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Abstract 

Across all regions of Ghana, impaired children are largely victims of deep-rooted 

traditional/cultural beliefs on disability that exclude them form the mainstream social 

community and deny them the opportunity to explore their abilities and potential within 

inclusive educational settings. This dissertation sought to investigate how impaired students 

navigate their school experience of disability amid the attached restrictions and challenges 

and provide some insights into the delivery of educational services as welfare services in 

Ghana, where this cohort is largely exposed to derogatory labelling, alienation and seclusion.  

Based on a quantitative research methodology using data collected from survey participants in 

nine of the thirty-eight public colleges of education in Ghana, the researcher aimed to 

understand and explain how the education system works to remove discrimination and stigma 

against special learners and integrate them into the mainstream.  

The survey included 300 teachers scattered across all regions of Ghana, expected to have 

completed some degree of theoretical and practical training. Thus, with potential to offer a 

clear picture of their understanding of inclusive education (IE), predisposition to 

accommodate the needs of disabled learns by adjusting pedagogical practices, and general 

feelings of self-efficacy towards IE to remove discrimination and stigma.  

The scholarly community from both the Global North and South has repeatedly articulated the 

importance of teachers in ensuring inclusivity for all students and the positive impact of 

mentor’ training programs on improving the knowledge of impairment, inclusive practices, 

behaviours towards disabled children, and preparedness to create IE settings.   

Our results showed that to accommodate SEN students in mainstream settings, several 

adjustments need to be operated to enable their understanding of course content. First, 

teachers must adapt the curricula to the traits and ability levels of impaired children. Second, 

the instruction methodology must be tailored to meet the array of personal and educational 

needs of disabled students. Adaptive teaching is a pivotal component of effective instruction, 

although, practical realities show that mentors find it challenging to reshape teaching 

approaches to address the requirements of CWDs in regular classrooms. 

The entire research agrees with the argument that efforts to include disabled students into 

mainstream education via inclusive learning practices require that teacher training programs 

need to be explored in greater depth. Further, our findings indicated that Ghana needs to 

create comprehensive strategies and programs to encourage inclusive education and that the 
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attitude of the stakeholders is pivotal in achieving the goals of IE. The community is playing 

an important part in promoting the rights of disabled children and eliminating discrimination, 

social exclusion and alienation of this group.  

Overall, the results of the analysis highlight the need for further reforms in teacher training in 

Ghanaian colleges of education. The barely positive approaches of disability and the 

traditional beliefs about the causes of impairment, coupled with the absence of meaningful 

experiences in delivering IE by mentors, emphasize that innovative practices are strongly 

required to improve the educational journey for both instructors seeking to remove 

discrimination against CWDs via IE, and SEN students.  

Key words: Children with disabilities, special needs education, inclusive education, equality 

of opportunities 
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CHAPTER 1: INTRODUCTION 

 

1.1.Background 

Education is a major driver of social change that often triggers upward movements in the 

structure of communities, narrowing the gap between the various layers of the society. It 

represents a fundamental right of children, irrespective of status and background, covered in 

several declarations (inter alia, Education for All, 1990; the UNESCO Salamanca Statement 

and Framework for Action, 1994; the Dakar Framework for Action, 2000; the Millennium 

Development Goals, 2000). The international dialog on core rights is not about the mere 

provision and access to education, but concerns its role in sustaining the optimal development 

of each student (Quennerstedt and Quennerstedt, 2014) including physically and mentally 

disabled. 

Children with disabilities (CWD) are one of the most vulnerable groups, exposed to massive 

and extended violations of their fundamental rights. Discrimination is not only the driven by 

their particular condition, but rather, is an outcome of the lack of understanding of its causes 

and consequences, fear of difference or contagion, or religious/cultural perspectives of 

disability (UNICEF, 2013). This state is further deepened by abject poverty, especially in 

isolated communities, where disabled children rights are routinely violated (UNICEF, 2012). 

The situation is further aggravated in the context of humanitarian emergencies and natural 

disasters, when disabled children get disproportionate degree of damage because of their 

inability to compete with health peers (UNICEF, 2015). Furthermore, CWDs are commonly 

exposed to the lack of proper assistance, and an unfriendly, glacial environment. Sadly, too 

often such groups are defined and treated by what is missing rather than what they have.  

Exclusion and marginalization make them uniquely vulnerable, affecting their dignity, 

individuality, and chances to have a normal life (Alemu, 2014) Inequality and discrimination 

are the most pressing issues to be solved, as social inclusion of CWD can only be achieved 

when they are provided with efficient inclusive education (IE). Historically, the learning 

needs of this group were barely considered; hence, the special protection and different 

treatment applied relative to non-disabled peers, largely believed to conform to societal 

norms. Discrimination and restricted educational opportunities for CWD are the foundations 

of the United Nations’ Standard Rules on the Equalization of Opportunities for Persons with 
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Disabilities (UN, 1993), because this category is a substantial part of non-enrolled population 

and most stigmatized within the education arena (and the larger community). They are 

exposed to exclusion and segregation from the mainstream, and have traditionally the last to 

be delivered schooling services, which is a direct violation of their fundamental right to 

education.  

Educational inclusivity for this group means that training should be an instrument to ensure 

equality, justice and well-being for impaired children (Terzi, 2014; Nasir and Efendi, 2016). 

Nevertheless, a multi-faceted practice of the educational act for impaired children (e.g. special 

education (SE) and inclusive schools) can divide focus in mainstream inclusivity and thus, 

programs in SE must be reshaped to ensure both IE and the integration of both types of 

education funding (Al-Obaidi and Budosan, 2011). Other complementing initiatives such as 

early childhood development programs, community-based rehabilitation (CBR) programs, 

and teacher training, must also be established to ensure that special learners are included in 

society.  

Despite various global and regional conventions and declarations, optimal implementation of 

education for children with special needs is still lagging in the emerging world. According to 

Adnan and Hafiz (2001), the lack of a universal definition of disability, misinterpretation of 

the educational paradigm for CWD and discrimination by teachers, administrative staff, and 

peers are the main explanations for the troubled educational environment for this group.   

Over the last decades, inclusion has been often replaced with integration, a phenomenon later 

perceived as limited and unsatisfactory. Therefore, the inclusion of children with disabilities 

in mainstream education settings has become a major component of global human rights 

agenda. Since then, the concept has been widely explored internationally. However, 

accommodating the special needs of impaired students could be a major challenge, given the 

open debate between the supporters of inclusivity and those in favour of educational services 

delivered in segregated facilities. Achieving inclusivity in education can be costly for 

adjusting curricula, teacher training and, special learning materials and infrastructure, 

particularly for low-income economies such as Ghana.  

However, presently, it is commonly agreed that the best way to reduce discrimination against 

mentally or physically impaired children is to create inclusive educational settings. 
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1.2.Rationale for studying inclusive education 

 

Prior to presenting the research questions, it is essential to explain the grounds for exploring 

inclusivity in education as a mean to reduce discrimination against disabled children and 

provide quality services to this cohort. In a very simplistic approach, IE is about considering 

all students, regardless of their physical condition, particularly those secluded, stigmatized, 

disabled, and minority groups. Differently stated “inclusive education aims at reinstating the 

voices of disabled people and disabled children into territories where they have been 

historically excluded” (Terzi, 2010, p. 71). 

Therefore, I seek to highlight that IE is not just about the integration of special learners into 

mainstream educational settings, but about the delivery of educational services tailored to 

their needs, and the provision of adequate materials and human assistance to eliminate all 

obstacles to full social inclusion.  This dissertation emphasizes the need to allocate more 

resources on the least advantaged children to balance the scale that is always in favour of the 

“normal” individuals within a community.  

Inclusive education seeks to develop the full potential of disabled students in an environment 

of equal opportunities for all, where barriers such as discrimination, alienation and derogatory 

labelling no longer exist. IE is a construct largely embraced by both developed nations and 

developing countries, such as Ghana, which is making extensive efforts to achieve inclusivity 

in education.  

Inclusive education, as a human rights-related issue, is pivotal to the international dialog on 

inclusion. Thus, it can be regarded as a political affair, since all individuals deserve an active 

participatory position in any democracy. This concept and its connections to the wider 

community, which accepts and values diversity, have reshaped the general perception and 

orientation of the true meaning of IE. Consequently, it is the only avenue and platform that 

enables equal schooling opportunities for disabled students, and fair participation in all 

educational activities. However, this is a challenging endeavour in terms of costs, teacher 

training and competence, availability of resources, and adequate educational materials for 

special learners. 

Despite the universal right to education captured in various international declarations over the 

years, children with disabilities are still the most excluded group from quality services, 

although efforts to address the needs of special learns are clearly observable worldwide. I 
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consider that addressing the issues related to inclusivity in education does not only assume 

teacher training and attitudinal changes from all stakeholders (the human components), but 

also the provision of adequate learning materials (the tangible component). Thus, the rationale 

of this dissertation is to explore the educational journeys of impaired students, and 

particularly the mechanisms underpinning the delivery of inclusive education to reduce 

discrimination and stigma against this group. The delivery of education services to special 

needs learners as well as welfare assistance for disabled children has become a priority for 

national and global policy. However, this category is exposed to major challenges when 

seeking to access education and obtain assistance to accommodate their needs.   

Physically or mentally impaired children are often marginalized by mentors and community; 

some are placed in separate school units to develop their potential, while most are widely 

denied their right to education. Consequently, education for children with special needs has 

generated a burgeoning literature and a vast international dialog among academics and policy 

developers.  

 

1.3.Problem statement and objectives of the study 

 

This research has emerged driven by a genuine issue affecting children with disabilities across 

the world, and particularly in emerging economies, such as Ghana.  The present dissertation 

seeks to provide some insights into the universe of impaired children and the delivery of 

educational services as welfare services in Ghana, where this group is largely denied access to 

primary education for various reasons.  

Although education is recognized as a fundamental right of CWD and the government is 

making extensive efforts to ensure inclusivity, enrolment and participation in a classroom 

environment absent of discrimination and stigma are questionable and need to be treated as a 

priority.  Altogether, these affect the development chances of disabled children, and restrain 

them for adjusting and being an active part of the socio-cultural local setting. In addition, the 

lack of basic education increases their vulnerability and social exclusion because of 

insufficient knowledge and abilities to facilitate the human capital formation. Hence, the 

scope of this analysis is to provide a comprehensive picture of discriminatory practices 

against impaired children. The current status of inclusive education and the legal 

responsibility of the factors surrounding the community of special learners in Ghana.    



10 

 

A survey methodology has been applied to answer the four research questions that guided the 

writing of my dissertation.    

 Research question 1: What is the preparedness level of the teachers in Ghana to 

create equal educational experiences for both disabled and non-disabled students and 

reduce discrimination?  

 Research question 2: What is the approach of teachers towards ensuring material and 

non-material resources to achieve inclusivity in education for all students? 

 Research question 3: What is the teachers’ course of action to reduce discrimination 

and stigma against disabled learners? 

 Research question 4: What is teachers’ approach of disability and attitudes towards 

IE? 

 

1.4. Significance of the study  

 

The international dialog by education forums and conference participants mirrors the efforts 

to reduce discrimination against physically challenged students in both developed and 

developing worlds. It is my hope that the findings of this research will bring a relevant 

contribution to the ongoing debates about the challenges of inclusive education as a mean to 

reduce discrimination against these cohorts and ensure equal learning opportunities for all 

children in mainstream settings across all regions of Ghana. Upon completion, this 

dissertation could be an important source of insights into the educational experiences 

delivered to impaired students in Ghana. In addition, recommendations to be made could be 

generalized to other countries in Africa presenting a similar educational environment. Finally, 

it will help the researcher gain a better understanding of the patterns and challenges of 

inclusive education to fight discrimination against CWDs in the Global South. 
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CHAPTER 2: CONCEPTUAL FRAMEWORK 

 

2.1.Definition of terminologies  

 

We seek to set the boundaries of our research by defining the key terms that help one 

understand the concepts we built upon in the context of this dissertation. As mentioned by 

Jonsson and Wiman (2001), the relevant terminology in the educational arena has changed 

massively over the past years.  For example, disability, used in labelling impaired children is 

now replaced with constructs such as inter alia, disadvantaged children, children with special 

education needs, differently abled children, or disabled children. This approach in fact 

includes all children for which access to basic education is challenging, impairment or non-

impairment related. According to UNCRPD (2006, Article 1), disability is an ever-reshaping 

notion that refers to disabled individuals as to “those who have long-term physical, mental, 

intellectual, or sensory impairments, which in interaction with various barriers may hinder 

their  full  and  effective  participation  in  society  on  an  equal  basis  with  other”.  

The concept of access to education has had a long history, from a mere privilege to a right for 

all children, and international conventions have set the bar even higher (Mantey, 2014).  The 

Salamanca Statement 1994 (and the associated framework) is a fundamental pillar and a 

leading principle of IE for persons with disabilities.  

"Schools should accommodate all children regardless of their physical, intellectual, 

emotional, social, linguistic or other conditions." (Article 3, Salamanca Framework 

for Action) 

"Regular schools with this inclusive orientation are the most effective means of 

combating discriminatory attitudes, creating welcoming communities, building and 

inclusive society and achieving education for all; moreover, they provide an effective 

education to the majority of children and improve the efficiency and ultimately the 

cost-effectiveness of the entire education system." (Article 2, Salamanca Statement) 

These recommendations and principles are rooted in the Jomtien World Declaration on 

Education for All (1990), and refined in the Dakar Framework for Action (2000): 
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“In order to attract and retain children from marginalized and excluded groups, 

education systems should respond flexibly… Education systems must be inclusive, 

actively seeking out children who are not enrolled, and responding flexibly to the 

circumstances and needs of all learners.” (Expanded Commentary on the Dakar 

Framework for Action) 

Both in the developed nations and in the emerging world, special education can enable and 

reiterate negative stereotypes regarding children with disabilities. Furthermore, the exclusion 

of CWD from the mainstream education planning makes it impossible for their non-affected 

peers to understand the experience of disability, which in cascade, perpetuates stigma and 

isolation. Special education today imitates the discriminatory social system by confirming the 

hypothesis that children with specific characteristics do not fit in the community (for instance, 

have a hearing deficiency, when the modern technology offers a multitude of artificial 

solutions) and hence, treats them discriminatory.   

However, the educational paradigm is under change and is now focused on some major 

principles, inter alia, equal access to education for all children, recognition of the fact that 

learning together produces superior results, understanding of diversity, and opportunities for 

participation. The current refining of the paradigm assumes the rethinking of structures, 

organization, learning and curriculum and assessment of the education provider to best meet 

the diversity of children, rather that changing the latter to fit the school (Stubbs et al., 2013).  

Considering the above-mentioned, below is the definition of inclusive education, as 

formulated by UNESCO: 

Inclusive education is a process of addressing and responding to the diversity of needs of all 

learners through inclusive practices in learning, cultures and communities and reducing 

exclusion within and from education. It involves changes and modifications in content, 

approaches structures and strategies, with a common vision which covers all children of the 

appropriate age range and a conviction that it is the responsibility of the regular system to 

educate all children” (UNESCO, 2005a, p.13).  

