is a weak, statistically significant positive
correlation between teachers’ attitude towards IE and their perception of its impact on
pupils. The implication of this finding is that if we improve teachers’ attitude positively
towards IE there is the corresponding likelihood that teachers’ perception of the positive
impact of IE on pupils will also improve.

Conclusion

The sustainability of IE is critical for the provision of high-quality education for pupils
with diverse educational needs. Teachers, as the focal providers of education, must have
a highly positive attitude towards IE. However, based on the findings, we concluded
that while teachers have a relatively positive attitude towards IE, this attitude alone is
not strong enough to sustain the implementation of IE hence, resources needed to
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implement effective IE must be considered. Based on these findings, the following rec-
ommendations are made.

(1) To achieve the sustainability of IE, based on the available literature and the findings of
the current study, we propose that teachers are given the necessary resources, includ-
ing sufficient TLMs, information about special needs and disabilities, training in how
to effectively teach pupils with SEN, training in adapting instructional materials for
pupils with SEN and training in how to promote social interaction. Teachers
should receive training and information about all aspects of IE. This approach calls
for intensive staff training and continuing professional development to sufficiently
prepare teachers for IE.

(2) Teachers need to collaborate with special educationists, parents and their colleagues.
Meeting these needs will result in a change in teachers’ attitude. As teachers’ attitude
becomes highly positive as a result of the various information and training they
receive, their knowledge of IE will improve, which will influence their perception of
the impact IE has on pupils. Teachers will come to appreciate the benefits of IE in
meeting the needs of all pupils. The end result is that teachers will do their best to
ensure that IE is sustained.
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