This definition includes and applies to all excluded children communities, with notable 

success (UNESCO, 2010). Among the major obstacles affecting the provision of quality 

education for CWD, Peters (2004) mentioned the failure of early identification and 

intervention, negative attitudes, predisposition towards exclusion and stigma, inadequate 
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teacher conduct and training, rigid assessment procedures, inadequate administrative staff 

assistance, no equipment and devices adjusted to fit the needs of children, inflexible 

classroom environment.  

Inclusive education is a fundamental human right and the cornerstone of social equality and 

justice (European Agency for Development in Special Needs Education, 2012). However, 

there is no international agreed interpretation of the concept, which makes teachers and 

educational systems understand the ethos of inclusion in different ways and from different 

perspectives. As described by Grima-Farell et al. (2011, p.118), “IE represents a whole-

school concern and works to align special education with general education in a manner that 

most effectively and efficiently imparts quality education to all students”.  

Inclusivity in education as described in the Salamanca Statement is rooted in the concept of 

social equity, similar to the social model of disability, which states that all children are 

different and the educational systems should be reshaped to accommodate the needs of all 

individual learners (Mantey, 2014). The achievement of this target requires that IE be treated 

as an ongoing societal endeavour and not as a single event (Swart and Pettiper, 2005; 

Ainscow, 2005).  

The myriad of global conventions, national laws and government efforts have been important 

drivers of the universal access to education and opportunities for all children to contribute to 

the development of their local communities. Despite global debates and domestic projects, a 

vast amount of work is needed to promote education for special learners, as practical 

evidences highlight diverse forms of discrimination against CWD.  

As highlighted by UNESCO (1997), the concept of special education needs (SEN) replaces 

the term special education, which was mainly understood as teaching services delivered to 

impaired children in separated/distinct facilities from regular schools and universities. 

Presently, a large number of disabled children are enrolled under the regular system. In 

addition, the notion of CWD includes more that children with impairments to cover those with 

poor performances in school for a myriad of reasons that block their optimal progress.  

SEN has generated an extensive debate in the literature on special education, and a myriad of 

definitions have been suggested internationally. The Education for Persons with Special 

Educational Needs Act 2004 described the SEN concept as “a restriction in the capacity of 

the person to participate in and benefit from education on account of an enduring physical, 
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sensory, mental health or learning disability or any other condition which results in a person 

learning differently from a person without that condition”. National and global efforts to 

guarantee inclusivity for pupils with SEN in mainstream schools are expressed in the 

legislation across the world, and in statements and reports from international organizations.  

So far, we have explored inclusion via a disability perspective; however, this concept does not 

solely refer to students with various impairments. As it has been primarily a special education 

endeavour, one might easily believe it only targets children with disabilities. Indeed, the 

driving force for inclusion has originated from the mainstream, from those traditionally 

marginalized and excluded. Presently, IE deals with diversity more generally.  

As noted by Shaddock et al. (2009), if participation in the educational experience for any 

pupil becomes affected by issues related to impairments, gender, religion, culture, social 

status, background or any other reason, the best way to deal with it is not to create special 

educational facilities for such cases, but tailor mainstream teaching, structures, curricula, 

assessment procedures and attitudes to accommodate the needs of all students. In other words, 

inclusivity in education for special learners cannot be achieved in the absence of full 

commitment from instructors and other school staff, students, families, peers, community and 

governments. Administration also has a contribution to the realization of inclusivity, which is 

a matter of school planning that embeds policies, structures, practices, training and curricula 

design. Inclusive practices require major attitudinal and educational changes in the approach 

of children with SEN, which could be challenging.  

The advantages of special education and expertise are not questionable; the point is that, 

according to Thousand and Villa (1995), they can be applied to children in both mainstream 

facilities and in segregate settings. In addition, IE is not just about enrolling the children, but 

also maximizing their participation in the classroom activities (Barton, 1997);  

IE is not an end itself, but a mean to an end. Hence, it largely contributes to the creation of an 

inclusive society that insures and protects the rights of this group as an essential part of policy 

making. Inclusive education encourages change, which is not an assimilation process, but the 

transformation of deep structural barriers to its realization.  

To summarize, inclusion and participation are vital to human dignity and to the exercise of 

human rights. In the education arena, this means enhancing the genuine equalization of 

opportunity. SEN offers teaching methods beneficial for all students and builds upon the 
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hypothesis of human differences normality, and on the fact that learning must meet the needs 

of the child, rather that the pupil fitted to the classroom experience.  

The core of IE is that all students should learn together, if possible, and that education units 

should identify and adjust to the diversity of learners, providing ongoing assistance and 

services to accommodate these needs, building solidarity between CWD and their pears. 

Countries should commit to establishing inclusive-not special-schools.  

2.3. Discrimination, prejudice and stigma  

Discrimination encompasses various forms of behaviour towards individuals as a result of 

their impairment, whether intentional or unintentional, caused by stigma. Goreczyny et al. 

(2011) argued that negative attitudes towards CWD act as invisible obstacles as disabled 

persons pursue community involvement and resources targeted to achieve a good quality of 

life.  Disability-based discrimination refers to the distinction, isolation or restriction of 

impaired children, which “has the purpose or effect of impairing or nullifying the recognition, 

enjoyment or exercise, on an equal basis with others, of all human rights and fundamental 

freedoms in the political, economic, social, cultural, civil or any other field” (UNCPRD, 

Article 2). Hence, countries should strongly commit to ensure legal protection and assistance 

for the wellbeing of children with special needs.  

Discrimination leads to poor education outcomes that destroy their self-esteem and interaction 

with the society, exposing them to further abuse and exclusion. One might conclude that 

discrimination against CWD is widely caused by shared attitudes, values and societal beliefs 

that are normally created knowingly or unknowingly.  

On the other hand, stigma is highly destructive, affecting the efficiency of inclusive education 

for impaired children, and it seems to be present at all layers of the society. From a sociologic 

point of view, stigma has been explored by Goffman (1963), subsequently underlying the 

study of a myriad of adult illness experiences. As noted by Becker (1981, p.81), stigma is “a 

characteristic of persons that is contrary to a norm of a social unit, where a “norm” is 

defined as a shared belief that a person ought to behave in a certain way at a certain time”.  

According to Croker et al. (1993, p.505) “stigmatized individuals possess or are believed to 

possess some attribute, or characteristic, that conveys a social identity that is devalued in a 

particular social context”. Discrimination and stigma are parts of a vicious cycle. Stigma 
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triggers discriminatory attitudes against CWD that are often mirrored in acts of discrimination 

towards disabled children.  

Sometimes, once physical adjustments of the educational structures are performed and 

impairment becomes “visible”, a common observable discriminatory reaction among teachers 

and peers arises. For instance, as documented by Hornstra et al. (2010), the mere label of 

student with a learning disability was enough to expose the children to the risk of 

stigmatization by mentors. A qualitative analysis by Denhart (2008) showed that many 

students were not willing to use their accommodation to avoid the risk of misunderstanding 

from the part of their professors and of stigma because of the learning disability label.  

Children with disabilities are affected by their condition particularly in every aspect of life, 

being exposed to social rejection, poverty, isolation, ignorance, lack of proper education, 

services and assistance. The negative attitudes and opinions about the determinants of 

disability and the attached limitations are too often firmly rooted and difficult to scatter, 

particularly in the developing world. Disability is commonly misbelieved to be the result of 

past sins or bad luck, and can be considered contagious.   

In terms of gender discrimination, disabled boys are favoured to impaired girls when it comes 

to family expenditure on education. Differences in opportunities based on gender depend on 

cultural, social and economic factors. Disabled girls are more exposed to security and safety 

issues, and more vulnerable to physical and sexual abuse, which can occur at home, in the 

educational setting, or on the way to school. Often considered an extra burden or cause of 

despair, particularly in low and middle income countries, they experience more frequent 

violation of fundamental rights. According to Rousso (2005) women and girls with 

disabilities have lower academic performances compared to male with various impairments or 

non-disabled female counterparts. Groce (1999) showed a 1% literacy rate for this group, 

relative to 3% for individuals with disabilities in general. Global statistics confirm gender 

inequalities (Nagata, 2003).  

UNESCO data cited by Mantey (2014) reveals that only 2% of disabled children are enrolled, 

and girls are even more underserved. In addition, CWD are less likely to attend school 

because of discrimination and stigma, the most distressful forces affecting the development of 

this group. They are treated as second class citizens and are the most marginalized of all the 

world’s children. Traditional beliefs about the causes of disability, misunderstanding of the 
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dimensions of impairment and the lack of knowledge of CWD lead to their invisibility and 

exclusion within the education arena and the wider community.  

Although the lack of official statistics makes challenging to calibrate the extent of children 

discrimination, it is commonly agreed that its impact is severe. Thus, excluded children are 

invisible to development initiatives, which means they are denied access to medical services 

and education, have no opportunities for a cultural or family life, cannot participate in 

decision-making and experience violent conducts, poverty and isolation. The issues are even 

worse for children suffering multiple forms of discrimination, especially girls. Worldwide, the 

Convention on the Rights of the Children (CRC) and the Convention on the Rights of Persons 

with Disabilities (CRDP) seek to remove all types of discrimination against this community. 

The CRDP has created the notion of reasonable accommodation that requires countries to 

operate the appropriate adjustments to ensure equal rights both for all individuals, as long as 

disabled persons do not impose a disproportionate burden (UNICEF, 2012). Non-

discrimination does not necessarily mean that all children should be treated the same; it is 

allowed if it seeks to guarantee the fundamental rights (Santos Pais, 1999). The CRPD offers 

legal backup to this interpretation.  

Given the alarming impact of discrimination, based on the findings so far and exploration of 

various terminologies, the researcher notes that this phenomenon against enrolled CWD can 

be limited or removed if the school human environment has a greater knowledge and 

understanding of impairment and promotes inclusive education. Generally, the community of 

disabled children is affected by discrimination mainly because of the lack of knowledge and 

experience of living closely with them.  Attitudinal barriers are challenging to overcome, but 

within the right context, children can be more opened to inclusion than adults.  

2.3. Legislation related to inclusive education in a global perspective 

Globally, one may note a large number of legislative pieces related to the education of 

students with SEN, arising from common efforts by governments and local communities to 

ensure the right of special learners to services that accommodate their needs, and guarantee 

statutory protection, such as  the Education Act (1998), the Equal Status Act (2000) and 

Equality Act (2004), the Education (Welfare) Act (2000), the Education for Persons with 

Special Educational Needs Act (2004) and the Data Protection Acts (1988 and 2003). Mentors 

and administrative staff should be aware of the provisions of this legislation, and 



18 

 

develop/adopt policies for SEN at the school level, and a tailored educational plan for each 

student. However, the mere existence of legislation does not assure good practices in the 

educational system. In addition to the availability of specialized staff/trained teachers and 

other resources, community acceptance of the rights of children with SEN and schools’ 

commitment to deliver appropriate services are essential to remove discrimination and 

achieve inclusivity in education.  
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CHAPTER 3: LITERATURE REVIEW 

 

3.1.General overview 

 

Over the past years, considerable academic research documents the right of CWD to receive 

inclusive education and its effectiveness for special learners (inter alia, Ferguson, 1992; 

Lipsky and Gartner, 1997; Allan, 1999; Dyson and Forlin, 1999; Sailor, 2002; Peters, 2003; 

Mittler, 2003; MacArthur, 2009; Mitchell, 2010). International conventions such as the CRDP 

require all states to ensure inclusivity at all stages, motivated by a plethora of benefits. 

A rising literature has evidenced that with proper assistance, CWD can achieve performance 

in an inclusive classroom setting. According to UNESCO (2008) report, the costs of IE and 

special schools were similar, but the results in inclusive facilities were better. Inclusion allows 

CWD to grow up within their family and social setting rather than within a distant unit. 

Inclusive education is based on the principle of accommodating all children, regardless of 

their condition. Simply having a child with a disability into a classroom without providing for 

his special needs is far from the act of full, equitable and inclusive education. IE means an 

active participation to the adjustment of traditional policy, culture and practice within the 

school. As noted by Seinfeld (2005), CWD educated alongside their colleagues have better 

chances of becoming productive adults and being included in their community. Research on 

human capital formation reveals an important loss of GDP in the emerging world because of 

the lack of education of individuals with disabilities and the resulting non-participation in the 

labour arena. World Health Organization (2011) study showed that this loss of income in 

Bangladesh was estimated at $1.2 billion per annum or 1.7% of the country’ GDP. 

Despite considerable research on educating disabled children, scholars have adopted different 

perspectives of exploring the issue.  

3.1.1. Education and disability 

A survey of 750 teachers and 400 parents from 75 states performed by Laurin-Bowie (2009) 

revealed that Education for All (EFA) is not an efficient approach for CWD, particularly for 

children with intellectual impairments. The author defined inclusive education as a process 

that requires positive and enabling conducts for inclusive, special training for teachers, 

flexible curriculum and assessment procedures, and a supportive school environment. The 
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findings of Laurin-Bowie (2009) analysis indicated the under-development of all these 

factors, and the result is entrenched educational exclusion.  

An extensive global assessment of the status of inclusive education by Rieser (2012) 

highlighted that despite cases of good practice, there was a failure to include CWD in EFA 

programs and a general belief that such efforts were interrupted by the ramification of the 

international turmoil. New perspectives, of considering education a commodity in the highly 

competitive worldwide marketplace, are becoming popular, whereas inclusion advocates for 

collaboration and caring. The work of Forlin (2012) confirms this idea, despite the author’s 

active implication in a successful state inclusion initiative in Hong Kong, and identifies an 

upward trend of private education in Asia.  

As the existence of such education providers is grounded on a financial model, and their role 

is to ensure high academic performance, there is no incentive for them to meet the needs of 

learners with a particular condition, that can be expensive and daunting to the standards of 

examination, and consequently, to the results. Similarly, Slee (2011) research documented a 

strong nexus between the macro-economic approach of the World Bank (WB) and the IMF, 

and the rising of the neo-conservatism and consumerism, and the barriers affecting the 

development of inclusive education. However, the author argued that it is not too late to 

counter this tendency by acknowledging exclusion and committing to reverse the trend.  

An analysis by UNESCO Bangkok (2009) of four Asia Pacific states reaffirmed variations in 

the definition and understanding of IE. In 2000, the government of Samoa commissioned a 

survey to identify all special learners and included a SEN curriculum at the National 

University of Samoa to enable primary school instructor graduate with a SEN specialty-an 

effort subsequently followed by the creation of six SEN departments in primary education 

settings. However, at the time of the UNESCO Bangkok research, 97% of schools had no type 

of SEN assistance, and those having such establishments were supported by resource centres.  

The broad definition of IE in Samoa was not in line with the practical evidenced by UNESCO 

review, one again showing that despite the change in words, practices on the ground improved 

in a small number of schools.  
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3.1.2. Inclusive Education for Disabled: A Challenge 

  

In Thailand, UNESCO Bangkok (2009, p.77) indicated the same government commitment to 

ensure the right of CWD to education and many efforts to create “an integrated system 

moving towards inclusion”. The national legislation provides that all CWD have access to 

twelve years of free, basic education, despite its costs and complexity identified as main 

obstacles to progression. However, the education of teachers to meet the needs of special 

learners and the capacity of schools is lagging behind. 

UNESCO Bangkok (2009) report sought to identify the causes of the slow progress in Asia 

towards CWD inclusion and highlighted that this group is still exposed to discrimination and 

stigma at almost all levels in terms of access to services, including education and health, and 

participation to community social life. Available statistics on the number of CWD enrolled 

confirm this finding. In parallel, there is rising recognition that a human-right based approach 

must be embraced by governments that seek to remove such issues. As many countries across 

the globe are at the beginning of this transition, the characteristics of the national legislation 

mirror uneven provisions. This shift from the traditional perspective on CWD to the inclusive 

alternative may require the adoption of a twin track approach, which assumes that the overall 

legislation recognizes, ensures and promotes their rights. According to Miles and Singal 

(2010), opportunities do exist globally to align inclusive education with EFA initiatives to 

craft a more coherent and sustainable strategy towards the educational needs of CWD.  

Peters et al. (2005) stressed that inclusive education seems to be a concept differently 

understood by planners and developers, which is expressed in even more varied notions and 

practices by teachers and administrators. Hence, after identifying largely untested 

specifications of IE, and a lack of consumer confidence, the author argues for a model of 

disability rights in education (DREM). The core notions and principles of IE envisioned by 

disabled individuals, as one of the main groups excluded from schooling are often lost in 

translation. The main challenge of planning IE within local contexts is to customize norms for 

CWD while maintaining general rules of educational rights included in the EFA frameworks. 

Peters et al. (2005) constructed a DREM based on the input of disabled individuals that seeks 

to offer a cross-cultural setting for assessing IE initiatives. While the model is focused on 

disability, this group includes the poor, girls and other marginalized communities. This does 

not means that disability features prevail, but a framework cantered on such needs may be 

relevant for other stigmatized clusters.  
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In the Arab World, Amr (2011) argued that inclusion was considered a luxury, and as 

providing separate education for CWD in small facilities. In the Balkan states, Mirosevic 

(2007) identified a slow move towards a more social model, replacing integration in the 

mainstream (where CWD are expected to accommodate) with inclusion (where barriers to 

special learning are removed).  

World Vision (2007) report found many inefficiencies and drawbacks of the EFA Fast Track 

initiative (known as the Global Partnership for Education) in terms of addressing the special 

condition of CWD, which highlighted the need for a twin approach. Disability issues should 

be recognized as such and included in the general development agenda, and, in parallel, 

countries need to have a specific track around impairment specific problems.  

This was envisaged as an addendum to IE more generally and not as a factor that would lead 

to a rise in separate special needs provision. According to Opertti et al. (2009), EFA should 

focus on quality inclusion for all rather than on enrolment figures, and identified four area of 

concern. First, IE is a phenomenon that should be perceived as presence, participation and 

achievement; second, there should be continuous efforts on finding the best way to manage 

diversity; third, all obstacles to learning and participation should be removed, and fourth, the 

governments should prioritize policies and initiatives towards learners with special needs, 

affected by stigma, exclusion or discrimination.  

CWD are still struggling with educational exclusion, and present worrying drop-out rates, as 

teaching models, assessment procedures, and curricula are not tailored to accommodate their 

needs (UNESCO, 2009). A study by the World Bank (2007) highlighted that CWD in India 

are five times more likely to abandon school in rural areas compared to children from the 

lowest caste backgrounds. As outlined by the World Health Organization (WHO, 2012) 

analysis, the gap in primary completion between CWD and non-impaired children is large 

across all age brackets and statistically significant. These findings reinforce the belief that 

EFA and the attached initiatives of IE have not proved efficient in reaching CWD, as 

expected. Therefore, international conversation recognizes the need to retain some disability 

focus within the IE frameworks.  

O’ Gorman (2010) explored the inclusion process in Ireland, a state that has only in recent 

past engaged in inclusion efforts and evidenced that all instructors need specific training to 

accommodate the condition of CWD to remove marginalization and stigma, as the education 
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model was exclusionary at the time of the analysis. The rethink and reshape of the system 

would require a shift in the teaching strategy, where all students, irrespective of status, are 

provided with the same educational experience. One might add that the continuous exclusion 

of CWD means more reasons for embracing an impairment specific-approach, to complement 

(not replace) the public trust of an inclusive curricula and pedagogy to meet the needs of all 

learners.  

In the light of the above-mentioned, a second track that targets a particular cluster of excluded 

children starts to gain popularity. This offers appropriate assistance, access, accommodation 

and programs including Braille, sign language, pictograms, alternative and refined 

communication, differentiation and other teaching/learning procedures to ensure quality 

education and appropriate classroom environment for CWD. Hence, effective instruction for 

inclusion must cover both tracks. Without accommodating for their condition, the education 

of CWD is doomed to fail (Peters et al., 2005).  

Adjustments should include physical facilities such as ramps, customized desks, adaptive 

equipment such as letter boards or number lines, language and print adaptations, social 

facilities, inter alia, increased interaction opportunities and positive approach of impairment, 

and pedagogic fitting to accommodate all learners. Research has emphasized the connection 

between the education system and CBR and underlined the critical role of a twin-track 

approach of impaired children. CBR is an essential part of a complex, twin-track 

comprehensive strategy that is needed. No matter the strong training of the instructors and the 

inclusive school setting, if the disabled child is not supported by the family, is denied access 

to proper assistance, aid and equipment, or if the community and parents are not involved, 

then he will either non-enrol or leave school before completion (WHO, 2010). Although 

education is a fundamental human right, worldwide recognized to develop human capital, 

increase economic results and provide individuals with better opportunities and life choices, 

IE for most CWD remains elusive, despite sufficient examples of successful good practices 

that show its potential (Epstein, 2010). Diversity in the classroom environment is positive for 

all learns, as it improves the educational experience and the understanding and addressing of 

stereotypes.  
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3.2.Access to education for children with special needs in the emerging world 

 

The global target of universal access to primary education cannot be discussed without 

including children with disabilities, although a large number is denied this fundamental right, 

and its attached benefits, inter alia, labour opportunities, social and economic security, and 

full participation in the life of the community. According to UNESCO (2007), only a tenth of 

all impaired children are in school and of this number, half complete the primary education 

because many abandon courses after a short period, as the gains are minimal and do not 

justify the efforts required by this experience.  

Unfortunately, large number of CWD remains invisible to local communities and schools 

because of stigma and marginalization that leads to exclusion and lack of access to 

fundamental life services. Official surveys in many regions of the world severely 

underestimate the dimensions of the CWD group, often suggesting statistics in the 1-3% 

corridor (Stubbs et al., 2013). Recent research by the World Bank (2011) noted that 6% of all 

children in developing nations are impaired and 15% of those over 15 years represent CWD, 

figures far exceeding local censuses. This substantial underreporting has had a major 

disturbing impact on government planning and on the EPA view of international agencies. 

Although an accurate estimate of CWD globally seems impossible, if one uses a conservative 

figure of 5% of all children, based on UN (2005) population data, there would be around 91 

million of impaired children aged 0-14, over 10 million in the developed world and 81 million 

in the emerging countries (Stubbs et al., 2013). The total would reach 100 million if children 

in the 15-18 age brackets are included.  

Global statistics are alarming and vary with the source, but evidence shows that the numbers 

of not-enrolled or excluded children is rising (Mantey, 2014). The gap in primary school 

attendance between disabled and non-disabled swings from 10% in India to 60% in Indonesia; 

for secondary school, the figures vary from 15% in Cambodia to 58% in Indonesia (Coe, 

2013). Around 4 in 5 impaired children are in the developing world. For all age brackets, both 

moderate and severe disabilities are higher in low and middle income countries (LMIC) 

nations compared to developed states, reaching a peak in sub-Saharan Africa (EFA Global 

Monitoring Report, 2010). The magnitude of disabilities is often inaccurate and under-

reported; for instance, a 2004 census in Sierra Leone identified only 3,300 children mentally 

impaired, while a detailed national survey in 2003 evidenced the real number ten times higher 

(EFA, 2010).  
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Figures for Malawi, Namibia, Zambia, and Zimbabwe revealed that between 24%-39% of 

CWD have never attended school, compared to 9%-18% of children without an impairment 

that have never been enrolled (Eide et al., 2003; Eide and Loeb, 2006; Stubbs et al., 2013). 

Filmer (2008) study of 14 low-income nations showed that CWD are among the most 

vulnerable groups, often being marginalized within their own family, school and local 

community. In cascade, social stigma and isolation of children with a degree of physical or 

mental impairment triggers poor health and education outcomes.  

There is no global dataset calibrating the effect of disability on enrolment. An analysis by the 

World Bank (2007, p.16) showed that 40% of CWD in India have never been to school, 

compared to 8%-10% of children in Scheduled Tribes or Castes. In Malawi and Tanzania,   

having a disability doubles the likelihood of non-enrolment. In Bulgaria and Romania, the 

overall enrolment rates exceeded 90%, but were only 58% for CWD, with noticeable 

differences in school attendance according to the type of disability. UNESCO (2010, p. 181) 

report noted that in Burkina Faso, just 10% of children with a hearing and speech deficiency 

enrolled in 2006, compared to over 45% of children without a disability; of these, 22% were 

visually impaired and 38% physically impaired students attended school. Recent analyses 

pointed out that the magnitude of non-attendance for children with disability is a much bigger 

concern that needs to be addressed and included in national education planning and teacher’ 

instruction. In Bhutan, 21% of children aged 2-9 was found to have some impairment in a 

functional area; mild disability stood at 19%, with a large share presented an intellectual 

impairment (Bhutan National Statistics Bureau, 2012, p.1).  

Statistics are important not least so that governments can distribute a proper share of 

resources to certain areas of interest. However, some studies note that getting these numbers 

can be a costly and time-consuming effort (Peters, 2003, 2004). Instead, what is essential is to 

identify disabled children as early as possible, include them in appropriate educational 

programs, and collaborate with their families and local communities to remove stereotypical 

attitudes (Peters, 2003; WHO, 2011). In short, global research has emphasized that a large 

number of children with various impairments are massively excluded and denied educational 

access to primary and secondary enrolment.  

All over Africa, families with CWD and disabled students are marginalized and stigmatized 

(Hasan, 2006). Too often, the dominant belief is that children’ impairments are caused by 

witchcraft and other superstitions, which, combined with poverty, leads to low enrolment 
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rates. A recent work by D’Aiglepierre (2012) underlined these realities and their effects on 

primary school attendance of CWD. Despite the lack of relevant statistics, educational units 

can change the context if committed to inclusion. For example, in Madagascar, an IE initiative 

for impaired children has been halted because of the political tensions. However, UNICEF has 

started a large mapping exercise in 3,400 schools, with children describing their community 

and identifying unenrolled peers (Stubbs et al., 2013). The parents of the latter are visited by 

instructors to help them understand the benefits of school attendance. Over 400 teachers have 

been already prepared to accommodate the needs of this special group of students. In 2013, 

73% of all children were enrolled in Madagascar. 

World Bank (2007) indicated a powerful nexus between disability and non-enrolment, with a 

stronger impact compared to gender or socio-economic condition. Filmer (2008) noted that in 

Malawi and Tanzania, the existence of a disability doubles the likelihood of child non-

enrolment. Furthermore, Robson and Evans (2005) study found that millions of CWD are not 

included in educational planning because of the lack of data and knowledge on how to 

integrate this group into national implementation plans. This is a phenomenon particularly 

severe in rural regions and poor urban areas (UNICEF, 1999). The context is even worse for 

some groups; children of the nomadic, ethnic, and linguistic communities are more exposed to 

not receiving an education, even compared to CWD in the broader social arena.  

For instance, in West Africa, disabled children are exposed to extreme poverty, 

marginalization and discrimination, widely denied their right to education and access to 

protection services.  Stigmatization is a widespread phenomenon, largely mismanaged by the 

education providers, parents, peers, religious leaders and governments. Thereby, Plan West 

Africa
1
 commissioned a complex literature review and research to explore islands of good 

practices in the region and highlight major issues in four countries, namely Guinea, Niger, 

Sierra Leone, and Togo.  

Although all Governments in West Africa are working to assist CWD via ratifications of 

relevant UN conventions and some adopted inclusive policies, most have not yet implemented 

the legislation on the rights of individuals with disabilities. Thus, the inclusion and 

development of impaired children in the region is lag behind, and most are still excluded from 

formal education. Statistics on the matter are generally unreliable because of many reasons 

                                                           
1
 Plan International works in 13 countries in West Africa, giving children better access to quality health and 

education and lifting them out of poverty. 
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inter alia, low birth registration of CWD, discrimination, stigma, or the drawbacks in data 

collection process.  Coe (2013) findings revealed massive reluctance at all levels towards 

including children with disabilities in mainstream schools, from mentors, administrators, 

parents, colleagues, community, and education leaders. In addition, the physical structure of 

schools, curricula and instructors training are vital factors to the effective inclusion of 

children with special needs, but they are not enough to produce a substantial effect, unless 

positive attitudes regarding CWD are widespread. Research has showed many efforts are still 

needed to include CWD into education, remove discrimination and make protection work in 

West Africa a reality. Regional governments must guarantee the rights of impaired children 

and particularly the implementation of UN provisions on equal opportunities for individuals 

with disabilities. Actions to limit and remove stigma and discrimination against CWD must 

become a priority and eliminate the drivers of exclusion from the education and protection 

systems. IE practices must be common and supplied with adequate resources. Families with 

CWD must be advised and assisted to enrol their children. West Africa also needs to show 

better awareness of the right to protection of this group, and work to implement the existing 

protection measures.  

The legal arrangements signed by all West African states have yet to be transposed into 

practice and development projects including the required financial and human resources to 

meet obligations within various laws and conventions. Initiatives to facilitate social inclusion 

of children with special needs in the four countries subjected to analysis were identified to be 

delegated mainly to non-state players, international non-governmental organizations, and to 

the civil society entities. As indicated by the findings of the study, Togo is making significant 

progress, primary due to strong government commitment to remove discrimination against 

CWD and support inclusive education, and to larger-scale CBR projects. Some progress has 

also been noted in Sierra Leone and Niger, where the crafting of an IE strategy has been 

essential in transposing government engagement into action. However, both countries struggle 

with a lack of proper infrastructure and traditional negative beliefs about disability, major 

obstacles to the social inclusion of CWD.  

The current lack of statistics impedes efforts to increase enrolment rates of children with 

disabilities. Despite the scarcity of data, it is commonly known that in most parts of the world 

(other than North America and the EU) large cohorts of CWD are not attending school, or if 

they are, they are not being provided serviced accommodated to their needs. This raises a 
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pertinent question: what are the most efficient methods to educate teachers for the task of 

offering quality IE and removing discrimination for disabled children? 

 

3.3.Barriers to inclusive education for special learners worldwide 

 

Considerable academic research documents the factors hindering inclusive education, inter 

alia, stigma, the lack of time, difficulty in organizing individualized teaching, inadequate 

training of mentors, unavailability of resources, no school assistance, perception that 

accommodating the needs of special learners compromises the learning of others, failure to 

prepare CWD for the real world, the attitude of the society, and parental involvement 

(Shaddock, 2006; Forlin et al., 2009; Sharma et al., 2011; Mantey, 2014).  

Discriminatory legislation is one of the major factors, as it often fails to recognize or rules out 

CWD from national education planning. To illustrate, some states have laws that indicate 

certain such groups as uneducable; in some cases, responsibility for access to education is 

considered the responsibility of ministries other than education, which further deepens the 

segregation and marginalization of CWD. Impaired children are often refused enrolment, as 

the family has low expectations. In case they do start going to school, examples of abandon 

are frequent, because of stigma, isolation and inappropriate treatment from instructors, parents 

and peers, rather than intellectual abilities.  

Globally, most schooling units have no physical facilities to meet the needs of special 

education for CWD and lack the hygiene and sanitation conditions, communication systems, 

logistics and transportation to assist class participation of this group. Families with several 

children often favour those without disabilities in terms of providing books or school 

uniforms, and assume that special education is less relevant. Even where a large number of 

CDW complete primary education, the share accessing the next level is significantly lower 

relative to their non-impaired colleagues, mainly because of the lack of resources, 

teacher/parental assistance, awareness of the role of special education to the child’ future 

development.  

In addition, matters are worsened by educational systems depending on standardized exams 

that make it impossible for CDW to participate, as a result of inaccessible administration and 

grading. Furthermore, if tertiary education is available, students in this cluster have limited 

study opportunities and specializations. In Ireland, for example, the academic community 

restricts the enrolment in the full array of courses for young individuals with disabilities 
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(Shevlin et al., 2002). Another research, by Groce (2004), highlights that in China, special 

learners are not permitted to major in most sciences, because of a sense of degree waste on a 

person who will never be an active presence in the domain.  

3.4. Quality of educational services to disabled children: global perspectives 

 

The attitude of mentors towards disabled students and their special education requirements, 

and the need to deliver IE services in mainstream facilities have been internationally 

understood as essential to achieve inclusive education. 

 

3.4.1. Teachers’ attitudes towards disability and inclusivity in education 

  

Disability awareness, training, and education are essential requirements for all professionals. 

Instructors need to possess a complete understanding of the dimensions of particular 

impairments for the learning experience when working with special learners. As mentioned by 

Lodge et al. (2004), education providers often fail to identify, recognize or understand a 

child’s disability.  

Globally, recent research has indicated significant efforts from teachers, public, and 

communities to express positive attitudes towards children affected by various impairments. 

However, at a closer look, specific behaviours, if explored, may be exposed as negative 

(Hernandez et al., 2000). For instance, although theoretically instructors agree with inclusion 

projects for this group, practically, in the classroom they are only minimally committed and 

reserved (Scruggs et al., 1996; Genesis, 2007).  

The position of teachers towards disabled children has a major impact on the overall 

educational experience (Kenny et al., 2000; Lodge et al., 2004; Genesi, 2007; Stubbs et al., 

2013). Although legal provisions state that CWD may participate in regular classrooms, these 

do not guarantee acceptance or fear treatment from instructors or peers (Marks, 1997). Hence, 

schools need to eliminate pervasive societal attitudes of rejection and discrimination against 

these vulnerable groups. The literature spotlights that inclusion could fail to deliver the 

expected results for special learners because the prejudice remains (Cook et al., 2000). The 

stereotypical beliefs about CWD can strongly impede the development of children who are 

simultaneously exposed to both blatant and subtle conversation that affects their integrity as 
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students (Gleason, 1991; Derman-Sparks, 1993; Genesi, 2007). Many will never achieve their 

full potential because of their discrimination and marginalization.  

The self-esteem of the mentor is an essential factor in the perception of self-efficacy; in other 

words, if the instructor has a high/low sense of estimate, he/she can influence other teachers’, 

and ultimately the quality of inclusive education. Thus, if the positive attitude of the educators 

drives, among others, the success of the IE experience, a negative attitude translates into 

unsuccessful practice of IE, aggravating further the position of disabled children in school. 

This is confirmed by the findings of Allodi (2000), who explored the nexus between 

psychological matters and the teachers’ approach of disability and revealed that attitudes of 

the latter influence the overall learning environment of disabled pupils, re-affirming that 

children achieve superior results in an educational setting absent of discrimination, exclusion 

and negativity.  

Moreover, the teacher is regarded as a role model endorsing the true values of education; thus, 

learners imitate that behaviour. Furthermore, mentors have a vital contribution to the 

management of impaired children education. Donald et al. (2001) asserted that events at home 

and relationships with peers can influence learners’ reaction in schools, with substantial 

impact on teaching practices. Similarly, Berk (2001) claimed that the self-efficacy and 

educational performance of CWD are in the first stance driven by the family setting, as 

believes and attitudes within the latter have a direct major bearing on the development of 

disabled children.  

Children are more likely to enjoy IE if the mentor understands his pivotal role in the 

management and support of education for the disabled. Therefore, the achievement of IE 

depends on the interactions between teachers and school administrators and curriculum 

adjusted in a way to involve the student. Despite the benefits of inclusion, some studies 

highlight the difficulty for secondary school establishments to accommodate the needs of 

special learners within a mainstream class (Wishart and Manning, 1996; Llewellyn, 2000; 

Hemmingson and Borell, 2002). One reason is that staff often believed they lack the 

necessary skills or the time needed for the adaptation of curricula to meet the requirements of 

children with SEN. Other authors (e.g. Sebba and Sachdev, 1997; Butler, et al., 2001) 

identified no substantial impact of mainstream education on the performance of disabled 

children. The positive effects of inclusivity mainly include improved social interplays, peer 

role models, better academic results, higher expectations, tighter collaboration among school 
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staff and higher integration of families with disabled children into the local community 

(MacArthur et al., 2005; De Graaf et al., 2011). 

A study performed by Special Olympics (2004) of 4000 middle school students from Japan 

investigated their opinions and behaviour towards peers affected by an intellectual impairment 

and highlighted an overall underestimation of the capabilities of the latter, and interaction 

hesitations from the former. However, they were willing to accept students with intellectual 

disabilities as their colleagues.  

Norins-Bardon et al. (2005) offered a complementary analysis to identify the differences in 

attitude between the U.S. and Japan students and documented a higher willingness of 

American students to interact with peers affected by disabilities relative to their Japanese 

peers. In addition, the authors evidenced a better perception of North American youth of 

CWD abilities as the results of their higher exposure to students with various impairments. 

Despite large misperceptions in both states, all respondents were open to higher inclusion of 

learners with special needs.  

The findings were in stark contrast with Siperstein et al (2003) survey of adults’ perception of 

individuals with intellectual disabilities, which covered 10 states (Japan, the Republic of 

Ireland, Northern Ireland, the United States, Brazil, China, Egypt, Germany, Nigeria and 

Russia). Adults were discovered to held more misbeliefs about these groups; for instance, 

60% of adult Japanese argued that such communities should be educated separately from non-

disabled pupils. The fact that young individuals in both states understood the value of their 

peers and were more willing to accept greater inclusion mirrors an opportunity for changing 

attitudes.  

Rao (2004) provides and interesting review of the extant literature exploring the behaviour of 

teachers and university staff towards students mentally or physically impaired. At the time, 

the literature on the nexus between attitudes of staff and the willingness to accommodate the 

needs of special learners found no clear connections between the two, requiring further 

research avenues. Rao (2004) findings showed that instructors should be better informed 

about students with disabilities to change their attitude, a factor that could be vital to the 

success of failure of the educational experience for this special group.   

The analysis of Rohland et al. (2003) presented the report of a collaborative training project in 

the U.S. seeking to help faculty and administrators at the University of Rhode Island create a 
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more inclusive and friendly learning setting for students with disabilities. The scope of the 

program was to train at least one faculty member in each academic department and one 

administrator to become a disability resource mentor to peers and thus, create a connection to 

Disability services. The final goal was to build a multi-institutional network of such assistive 

units throughout the State. Mentors should learn to explore attitudes and actively engage in 

the identification of special learners, so that their needs would be properly accommodated. 

One of the assumptions underlying the projects was that participants respected one another 

and hence, could be essential in the process of reshaping attitudes towards individuals with 

disabilities. The long-term effects of the training session included university policy redesign 

and better communication.  

Lewis et al. (2006) noted that overall, impaired students were experiencing both negative and 

positive treatment from their teachers, administrators, peers, family and community. The main 

conclusion of their analysis was the importance CWD attach to being approached sensitively, 

listened and having their “experiences treated as authentic and credible” (Lewis et al, 2006, 

p.1855). 

Practical evidences and the extant literature highlight significant discrepancies between the 

international understandings of inclusion, as reflected in global policies, and the national/local 

teacher education practices and norms (European Training Foundation, 2007). Schaeffer 

(2009) review of such definitions and specifications in Asia documented major differences 

between theory and practice in teacher education institutions. Such findings were later 

reaffirmed by Forgacs (2012). Similarly, Ehsan (2011) indicated a medical deficit model of 

disability in Bangladesh blended with features of inclusion and suggestions for a separate 

training entity to provide special education to CWD. MOET (2009) research on Vietnam 

identified a top down approach of inclusion, considered to include special needs and 

disability-despite the wording change, the interpretations remain the same. Singal (2005) 

explored the Indian major studies on training for inclusive education and noted recurring 

focus on theoretical constructs with no practical applications. Moreover, instructor education 

covered only a single type of disability, which meant that although teachers were opened to 

higher inclusion of special learners in the classroom, they did not possess the required skills to 

accommodate their needs effectively. Forgacs (2012) noted that, where IE was explicitly 

referred to within teacher education organizations, it covered only disability and special 

needs. In other words, general instructor education (with the exception of separate training on 

inclusion) was primarily focused on the needs of normal students. Both Schaeffer (2009) and 
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Forgacs (2012) findings highlighted that rigidity prevailing in schools, classrooms and in the 

overall educational experience, severely limiting the notion of inclusion.  This is found to be a 

common issue with all pre-service teacher education in the under-developed nations, where 

the dynamic interplay between college-based learning and its practical application is the 

exception, and not the rule (Schwille et al., 2007). This creates a major discrepancy between 

theory and the actual teaching practice, and provides little more than a repetition of secondary 

education, but times more expensive (Mattson, 2006). For instance, in Botswana, despite a 

clear inclusion policy by the government, the understanding of IE is limited to special and 

integrated education (Chhabra et al., 2010). 

 

3.4.2. Teacher preparedness to accommodate disabled learners 

 

The training of instructors to commit to inclusive education is a recurrent topic in the extant 

literature (Wapling, 2016). Ahsan et al. (2012) argued that in order for IE to work, teachers 

should be prepared to accommodate the needs of all learners and promote positive attitudes 

towards inclusion. It is important to note that because IE is a relatively new concept, there is 

no international agreed understanding or approach. Therefore, many primary educators in 

LMIC, for instance, have no training or experience with instructing special learners. In these 

parts of the world, the teaching workforce includes traditional instructors of mainstream 

classes and educators focused on special needs pupils.  Many do not have the practical or 

theoretical knowledge to provide inclusive education (Donohue and Bornman, 2015). This 

lack of skills of those responsible for the delivery of IE is putting high pressure on teachers 

and leads to major concern about the practice on the ground of inclusion (Emam and 

Mohamed, 2011; Hettiarachchi and Das, 2014; Donohue and Bornman, 2015).  

Various studies showed the importance of this fact, as more experienced instructors are 

predisposed to be less positive about inclusive relative to newly qualified staff, younger 

people more opened to change (Moburg and Savolainen, 2003; de Boer et al., 2010; Emam 

and Mohamed, 2011; Muwana and Ostrosky, 2014). Although training does improve the 

behaviour of teachers towards special learners, some argue that the current content of courses 

fails to provide the relevant practical skills (Emam and Mohamed, 2011; Hettiarachchi and 

Das, 2014).  

A survey by Nketsia & Salovita (2013) in Ghana of final year student mentors highlighted 

that only 1/3 felt confident about accommodating the needs of special learners, despite the 
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fact that pre-service training encompasses IE and the general understanding was high. 

Muwana and Ostrosky (2014) study revealed that although tutors largely supported the 

principle of IE, the vast majority stated that CWD should be assisted by specialists, as the 

overall teaching experience requires substantial changes to mainstream practices. Pre-service 

training is highly relevant to ensuring teachers’ positive attitudes and beliefs in their abilities 

to meet the needs of CWD.  

Some authors note that although at the beginning attitudes are generally positive, during 

courses the enthusiasm diminishes (Oswald and Swart, 2011; Muwana and Ostrosky, 2014; 

Wapling, 2016). It is a well-documented fact that mentors having a special education module 

in their training are much more likely to maintain a positive approach towards IE and a better 

capacity to adapt classroom practices to accommodate all students (Hettiarachchi and Das, 

2014; Muwana and Ostrosky, 2014; Wapling, 2016). 

A large literature explores training experiences, as there is a strong nexus between self-

efficacy and tutors’ perception of inclusion (Miles and Singal, 2009; de Boer et al., 2010; 

Emam and Mohamed, 2011). Arbeiter and Hartley (2002) study evidenced that mentors with 

negative attitudes towards integration were less committed to accommodate the needs of 

impaired children. If educators are exposed to CWD in the pre-service training, during the 

teaching experience they will be more likely to display positive approaches of inclusion 

(Donohue and Bornman, 2015).  

Although theoretically, inclusive classes will increase the social acceptance of students with 

various impairments by peers and mentors, improve social justice and reduce stigma, this is 

not always the case in practice (Rydstrom, 2010). As social marginalization can have severe 

consequences in the long run, particularly affecting the mental health and academic 

performance of CWD, inclusion should be managed with extreme attention (De Boer et al., 

2012). If disabled children are to be provided with equal treatment as their colleagues, 

stereotypes and negative attitudes by both educators and peers must be changed, otherwise 

social segregation is simply preserved in the way special learners are treated. Instructors can, 

consciously or not, discriminate and perpetuate social exclusion by the way they draw 

attention to CWD, by their behaviour of expectation they have about their capabilities (Singal, 

2008; Rydstrom, 2010; Wapling, 2016). Many islands of good practices across the world have 

proved the efficiency and social benefits of inclusive programs; however, one must 

understand the major determinants of positions towards children mentally or physically 

impaired. Boer et al. (2012) documented four essential factors that influence the behaviour of 
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non-disabled students in relation to their disabled colleagues, namely gender, age, experience, 

and knowledge.   

All these studies seek to point out it is essential that IE focuses on the attitudes of educators, 

administrators, student fellows and family towards CWD prior to their enrolment. One of the 

key aspects is ensuring an adequate collection of opportunities to explore and understand 

impairments, the needs of special students, and importance of diversity within a positive right-

based learning environment.  

In general, despite positive teacher attitudes towards inclusion, there is overwhelming concern 

among academics that in practice, they do not possess the necessary skills to include children 

with disabilities in the mainstream educational experience (Moberg and Savolainen, 2003; De 

Boer et al., 2010; Muwana and Ostrosky, 2014). One of the aggravating factors is the 

prevailing pedagogy, the predisposition of mentors to use a didactic approach to the teaching 

practice (Arbeiter and Hartley, 2002). IE assumes that instructors apply a child-focused 

strategy, identify (where the case) and understand the needs of special learners and adjust the 

delivery of curriculum. A study in the context of Uganda by Arbeiter and Hartley (2002) 

highlighted a series of actions taken by teachers to create an inclusive classroom environment 

such as giving individual attention, grouping, and bringing children with hearing deficiencies 

at the front, sign language, commonly noted in practice.  

The findings of Singal (2008) suggested that although in India some tutors did apply inclusion 

strategies, for instance peer-mentors (pairing a disabled with a non-disabled student), the 

general belief was that teachers are not vitally important in promoting the inclusion of CWD 

in the mainstream educational experience, but rather this was the responsibility of specialized 

staff or family. Although special learners were included in regular classes, they were not 

actually a part of the learning session. Global evidences suggest that good practice in IE 

should consider an array of factors. For instance, in Australia key strategies are focused on in-

class assistance. Overall, school level efforts accommodate the needs of special learners 

include the adjustment of structures, policies, culture and teaching approaches, funding 

support and equal learning opportunities for all children. The changing of perspectives at the 

in-class level involves the differentiation of the curricula/introduction of alternative curricula, 

universal design, use of assistive technologies, tailored planning via the individual education 

plan, and quality teaching for all pupils. However, global statistics one the impact of these 

islands of good practice on the academic performance of impaired children is largely missing.  
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3.5.Summary  

 

The review of the scholarly analyses to the purpose of my dissertation indicated differences 

across countries in the approach of inclusive education, based on domestic interpretations of 

the path to ensuring education for all. The extant literature highlights significant international 

and local efforts to reduce marginalization, alienation, and discrimination against special 

learners via inclusive education. Moreover, considerable academic studies identify IE as the 

most efficient means to remove stigma and narrow the gap of inequalities in the delivery of 

education worldwide.  

In other words, IE helps create a unified society, which disapproves on the practice of 

preferential treatment of some cohorts based on their condition and background in the 

detriment of others. Academics also underlined the importance of the teachers’ role in the 

implementation of any education policy. Their abilities to adjust, alter, and reshape the 

learning environment to accommodate the needs of impaired children, in collaboration with 

other stakeholders such as parents, siblings, school peers or other administrative staff, are 

having a positive impact on the educational journey of disabled students and strengthen the 

delivery of quality services.  

Children physically challenged should be assisted by people close to them such as parents, 

educators, and school mates to gradually overcome difficulties in performing a given task in 

the daily education routine. Furthermore, educational materials and physical adjustments 

should be provided to impaired children based on fair distribution and equity.  

After presenting the global perspectives on IE as a mean to efficiently remove discrimination 

and offer disabled children equal opportunities as their non-disabled peers, I will turn my 

attention to the Ghanaian inclusive education arena.   
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CHAPTER 4: ACCESIBILITY TO INCLUSIVE EDUCATION FOR DISABLED 

CHILDREN IN GHANA 

 

5.1. Introduction 

 

The international community increasingly recognizes the need to focus on children with 

disabilities within global efforts targeted at poverty alleviation. Although education has been 

an essential component of this endeavour, the particular learning needs of impaired students 

have been often been neglected by domestic policies and programs, especially in the context 

of the developing world.  

Available statistics show that over 80% of the population affected by some form of disability 

is living in the global south (WHO and World Bank, 2011). During 2001-2004, the disability 

rate in Ghana was nearly 13% (WHO and World Bank, 2011), or around 27 million. UNICEF 

(2015) data also indicates that 98% of disabled children in the area are not-enrolled. A recent 

analysis underlined that between 10% and 19.9% (around half million) of primary school age 

children in Ghana do not attend school, making this country one of the regions with the 

highest non-enrolment rates (UNESCO-UIS, 2015 cited by Nketsia, 2017, p. 54).  Over one 

quarter of non-enrolled children in the 6-14 age brackets live with at least one known form of 

disability, and most of them are excluded from mainstream education units or have the lowest 

literacy rates (Ametepee and Anastasiou, 2015). 

To gain a nuanced appreciation and a deeper understanding of young disabled people in 

Ghana, the present dissertation draws on the extant literature on CWDs in this country to shed 

light of their educational journeys and dominant perceptions of impairment. The research 

emphasises the barriers affecting the access to education of this group and the quality of the 

educational act provided by the system, the attached challenges and national efforts seeking to 

ensure inclusivity for all students. Although school enrolment has been widely recognized as 

vital to leading a better life, unequal educational opportunities are a major cause for the wide 

gap between disabled children and their non-disabled peers. Going one step forward, while 

the huge majority of the Ghanaian population is aware of the role of education in accessing 

employment, this is not translating into reality, as young disabled adults are exposed to both 

physical and attitudinal factors that restrict their chances of economic and social participation 

in the near community (Nketsia, 2017). Therefore, the policy arena needs to come up with 
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systematic changes to enable young impaired individuals take their rightful place in the 

mainstream society (Singhal et al., 2015). 

 

5.2. Setting the stage: Government of Ghana Inclusive Education policy 

 

The major goal of the Ghanaian government IE policy is to create an adequate learning 

environment for disabled children to succeed in school and reach their full potential to 

become productive citizens. Access to education and quality teaching for impaired students 

are pivotal to GOG policy (MOE, 2003); as cardinal issues of the UNESCO inclusive policy, 

these two objectives have been at the core of national education policy programs.  

IE policy is not a new development in the Ghanaian education arena, but can be traced back to 

the Accelerated Development Plan (ADP) of 1951, which made basic primary education 

accessible to all children, irrespective of their condition. Since that, the government has 

created a myriad of acts and frameworks to accommodate the educational needs of all 

Ghanaian students. This plethora of legal documents (i.e. SEN Policy Framework 2005; 

Persons with Disabilities Act (PDA) 2006, the Disability Act 2006; the Education Act, 2007) 

reiterate the need for the Ghanaian children, particularly those disabled and coming from 

disadvantaged backgrounds, to enjoy equal educational rights and quality services without 

any discrimination. The conceptualization of disability in policy frameworks has a major 

impact on the estimates of disability prevalence and the types of educational programs 

available for disabled individuals.  

Although the PDA carries a strong message to parents, instructors, and authorities about the 

role of IE for impaired students, its implementation is not satisfying. Practical evidences 

reveal that since that enactment of the PDA in 2006, CWDs have not been offered major 

improvements in their educational and social life. It is still challenging for disabled children to 

access public schools, free and quality healthcare services, and accessible transport (Kuyini, 

2013). Furthermore, mainstream education does not accommodate their learning difficulties 

(Kuyini and Mangope, 2011; Kuyini, 2013).  

The Ghanaian Government has made extensive efforts to ensure inclusive education for all 

students. In 2003, the GOG launched a pilot program for IE in two of the ten regions of 

Ghana, currently extended to eight regions of the country. Other major initiatives include the 

FCUBE, targeted at delivering inclusive education to all children since 1992. Furthermore, 

various education policies have been crafted to ensure the access of disabled children and 
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other disadvantaged cohorts within the social community to formal education, such as the 

Capital Grant (CG) and Ghana School Feeding Programme (GSFP) (Casely-Hayford et al., 

2011). These acts seek to improve current educational policies, increase enrolment and school 

retention for vulnerable children at risk of dropping out school, and provide free food for 

them while in school.  

The Ghanaian Government offers free learning materials, school uniforms, and technical 

support for children within disadvantaged communities, with the goal of eliminating schools 

under trees in most rural and semi-urban areas (Casely-Hayford et al., 2011).  

In mainstream education units, mentors are encouraged to tailor curricula and pedagogical 

practices to accommodate the special learning needs of CDWs. They are recommended to 

adopt the National Literacy Accelerated Program (NALAP) suggestions for inclusive 

education, which states that effective teaching and course content understanding occurs if 

learners are encouraged to participate in group work, activity-based teaching, all in their 

mother tongue (Casely-Hayford et al., 2011; Kuyini, 2013).   

However, Kuyini (2013) research findings highlight that only a handful of instructors get 

training opportunities via NALAP and other inclusive teaching approaches. Despite all 

national efforts, it is still difficult for disabled children to access formal education and 

complete compulsory basic classes. Furthermore, repetition and enrolment exit among 

impaired students are severe are prevalent in the three northern regions of the country, 

particularly among young girls (Kuyini, 2013).  

One possible explanation is that CDWs cannot understand the course content. One of the 

major issues for the Ghanaian education arena is the rising number of children with learning 

difficulties at the basic school level, a category at high risk of abandoning school prior to the 

cycle completion (Kuyini and Abosi, 2011). Therefore, practical evidences indicate that the 

government is unlikely to achieve inclusive education without, inter alia, equipping 

instructors with the competence in adaptive teaching to accommodate SEN students in 

mainstream classrooms.  

 

5.3. Disability in Ghana: conceptualization and underlying models 

 

A deeper examination of the extant literature on disability reveals the absence of a unique 

understanding of the concept. Most studies engaged in competitive debates, approaching 

disability from a different angle.  
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Thus, disability can be defined based on various conceptual frameworks, such as the social 

model, the medical/individual model, and the WHO’s International Classification of 

Functioning, Disability and Health (ICF) model.  

The medical model describes disability as a personal condition driven by various impairments, 

health problems, or personal trauma that must be addressed by professionals (Oliver, 2013). 

This paradigm positions impairment, learning difficulties and deficiency within CWDs rather 

than in the school environment, culture, curricula or pedagogical approaches (Booth and 

Dyssegaard, 2008). According to this view, mentors believe that children identified as having 

some form of disability or SEN are different, and thus, must be provided education services in 

segregated, special units.  

By contrast, the social model considers that disability is a socially-rooted issue driven entirely 

by oppressive social barriers against individuals mentally or physically impaired within the 

community. The lives of disabled people can be improved by advancing the common interest 

of such cohorts and their fundamental civil rights to education, medical services, etc.   

All UNICEF work is based on the social model of approaching disability, which explains the 

latter as the outcome of the interplay between an individual’s impairment and the surrounding 

social/cultural/political environment. According to the model, disability is a societal issue and 

the person affected is seen as s victim of social prejudice. Therefore, disability is considered a 

socio-political matter, whereby the attitudinal and institutional obstacles that are inherently 

present within the community discriminate and exclude mentally or physically impaired 

people. The social model of disability emerged from a refined understanding of the barriers to 

the participation of impaired individuals in the community decision making, and as a critique 

to the medical model. It states that disability is not a product of bodily pathology but of 

specific social structures (Anastasiou and Kauffman, 2013), generated by systematic 

exclusion embedded into the community’ nature. 

What is essential about this model is that it destabilizes the location of the determinants of 

disability, from the person to society. It treats the condition of disability as a collective 

responsibility of the community rather than of the individual. The academic streams 

defending this model stress that disability arises from the human environment and argue that 

the social settings can influence the level of disability observed (Llewellyn and Hogan, 2000). 

Opposed to the medical model, the social model links the society requirements with whether a 

particular physical or mental condition becomes a handicap or not. According to Michailakis 
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(2003), all the negativity experienced by impaired individuals is not caused by biological or 

psychological factors, but is culturally, socially and economically constructed. In addition, 

much of the restrictions inflicted upon disabled persons are neither natural nor inevitable 

outcomes of their state, but rather the consequences of a poor social policy or of the failure of 

social actors to manage particular human conditions. Therefore, disability could be seen as a 

form of oppression by social and institutional entities that malfunction in terms of dealing 

with various physical, emotional, and intellectual differences.  

Research has documented that impaired individuals consider they are marginalized by the 

attitude of the community more than by their loss of function (Llewellyn and Hogan, 2000; 

Mamah, 2016). Avoke (2002) also underlined that social barriers are the ones creating 

disability, and that difficulties faced by impaired persons are driven by discrimination and 

stigma, rather than the impairment per se. Generally, the social model connects disability to 

“all the things that impose restrictions on disabled people; ranging from individual prejudices 

to institutional discrimination, from inaccessible public buildings to unusable transport 

systems, from segregated education to excluding work arrangements, and so on” (Avoke, 

2002 p.772). The critics of the social model argue that by seeking to deliberately oppose the 

main ideas of the medical paradigm of disability, this approach had ignored the “corporeality 

of painful and problematic mind–bodies” (Holt, 2004 cited in Mamah, 2016, p. 22). 

The ICF/WHO or bio-psycho-social model seeks to remove the limitations of the two 

mentioned frameworks by exploring disability as a dynamic interplay between and impaired 

individuals the contextual environmental and personal settings (Nketsia, 2017). This 

paradigm, broadly used by the United Nations and other global entities, does not attribute 

disability solely to the affected person, but also includes the relationships between students, 

the learning arena and the curriculum (WHO and World Bank, 2011; UNICEF, 2013).   

Although existing programs on inclusive education in Ghana have been built upon the WHO 

model (MOE, 2015), research has documented that the medical model is quite frequent in 

many policy notes related to IE (Anthony, 2011; Lamptey et al., 2015), thus leading to limited 

improvement in the quality of educational services delivered to disabled students. The extent 

literature indicates large number of segregated special schools for SEN children with specific 

condition, such as visual or hearing impairments and mentally/ emotionally disabled (Avoke, 

2001; Anthony, 2011; MOE, 2015). 
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However, with the paradigm shift to embrace the social model over the past decades it has 

become obvious that an inclusive, barrier-free education arena, from basic to higher 

education-is the only way to remove most of the obstacles CWDs are exposed to, from 

enrolling to being delivered quality education, as well as participation on an equal basis with 

their non-disabled peers.  

 

Therefore, the social model is gaining gradual popularity within the context of Ghana, a 

country which understands that the policy arena, official institutions, and state organizations 

are pivotal in the emergence of structures struggling to remove barriers for impaired persons. 

Ghana’s commitment to ensuring fair chances to a decent life for disabled individuals is 

mirrored in the various policy adjustments over the recent years. For illustrative purposes, to 

indicate only a few, the enactment of the Disability Act (Act 715), allocation of 3% of District 

Assemblies Common Fund to the community of disabled, and inclusive education (Mamah, 

2016). Non-governmental actors and civic society entities are also advocates of change in the 

societal attitudes towards disability.  

 

5.4. Overview of disability magnitude in Ghana 

  

The construct of learning difficulties is relatively new among African educators, although 

some similar phrases such as slow learners are not (Abosi, 2007; Aro et al., 2011). The 

community of African academics in the area of special and inclusive education has not 

provided a clear definition of learning disabilities, only local terminologies describing 

children who exhibit symptoms of such condition, irrespective of its origins (Julie and Peter, 

2005; Kuyini and Abosi, 2014). In addition to the biological and psychological determinants 

of learning difficulties, school-related aspects such as pedagogy, teacher factors, culture and 

language of instruction, family-related factors, the system characteristics, discrimination and 

isolation are another potential cause.  

 

Impaired Ghanaian children are one of the largest vulnerable categories; many come from 

poor families, receive below par education and limited medical services, and a large share has 

been reported to have difficulties feeding themselves (Kassah, 2008; Singhal et al., 2015). As 

adults, they are provided with limited employment opportunities and are often denied any 

participation in decision-making regarding personal matters.  
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Considering the right to education of this group, Morley and Croft (2011) highlighted that in 

most sub-Saharan states, disability at least doubles the likelihood of non-enrolment, and 

children who do attend classes are exposed to rising risks of school exit prior to completing 

basic education. The context for impaired children in Ghana is not substantially different from 

many sub-Saharan countries. According to Kassah (2008) findings, the reason for most 

CWDs dropping school is discrimination and the lack of monetary resources to pay the fees, 

which results in more children bagging on the streets as a means of livelihood. Tuakli-

Wosornu and Haig (2014) also documented that when compared to non-disabled peers, 

CWDs have higher rates of under education, in part driven by instructors’ lack of training and 

competence in working with SEN students.  

 

As indicated by a 2013 report of the Ghana Statistical Service (GSS), numbers form the 2010 

Population and House Census highlight that nearly 3% of the population is having a form of 

disability, which means that over 700,000 individuals are mentally or physically impaired. 

Among the youth population in the 0-29 age bracket, the prevalence of disability decreases to 

two percentages. If one looks at the WHO (2011) figure of 15% of the population living with 

some form of impairment, such numbers in the case of Ghana indicate a gross under-

estimation of the problem magnitude. Many researchers (i.e. Mont, 2007; Singhal et al., 2015) 

note that national and global data on the  prevalence of disability may be unreliable and 

cannot be compared because of the variations in the definitions, data gathering procedures, 

and the quality of the reporting process. A fact that is also applicable to Ghana.  

The provision of educational services to impaired children has always been the task of the 

government in this country (Anthony and Kawadade, 2006). According to Avoke (2001, 

p.39), the “growth of special education in Ghana has not developed significantly from the 

original model of educating CWDs that was introduced in the 1960s”, which mainly included 

specialized residential provision. Nevertheless, the extant literature showed that over the past 

two decades, the policy arena has made extensive efforts to promote the rights of impaired 

students. The 2010 census statistics indicate that the total number of children enrolled in basic 

education is around 5.5 million; although there is no official data on CWDs in education, 

Singhal et al. (2015) calculations using figures provided by the Ghanaian Ministry of 

Education (MOE) point out that 3-4% of children offered basic education are having a form of 

disability. In addition, one has to consider that a substantial number of children currently in 
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basic schools across Ghana display unidentified learning issues (Anthony and Kawadade, 

2006). 

The national Education Strategic Plan (ESP) for 2010-2020 includes the improvement of 

access to quality educational services for impaired learners as one of its major policy 

objectives and has crafted various strategies to ensure the inclusion of CWDs in the 

mainstream community. Hence, Ghana should have achieved an IE system by 2015, so that all 

children irrespective of gender, with non-severe SENs, would be integrated into regular 

school settings; furthermore, the ESP also seeks to provide special education units for 

severely impaired students. However, it is of interest to note that ESP has never clearly 

defined the term SEN, rather than its common meaning of special educational needs or how 

one could segregate between severe and non-severe disabled children. Although the policy 

arena focused on IE, the investigation of secondary data reveals that the official number of 

children in mainstream educational units has declined substantially from over 34,000 in 2007 

to less than 17,000 in 2013 (MOE, 2013) because of the irregularities in the enrolment figures 

of CWDS in regular schools, attributed to recording inconsistencies. On the other hand, 

enrolment in special facilities has remained unchanged, with a modest increase over a 7-year 

time window from around 5,000 in 2007 to 6,100 in 2013 (MOE, 2013). The ESP proponents 

understand that the mere review of special school provision and the setting of targets to 

enlarge special units in mainstreams schools are not enough to accommodate the needs of 

disabled learners.  

Singhal et al. (2015) identified an unexpected trend regarding the population labelled as 

without any schooling. The analysis highlighted that among the latter group, the gap between 

impaired individuals and non-impaired counterparts is higher for the younger than the older 

population. Despite hopes that intensified efforts towards educational enrolment would have 

equal benefits for CWDs-findings suggest this has not happened in practice. Although the 

number of non-enrolled children dropped, the disparity between impaired and non-impaired 

peers has enlarged, meaning that while the latter have been reached by enrolment efforts, it is 

the former category that remained not-included.  

 

An interesting conclusion based on 2010 Census data analysis provided by Singhal et al. 

(2015) is that, as a share, more disabled children are reaching middle school level or above 

compared to non-disabled peers. This indicates that if CWDs are enrolled, they are more 

likely to complete the cycle. While academics cannot explain this pattern, it could be that 
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given the limited employment opportunities for young individuals with disabilities they tend 

to stay in school, or it is possible that impaired students (more likely to be enrolled in special 

units) enjoy more specialized care and instruction, which make them less likely to exit the 

educational system.  

 

5.5. Patterns and challenges of adaptive instruction in Ghana 

 

The extent literature provides mixed findings on the attitudes of teachers towards 

accommodating the needs of impaired students in regular facilities in both developed and 

developing worlds.  In the context of Ghana, Kuyini and Mangope (2011) found that mentors 

are more inclined to focus on children with mild and minor impairments than on those with 

severe disabilities.  

 

Research by Kuyini and Desay (2008) on instructional adaption for CDWs in the mainstream 

system in Ghana showed that mentors make limited adjustments to curricula and pedagogical 

practices to accommodate the needs of special learners, and in some cases, such efforts are 

largely missing. Similarly, Agbenyega and Deku (2011) explored the Ghanaian mentors’ 

practices in the regular educational settings based on a focus group of 21 teachers and 

documented that current models are prescriptive, inflexible and do not value variety of 

learning styles of students. Kuyini and Abosi (2011) highlighted that most street children in 

the capital city, Accra, exit enrolment because of highly inflexible teaching methods, which 

fail to accommodate their special learning needs.  

In other words, SEN pupils cannot understand the course content, achieve poor academic 

performance, and display high school dropout rates. The authors argued that providing what is 

needed for street children in terms of feeding and education-related needs is a strategy that 

should be widely implemented to increase course attendance and ensure retention of street 

children. These efforts should be complemented by adaptive approaches such as explicit 

teaching, cooperative learning, and social skills instruction that could improve the learning 

outcomes of street children and should be applied for other categories of special learners.  

Agbenyega (2006) investigated the practice of corporal punishment in the inclusive 

educational settings in Ghana using a sample of 100 participants and noted that although 

schools should be one of the safest places for children, disabled students are often exposed to 

poor treatment and other abusive pedagogies. The study showed that instructors use corporal 
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punishment as a means of motivating and disciplining children with low academic 

performances. According to Kuyini (2013) analysis in the Northern Ghana, most teachers still 

consider caning as one of the best ways to motivate children with special needs to learn.  

Kuyini and Abosi (2014) findings showed that Ghanaian instructors have limited to moderate 

abilities in adaptive teaching, which means that regular mentors are unlikely to significantly 

address the needs of special learners within mainstream educational settings.  

Gaining the attention of students is pivotal to the success of any inclusive teaching practice 

(Westwood, 2004). Therefore, a solid theory of teaching would be unsuccessful in the absence 

of a close interplay between instructors and pupils, and adaptive pedagogical models that 

would gain students attention during the class. This is in line with the results obtained by 

Kuyini and Desai (2008), who emphasized that most teachers are not engaged in significant 

instructional adaptation for CDWs in regular units.  

In the same vein, Agbenyega and Deku (2011) noted that mentors included in the sample 

underlying their analysis were found to be more focused on completing curricula and reluctant 

to adjust the pedagogical practices to address the special needs of CWDs. In practice, based 

on this finding, one may assert that teachers in Ghana lack the required abilities to effectively 

accommodate the needs of disabled students. Kuyini and Abosi (2014) documented that the 

delivery of inclusive education is closely intertwined with pedagogical competence in 

instructing impaired pupils in regular classrooms, which means that adaptive instruction skills 

are essential for mentors to provide quality education services to CWDs in mainstream 

facilities.  

Ghana Education Services (GES) has to recommend its teachers increase instructional 

adaptation efforts otherwise the needs of special learners will not be met. The authors found 

that only a small share of instructors in the sample have strong adaptive abilities, and proper 

competence in IE; most display rather poor skills and limited competence in working with 

SEN students. These findings confirm the results of other analyses in Ghana, Vietnam or 

Albania, which showed that CWDs often exit enrolment because they are not being offered 

adaptive educational services or actively included in class activities, but marginalized and 

discriminated by mentors and peers (Agbenyega and Deku, 2011; Kuyini, 2013).  

Nketsia (2017) found that disability is perceived by teachers as the interplay between 

biological and environmental factors. In addition, the findings showed that instructors felt 

comfortable working with disabled children. However, the analysis documented 
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imperceptibly positive attitudes towards inclusive education, with some having deeply-rooted 

cultural and religious beliefs about mental/physical impairment.   

Kuyini and Abosi (2014) also sought to determine whether teachers’ ability to provide 

inclusivity for disabled students is influenced by background factors such as gender, size of 

the class, location of the school and teaching experience. The analysis revealed that except for 

gender and class size, competence in adjusting pedagogical practices vary substantially 

because of facility location, experience, and education and training.  The results suggest a 

major difference between the abilities of urban teachers and that or rural teachers, in the sense 

that the latter are more unlikely to have the required skills to accommodate the needs of 

CWDs in rural mainstream schools compared to their peers in urban centres. There could be 

many reasons explaining this state.  

First, instructors in the rural or semi-urban regions are exposed to more severe economic and 

social conditions; they lack large medical centres, portable drinking water, electricity or good 

roads, and often commute long distances to schools. If the weather is unfavourable, they often 

come very late because of distance, teach more than one class because of the lack of staff, and 

lack adequate training.  

Most certain, the blended effects of rural factors are likely to influence the abilities of teachers 

in proving inclusive education, and their willingness to adjust pedagogical practices to meet 

the needs of impaired students, particularly in an over-crowded setting. Hence, the lower level 

of competence of instructors in the rural regions of Ghana relative to their peers in urban 

areas…Consequently, it is the poor rural disabled child who suffers.  

 

Kuyini and Abosi (2014) found no substantial difference between female and male mentors in 

terms of competence towards inclusive education in regular facilities, nor between  the 

abilities of teachers instructing large (45+) classes and those instructing small (less than 45 

students) classes. However, instructing a high number of pupils often brings a myriad of 

challenges, and mentors are less likely to engage in adaptive practices to support SEN 

students (Kuyini, 2013; Mukhopadhyay et al., 2012). In addition, large size classes could 

make them unable to adjust learning materials or apply differentiated instruction and peer-

assisted teaching models, and interact effectively with special learners (Kuyini, 2013).  
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Instructors with many years of experience are more likely to be properly equipped with the 

abilities required for meeting the needs of special learners in regular facilities than their 

inexperienced peers (Mukhopadhyay et al., 2012; Kuyini and Abosi, 2014). Hence, 

experience is pivotal to the delivery of quality education for disabled students. Mentors who 

lack experience and training in inclusive practices find it challenging to work with impaired 

pupils in mainstream facilities. Therefore, the Ghanaian Government should re-examine the 

pedagogical set of skills of trained and untrained instructors, a concern that has been raised by 

the EADSNE for many European states.  

 

5.5.1. Obstacles to inclusive education in Ghana 

 

Most recently, one may note a shift from the medical model to the social model, as the 

underlying paradigm for inclusive education and removal of discrimination against children 

with disabilities, due to its potential to celebrate difference, provide adaptive learning and 

respond to individual needs (UNESCO, 2009). The Ghanaian Ministry of Education has 

recently launched a national policy act on IE to accommodate the needs of SEN students and 

remove the main causes of discrimination, alienation and social exclusion of impaired 

children. This framework is about ensuing inclusive education for all children with mild and 

severe learning difficulties at all education layers, and requests mainstream teachers to 

provide quality education for all students, irrespective of their condition. According to MOE 

(2015), the country has been progressing with the adoption of IE practice, and has extended 

the IE pilot program from 29 districts in 2011 to 46 districts nation-wide in 2015. However, 

efforts to deliver inclusive education to CWDs have been disturbed by factors such as 

inflexible curricula, rigid assessment criteria, architectural barriers, lack of adequate learning 

resources, insufficient supply of teaching materials, severe prevalence of untrained 

instructors, over-sized classes, and inadequate mentor training (Kuyini and Mangope, 2011; 

Ametepee & Anastasiou, 2015; Singhal et al., 2015). 

 

Another obstacle to the development of adaptive education services to children with 

disabilities is the deep-seated, dominant religious/magical/cultural view on disability that 

threaten to maintain or worsen discrimination and exclusion against impaired children 

(Avoke, 2002; Anthony, 2011; Naami and Hayashi, 2012). As a consequence, Ghanaian 

disabled children are often kept in isolated rooms or even killed, away from the public eyes or 
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placed in segregated units from mainstream education, such as religious camps or special 

schools (Baffoe, 2013).  Many families admitted hiding their impaired children from the 

community view, particularly those with Autism or Down syndrome, because of shame, and 

still dominant myths and superstitions in the Ghanaian society that sees such children as 

possessed by evil spirits.  

Altogether, these resulted in discrimination, alienation, social exclusion, stigma, derogatory 

labelling, abuses of the fundamental human rights, and segregation of CWDs into residential 

special units (Anthony, 2011; Kassah et al., 2012; Botts and Owusu, 2013). As documented 

by Agbenyega (2003), those enrolled in mainstream facilities are mistreated by their 

instructors and non-disabled peers; there are often referred to as lazy, stupid, idiotic and 

exposed to excessive corporal punishments such as knocking, caning pinching or ears pulling. 

Therefore, Ghana is making extensive efforts to ensure inclusive education as a strategy to 

address these discriminatory behaviours that lead to the alienation and exclusion of impaired 

children from learning activities in the classroom, and to identify non-enrolled CWDs and 

bring them to school (MOE, 2015).  

The Ghanaian educational arena has proved unsuccessful in accommodating the needs of 

students with learning difficulties in mainstream settings. Poor performances, enrolment exit, 

streetism, and antisocial attitudes are among the most severe outcomes. The lack of adequate 

training for teachers, and consequently, the absence of competences in adaptive instruction is 

one of the main drivers of such social anomalies (Kuyini  and Abosi, 2014). This research is 

conducted during a difficult period for teachers, whose competence in meeting the special 

educational needs of impaired children is called into question by the general masses, parents, 

and the policy arena. The abilities of education providers are widely criticized in the light of 

negative outcomes and many failures of the Basic Education Certificate Examination, the 

nation-wide final year examination for enrolled children (Kuyini and Abosi, 2011).  

 

The fundamental belief is that often, teachers lack the skills and necessary training or 

materials to effectively accommodate the needs of students with learning disabilities in 

mainstream classrooms (Henne, 2013). To make the matter even worse, some mentors 

consider that learning difficulties are caused by children disabilities or deficiencies and the lip 

services the government pays to teachers. Often, CWDs are blamed by instructors and even 

http://journals.sagepub.com/author/Alhassan%2C+Abdul-Razak+Kuyini
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severely punished for failing to comprehend course content, with the aim of motivating them 

to work harder (Kuyini, 2013).   

The extant literature asserts that usually, teachers do not see the need to adjust the curricula, 

the pedagogy, or the type of instruction in mainstream setting, and do not reflect on 

supportive learning materials and communication styles used to deliver the educational 

message (i.e. Kuyini and Abosi, 2011; Kuyini, 2013). Therefore, SEN students do not benefit 

from the teaching methods and materials explored in the regular classroom (Avoke and 

Avoke, 2004;  Agbenyega and Deku, 2011). Hence, Ghana is urged to create teacher training 

schemes to enhance the provision of inclusive education. In order to achieve this, mentors 

need to adjust their practices and include adaptive instruction methods (Kuyini and Desai, 

2008; Agbenyega and Deku, 2011; Kuyini and Abosi, 2011).  

 

5.5.2. Causes of discrimination and stigma in the Ghanaian context 

 

Without any doubt, in terms of education, disabled children remain a neglected cohort. The 

marginalization of impaired students is primarily driven by social and cultural factors such as 

blatant discrimination, stigma, negative labelling, and diluted expectations about their 

intellectual abilities and potential (UNICEF, 2012; Baffoe, 2013).  

 

The different cultural communities in Ghana have their own interpretations and understanding 

of the sources and practices concerning disability (Groce, 1999). Complementing the reach of 

the individual model, religious/magical and cultural/traditionalist views have been shown to 

influence the perception of disability, driven by magic and witchcraft associations, 

punishment from the gods from own or ancestors’ sins, evil spirits  and ghosts (Avoke, 2002; 

Agbenyega, 2003; Appiagye-Atua, 2006; Anthony, 2011; Botts and Owusu, 2013), leading to 

massive social exclusion.  These beliefs are dominant in most of the sub-Saharan region 

(Anthony, 2011).  

Within the education arena, Morley et al. (2010) argued that most pressing problems affecting 

impaired students enrolled in higher education range from the lack of physical adjustments to 

access the built environment and the unavailability of learning resources to negative attitudes, 

stigma and prejudice. In addition, despite progressive legislation, various authors exploring 

the Ghanaian context identified issues in teacher preparation and their confidence in including 

impaired students in mainstream classrooms, such as incompetence in adjusting instructions, 
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lack of training and inadequate resources, or inflexible, mechanistic mentor practices 

(Agbenyega and Deku, 2011; Nketsia and Saloviita, 2013; Kuyini and Abosi, 2014). 

Anthony (2010) analysis of attitudes towards children affected by autism in Ghana 

documented they were widely treated as “useless and not capable of learning, stubborn, lazy, 

or wilfully disobedient” (pp. 12-13). The Ministry of Education, Sport and Sciences 

(MOESS) has calibrated the social prejudice associated with disability-driven educational 

disadvantages and noted some major findings, inter alia, the under-valuation of education for 

CWDs by their families, the lack of awareness about CWDs potential, unequal treatment of 

impaired children in mainstream settings compared to non-disabled peers, and over-emphasis 

on academic performance and examination as opposed to all round development of CWD.   

 

Most of the experiences of CWDs in mainstream classrooms have been described as negative; 

many impaired students recalled hours of sitting ideal, unable to understand the courses 

thought, and the lack of adequate learning materials and adjusted teaching models. Others 

indicated the heavy reliance on non-impaired colleagues (Singhal et al., 2015).  

As documented by Sighal et al. (2015), Ghanaian women show the lowest levels of schooling, 

in part driven by the additional obstacles that disabled girls are exposed to when accessing 

education service. Rural and urban gaps are also obvious among impaired children-for 

instance, authors showed that none of the children with visual impairments within rural 

communities had attended school. These could be caused by the lack of education units or by 

the large distance to schools.  

 

The analysis of the educational journeys of enrolled children has made it clear that students 

with hearing impairments have exclusively attended special schools, while visually-impaired 

children have attended both mainstream and special facilities. By contrast, physically-

impaired students were more likely to transfer to vocational units. A significant fact is that the 

type of school CWDs attended was not a matter of choice but the outcome of various factors 

within the mainstream system and of the availability of special schools. Broadly, the main 

factor of schooling decision was the role of the family, which either impinged on CWDs 

enrolment, or was vital in supporting them along the educational journey.  

 



52 

 

This research has showed that to accommodate SEN students in mainstream settings, number 

of adjustments need to be operated to enable their understanding of course content. First, 

teachers must adapt the curricula to the traits and ability levels of impaired children. Second, 

the instruction methodology must be tailored to meet the array of personal and educational 

needs of disabled students. Adaptive teaching is a pivotal component of effective instruction, 

although, practical realities show that mentors find it challenging to reshape teaching 

approaches to address the requirements of CWDs in regular classrooms (Westwood, 2004; 

Kuyini, 2013).  
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CHAPTER 5: METHODOLOGY 

 

The previous sections explained the theoretical constructs underpinning the dissertation and 

their application in the educational environment of Ghana. This chapter details the 

methodology underlying the dissertation; it describes the context, the research design, the data 

collection process and analysis. I will further present the ethical consideration and the 

limitations of the paper. 

 

4.1. Research design 

 

Social research assumes some decisions about the most suitable method to be applied so that 

the author can collect the data needed to answer the research questions. As noted by Bryman 

(2008, p. 31), a research method is a “simply a technique for collecting data. It can involve a 

specific instrument, such as self-completion questionnaire or a structured interview schedule, 

or participant observation whereby the researcher listens to or watches others”. 

One of the major findings resulted from the review of the literature is that teacher training is 

critical to the implementation of inclusive education practices. However, the literature on 

mentors’ preparation to deliver IE has not been extensively investigated in the context of 

Ghana (Casely-Hayford et al., 2011; Nketsia and Saloviita, 2013; Nketsia, 2016, 2017). The 

entire dissertation is constructed around the idea that the international conversation on 

inclusivity highlights the pivotal role of teacher competence and preparation for inclusive 

education. The scope was to identify and assess the current level of preparedness of Ghanaian 

educators for IE to remove discrimination against special learners, and to explore the factors 

that could promote inclusivity in the national education system.  

A survey methodology has been applied to answer the four research questions that guided the 

writing of the present dissertation. Some of the most powerful attributes of quantitative survey 

research are its ability to draw conclusions supported by large datasets and its ability to 

generalize the results to larger populations.  

 

Research question 1: What is the preparedness level of Ghanaian teacher for creating equal 

educational experiences for both disabled and non-disabled students as a means to reduce 

discrimination?  
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The study seeks to explore instructors’ attitude towards disability, which influences the 

quality of the educational act for CWD. The first research question investigates the extent of 

mentors’ preparedness to engage in inclusive education practices, their understanding of the 

IE concept, special learning needs and pedagogical adjustments to accommodate SEN 

learners, and their assessment of self-efficacy regarding inclusive teaching. The results of the 

analysis point out that most participants have been introduced to the notion of IE, and 

demonstrate good knowledge of the concept.  

Research question 2: What is the approach of teachers towards ensuring material and non-

material resources to achieve inclusivity in education for all students? 

The primary goal is to identify the inclusive practices, values and understanding that 

instructors gained a result of their training in SEN, their views on the role of this course in 

assisting the delivery of inclusive education services, and the attached challenges.  

Research question 3: What is the teachers’ course of action to reduce discrimination and 

stigma against disabled learners? 

The major objective is to highlight the attitudes of educators towards the implementation of 

IE at the national level, the perception of their role, the types of IE knowledge and 

pedagogical skills gained by teachers due to SEN training to dilute the negative experiences 

of CWDs. 

Research question 4: What is teachers’ approach of disability and attitudes towards IE? 

This aims to explore the views and beliefs related to the common cultural and religious 

determinants of children disability, the conceptualization of the problem, the level of comfort 

while interacting with impaired students and the impact of independent factors on the social 

understanding of IE provided to special learners.  

 

4.2. Methodological Approach  

 

According to Gall et al. (2003), researchers must first deliver an accurate description of the 

current state of educational settings; otherwise, they will lack a solid basis for explaining or 

adjusting it. The purpose of the dissertation was to generate a deep analysis of how 

discrimination, stigma and teachers’ and other stakeholders’ attitudes towards disability 

influence the access and quality of the educational experience for children with various 

impairments. Thus, the scope of the study dictates the methodology and the design of the 
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work (Cohen et al., 2000); hence, the application of descriptive and causal comparative 

approaches in the quantitative research tradition for the dissertation.  

A descriptive technique was chosen to offer a detailed assessment of how discrimination and 

stigma affects the fundamental right to education for disabled children in Ghana, of how 

insufficient material resources hinder the participation of impaired students in inclusive 

classrooms, of how the attitude of the instructors towards disability influences the quality of 

the educational experience for CWD, and their level of understanding of the phenomenon.  

In addition, to answer all the research questions, a causal-comparative approach has been 

considered to explain the interplay between dependent and independent variables (Cohen et 

al., 2000; Gall et al., 2003).  

A descriptive study assumes the application of questionnaires in the shape of survey research 

and collects data at a particular moment in time, seeking to portray the current state of the 

phenomena. The underlying data collection instruments include, inter alia, structured or semi-

structured interviews, attitude scales, questionnaires and test scores that facilitate comparisons 

between categories and offer valuable insights and statistics on opinions, beliefs and common 

practices (Nketsia, 2016). The survey method involves the administration of questionnaires to 

a representative population sample, allowing for the generalization of the data analysis. In this 

case, the researcher is clearly an outsider. Descriptive surveys are a component of the 

objectivist (positivist) perspective of the social community, which considers knowledge as 

objective and tangible and attaches an observer role to the researcher (Cohen et al., 2000). 

According to Gall et al. (2003), positivism is an epistemological construct saying that physical 

and social events are independent of observers and that observation of such realities is 

unbiased and represents scientific knowledge.  

The methodological approach used in this dissertation also relies on secondary data. Hence, I 

explored a myriad of published researches such as books, journal articles, publications from 

official websites, white papers by international organizations, e.g. UNESCO, UNICEF, 

United Nations or World Bank to name a few, newspaper articles and other works. The role of 

secondary data as documentary sources in social science research has been widely 

documented by Miller and Brewer (2003). Therefore, these sources assisted the researcher in 

drawing relevant insights as part of gathering information for the analysis. An exploration of 

various papers on disability in Ghana served as a backdrop.  
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4.3. Participants and Sampling Techniques 

The hypothetical groups underlying the generalization of the findings were instructors and 

teacher educators in the Ghanaian public schools, selected via purposeful sampling 

procedures. The latter involve the choosing of respondents with a certain level of knowledge 

of the topic, with common traits and the ability to provide relevant insights, which serve the 

aim of the study (Gall et al., 2003; Nketsia, 2016). 

The survey included 300 teachers scattered across all regions of Ghana working in nine public 

colleges of education (out of a total number of 38), expected to have completed some degree 

of theoretical and practical training. Thus, with potential to offer a clear picture of their 

understanding of IE, predisposition to engage in inclusive education and accommodate the 

needs of disabled learns by adjusting their pedagogical approaches, and general feelings of 

self-efficacy for providing IE to remove discrimination and stigma for impaired children.  

 

4.4. Research Instruments  

As noted by various authors (e.g. Cohen et al., 2000; Gall et al., 2003; Nketsia, 2016), 

quantitative methodologies, such as descriptive surveys, are best suited for analyses intended 

to identify and assess the views, core beliefs and perceptions, attitudes, understanding and 

practices of participants towards specific phenomena. This is a common method applied by 

scholars who aim to investigate major facts about curriculum course, skill sets, pedagogical 

approaches and learning experiences of inclusive education and teacher training targeted at 

eliminating stigma and creating equal educational opportunities for both impaired and non-

impaired learners (Salend, 2010). The overall data collection process for the dissertation is 

based on surveys and questionnaires, research instruments that enable participants to control 

the data gathering; they can complete the questionnaire at their own convenience, take as 

much time as needed in various sessions, answer questions in any order (or even skip some), 

and make marginal comments (Gall et al., 2003).  

The data collection questionnaire included semi-structured, open-ended questions measuring 

the instructor’s knowledge of special education needs, their understanding of inclusive 

education for impaired learners, IE approach, challenges and aims, the role of teacher training 

in the implementation if IE, the attached experience in working with CWD, and a number of 

closed-ended types of items on the background of respondents, level of self-efficacy, or the 

adequacy of special education training. Several questionnaire items also required participants 



57 

 

to select predetermined IE knowledge and pedagogy adjustments; in addition, they were 

provided with opportunities to specify other alternatives not mentioned by the researcher.  

Closed-ended questions in the Likert scale have also been designed to assess the knowledge 

about IE and SEN, perception on the benefits of inclusive education, mentors’ readiness to 

create inclusive classrooms and their awareness of their role in removing discrimination and 

offering equal education chances for impaired children, opinions on traditional/cultural beliefs 

on disability, the level of discomfort while working with special needs learners.  

 

4.5. Data Collection and Ethical Considerations Relating to the Study  

 

The tools assisting data collection process translated the research questions into specific 

analysis targets, accomplished based on findings from the self-administered questionnaire. It 

is important to note that, to achieve stated research goals, each question transmitted to 

participants the main ideas behind the research objectives. In addition, the selection of the 

data collection method is backed by several reasons. Self-administered questionnaires are 

commonly applied as data collection instruments within quantitative analyses and allow the 

gathering of standardized data for the work. The researcher has ensured validity and reliability 

via a pilot test that facilitated the cleaning of errors prior to the main research. This is in line 

with the recommendation of Radhakrishna et al. (2003), who argued that reliability could be 

achieved by using a pilot test to collect data from 20-30 respondents not included in the 

sample.  

Furthermore, the instruments design was carefully aligned with the research goals and the 

questions went to panel expert validation (supervisors), which ensured its reliability. In 

addition, the questionnaire calibrated what it sought to measure, mirrored the content of the 

work, was appropriate to the population selected and comprehensive enough to offer the data 

needed to answer the research questions, and meet the scope of the study.  

The process of data gathering with the assistance of human participants has to be based on 

strategies in line with current ethical standards and legislation that protect respondents’ 

integrity from all possible harmful factors (Buchanan and Hvizdak, 2009; Nketsia, 2016).  

The researcher followed certain procedures to gain permission for the analysis and 

cooperation from participants in the survey. Letters of introductions with clear, detailed 

description of the scope of the survey and the instruments to be used have been electronically 

sent to all principals in selected public school in Ghana for approval. In addition, a cover 

https://www.ncbi.nlm.nih.gov/pubmed/?term=Hvizdak%20EE%5BAuthor%5D&cauthor=true&cauthor_uid=19480590
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letter has been assigned to each questionnaire informing each respondent about the pure 

academic purpose of the research, thus, ensuring the confidentiality and anonymity of all 

participants in all phases of the analysis. As indicated by Gall et al. (2003), disclosure to the 

participants of the intended use of the data to be gathered is one of the main conditions of the 

survey instrument in quantitative research.  

 

Furthermore, confidentiality should be ensured by not using the name or location of 

participants in publications stemming from the research, unless otherwise stated by parties. 

Hence, to protect the privacy of survey participants, and assure full anonymity, the researcher 

has not requested any personal data, and respondents were notified not to include their names 

and addresses of the education facilities they were serving. In addition, the names of the 

Ghanaian public schools have not been included in the present dissertation or in any other 

publication for privacy and anonymity purposes.  

4.6. Limitations of the Study  

 

The 38 public colleges of education in Ghana are scattered across the ten regions of the 

country. This dissertation was limited to nine of the 38 units from five of the ten zones. 

Therefore, the generalizability of the findings is subject to such geographical limitations. In 

addition, this analysis has not used sophisticated statistical instruments such as structural 

equation modelling, which could have added more depth to the research and outcomes. 

Furthermore, many constructs I have worked with were calibrated via a single question or a 

small number of questions, whereas the application of scales reflecting several items might 

have led to more reliable conclusions. Despite these limitations, this study used a pure 

quantitative methodology based on a fair number of participants.  

However, according to some academics (Danforth and Morris, 2006; Bryman, 2004), the 

exploration of marginalized cohorts, such as CWDs might be better assisted by qualitative 

enquiry, which captures more accurately their experiences and helps the researcher gain a 

clearer understanding of the facts. As argued by Danforth and Morris (2006), a qualitative 

approach should be used in investigating the universe of marginalized people, as it encourages 

a contextual conversation between researchers and teachers/school staff/policy makers about 

the education of impaired students, who are often excluded and discriminated. Regarding the 

community of physically/mentally disabled children, marginalization is a phenomenon that 
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might be socially constructed by individual participants (Bryman, 2004). Hence, the blending 

of various methods enhances the collection of in-depth information from the sample 

population.  

Qualitative research assumes that the respondent gives a detailed description of the particular 

case under observation rather than general information on the subject, and facilitates the 

examination of research questions from various angles, leading to a better understanding of IE 

in Ghana. Moreover, according to Robson (1993), the use of more than one method in a single 

exploration can have a series of advantages, despite the higher amount of time involved, as it 

helps to crosscheck data gathered via various methods, ensuring the validity and reliability of 

findings. This is in line with Bryman (2004) assertion that mixing two methods increases the 

validity of the results if they can provide mutual confirmation. Further, quantitative 

instruments are associated with the researchers’ perspective, but qualitatively, the topic under 

investigation is seen through the eyes of the subjects.   

On the other hand, some scholars (Hughes, 1998; Bailkie, 2000) criticized the application of 

mixed methods within a study, as research methods involve epistemological commitment that 

needs to be respected. In addition, quantitative and qualitative instruments are difficult to 

combine as they carry different epistemology and ontology considerations.  

Therefore, the researcher has opted for a pure quantitative methodology to achieve the goals 

of the present study. 
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CHAPTER 6: ANALYSIS AND DISCUSSION  

 

6.1. Introduction 

  

The scholarly community from both the Global North and South has repeatedly articulated the 

importance of teachers in ensuring inclusivity for all students and the positive impact of 

mentor training programs on improving the knowledge of impairment, inclusive pedagogical 

practices, behaviours towards disabled children, and preparedness to create inclusive 

educational settings (Arbeiter and Hartley, 2002; Campbell et al., 2003; Sharma et al., 2008; 

UNESCO, 2009).   

 

The dissertation sought to examine the quality of education services provided to impaired 

students in the context of Ghana by investigating their daily educational journeys amid 

disability-related restrictions, such as discrimination, stigma, alienation and lack of inadequate 

assistance to accommodate their special needs.  

The entire research agrees with the argument that efforts to include disabled students into 

mainstream education via inclusive learning practices require that teacher training programs 

have to be explored in greater depth.  

 

6.2. Teacher preparedness to remove discrimination via inclusive education 

 

The first research question investigates the extent of mentors’ preparedness to engage in 

inclusive education practices, their understanding of the IE concept, special learning needs 

and pedagogical adjustments to accommodate SEN learners, and their assessment of self-

efficacy regarding inclusive teaching. The findings evidenced that most participants (90% of 

the 300 participants from nine of the 38 public colleges) have been introduced to the notion of 

inclusivity. Overall, they proved a solid understanding of the construct of IE; those who have 

indicated their familiarity with the concept of IE displayed higher knowledge scores that those 

who noted they have not been introduced to this phenomenon. The analysis revealed 

differences between public colleges in terms of teacher familiarity with inclusive education 

practices. The features of IE most commonly mentioned by participants point out its meaning 

as new educational paradigm seeking to make all students welcomed, regardless of their 

physical/mental condition, cooperation between instructors and other school staff to deliver 
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quality services for impaired children, a good understanding of diversity as a response to the 

same tasks, willingness of non-disabled learners to help their disabled peers, and the 

importance of communication between mentors and parents and siblings of SEN students. 

However, respondents were least familiar with the fact that inclusivity is not only about 

impaired children. Furthermore, participants were asked to indicate some disability conditions 

they can identify, and the prevalent types of disability they encountered during the 

educational journey. The SEN conditions most easily noticeable referred to visual impairment 

(59%), hearing difficulties (55%), intellectual disabilities (36%), learning difficulties (34%), 

followed by attitudinal and emotional issues (3%). In terms of the most common particular 

conditions respondents have been exposed to over their teaching practice years, most 

participants (73%) highlighted learning disabilities (30%) and visual impairments (25%). 

However, only around half of them have been able to provide some type of special assistance 

to SEN students they encountered in the form of rearrangements of the classroom physical 

settings (38%), individual focus (20%), the creation of adjusted learning tasks for all (13%), 

seeking for advice from other professionals (10%).  

Again, the delivery of support services for impaired children revealed different patterns 

among the colleges considered. Consequently, only 25% of participants argued that they 

possessed high self-efficiency towards accommodating the needs of special learners. Around 

40% felt somewhat prepared and 27% felt unprepared.  Thirty percent of teachers who have 

encountered disabled learners during their practice noted they have a high preparedness level 

to work with SEN students. The strong nexus between self-efficacy and teaching experience 

was once again confirmed by the fact that most instructors (85%) who provided some type of 

assistance to disabled children over their teaching practice noted high or good preparedness to 

meet the educational requirements of SEN students. In contrast, only 45% of those who had 

no experience with working with impaired learners noted they were highly or to a certain 

extent prepared to address the needs of SEN.  

In a similar vein, the levels of self-efficacy indicated varied among the selected institutions, 

with most those who felt unprepared coming from one college. In addition, respondents were 

asked to rank a set of items on pedagogical approached originally explored by Gyimah (2010) 

according to personal preferences. All points were ranked by 70% of respondents in line with 

the order requested. The most often cited pedagogical practices of participants referred to the 

creation of a comfortable educational experience for all students, irrespective of their 

condition, the selection of learning tasks considering the learning needs of impaired 
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individuals, the selection of adequate teaching materials so that all children would be included 

in learning activities, individual focus on SEN students, and the establishment of education 

targets to cover disabled children too. 

Finally, among the main challenges towards ensuring inclusivity for impaired students into 

mainstream education, participants mentioned the absence of proper training, unavailability or 

scarcity of educational materials, discrimination and stigma against special learners, low 

levels of self-esteem among SEN children, lack of physical adjustments, weak cooperation 

between teachers, siblings and other school staff.   

 

6.3. Teacher approach to deliver inclusive education 

 

The primary goal is to identify the inclusive practices, values and understanding that 

instructors gained as a result of their training in SEN, their views on the role of this course in 

assisting the delivery of inclusive education services, and the attached challenges.  

In terms of inclusive values, the most-often cited were patience, tolerance and empathy. The 

inclusive knowledge acquired during training highlighted by respondents as relevant for their 

work with CWDs in mainstream facilities included the nature of special needs, causes of 

learning difficulties and inclusive teaching practices. Most survey participants required more 

training about the identification of specific needs, and only a few noted the need for deeper 

insights on special education policies. The research revealed a nexus between mentors’ 

experience and their understanding of inclusive values. Individuals with previous teaching 

experience mentioned empathy and equal treatment and fairness as major inclusive values 

more often than peers with no such experience. However, the latter indicated the importance 

of tolerance and love more often their experienced colleagues, who emphasized the relevance 

of inclusive knowledge in terms of disability nature, special needs identification, and 

impairment drivers. 

Related to the perception of IE pedagogical approaches, most training participants indicated 

they gained abilities in terms of discourse, writing boldly and better demonstration. Only a 

fraction of respondents pointed out improvements in the activity method and brainstorming. A 

limit number highlighted IE practices such as sitting arrangements, cooperative learning, peer 

learning, and task analysis. In addition, when aspects believed pivotal to the implementation 

of IE were presented to training participants, they noted that constructs extensively debated 

during programs created to assist SEN students included learning difficulties and disabilities 
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and emotional and behavioural issues. Ten percent of participants specified that the 

fundamental right to education of all children was covered by the program; moreover, only a 

small percentage of respondents (7%) emphasized that aspects such as equity in education and 

communication and cooperating with the family and siblings were discusses during the SEN 

training. Overall, many of the participants (71%) confirmed the benefits of SEN training in 

equipping them with the array of skills needed to identify different types of mental and 

physical disabilities and work with impaired children. However, a large share of respondents 

(87%) noted the weaknesses of the course in terms of providing sufficient inclusive 

knowledge and practices to accommodate special learners. Furthermore, teachers highlighted 

a series of issues with the SEN program and its delivery, inter alia, the too theoretical nature 

(34%) or inadequate teaching and learning resources.  

Finally, participants made recommendations as to what the training should include to 

effectively assist instructors create inclusive education experiences for disabled children. 

Fifteen percent mentioned practical training in an inclusive environment, 46% suggested the 

incorporation of an IE course, and 5% proposed involving other school staff with practical 

experience to work with CWDs. The findings of the analysis revealed a strong positive nexus 

between the availability of learning materials for SEN students and the educational 

involvement. The scarcity of supporting materials was found to the related with the low 

participation of all categories of children, particularly severe for impaired students.  

 

6.4. Teachers’ views on inclusive education 

 

The major objective is to highlight the attitudes of educators towards the implementation of 

IE at the national level, the perception of their role, the types of IE knowledge and 

pedagogical skills gained by teachers due to SEN training to dilute the negative experiences 

of CWDs. 

 

Most respondents seemed to have a good knowledge level about SEN (90), IE (87%), and the 

general role of inclusive education (82%). Only a small proportion revealed adequate 

understanding of the purpose of IE, as a phenomenon that seeks to integrate special learners 

into mainstream settings (38), to deliver quality education to all students (30%), acceptance 

(24%), social inclusion (20%), to ultimately remove stigma against SEN children (16%), and 

dilute discriminatory behaviours towards CWDs (16%). The results of the survey emphasized 
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overall positive attitudes related to inclusive education and positive views on teacher training 

programs. The majority of participants were in favour of inclusive teaching practices, 

recognized the role of IE in ensuring equal education opportunities for impaired and non-

impaired children, and stressed the importance of having previous experience in working with 

special learners.  

However, most subjects (64%) suggested that Ghana has recorded very little progress with the 

implementation of IE practices; 32% noted that the country is ready to some extent to deliver 

inclusivity, and only 4% highlighted that the Ghanaian education systems is not ready at all to 

ensure the integration of SEN children into mainstream facilities. Among the major 

determinants, participants indicated inadequate settings (44%), ineffective teacher training 

(30%), and lack of adequate educational materials (28%), societal beliefs (11%), poor public 

education (11%), and lack of political commitment towards achieving IE (6%).  

The main concerns of participants related to the implementation of IE in the context of Ghana 

were found to be quite similar: 40% highlighted ineffective mentors’ training, unavailability 

of teaching materials (27%), insufficient emphasis on training for inclusive education (22%), 

high workload for instructors and lack of public education (12%), and misplaced focus, on 

students without special needs in the detriment of impaired children. As highlighted by 

respondents, the main roles of training programs included preparation to work with CWDs 

(76%), delivery of knowledge about SEN (28%), the organization of work sessions for 

teachers to develop SEN-related abilities (21%), workshops on IE practices (11%), 

improvement of mentors’ collaboration (9%), help instructors use assistive technologies for 

disabled children (8%), recruitment and training of impaired teachers (8%), stimulation of 

positive attitudes towards CWDs to remove discrimination (7%), deliver public education 

(5%), advocate for support systems (5%).  

The bulk of survey participants (58%) revealed non-significant experience working with SEN 

students, 35% indicated the lack of previous experience in teaching impaired CWDs, and 20% 

argued they have a solid experience in providing inclusivity to disabled learners. Twenty-one 

percent of instructors having some form of experience in IE noted this helped them focus on 

every individual case of impairment; 19% stressed they provided practical examples of how to 

accommodate CWDs during the classroom activities, and 14% noted they struggled to meet 

the needs of SEN children. 

Regarding the education system efforts to ensure IE training and create inclusive settings, 

19% cited SEN training, 15% educational visits to special schools, 4% IE work sessions for 
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teacher educators, and 3% noted more materials on accommodating SEN children. 

Furthermore, the data analysis show that the bulk of instructors (58%) possessed limited 

knowledge on inclusive methods or pedagogical models to ensure inclusivity in mainstream 

schools and remove discrimination, 26% noted no such knowledge, and only 22% emphasized 

good knowledge on how to achieve quality education for impaired students.    

Among the IE teaching avenues/pedagogical approaches identified by those with good 

competence on inclusivity, the findings identified activity-based learning (12%) and 

segregation of tasks and demonstration (9%), and rarely role-play, cooperative instruction and 

peer tutoring (few mentions only). The most often applied teaching methods/strategies in 

regular classrooms covered the lecture model (51%), discussions (40%), demonstration 

(30%), activity (29%), and to a lower extent group work, brainstorming, case studies, 

experiments and project activities (12%).  

The results of the analysis underlined that training programs mostly focused on learning 

difficulties and disabilities (48%), emotional and behavioural issues (44%), learning models 

(22%), equal rights to education for all children (19%), communication and cooperation with 

the family and siblings (12%), multiple intelligences (12%), and equity in education (8%). 

The pedagogical practices mentioned by survey respondents referred to shared learning 

(38%), peer grouping (36%), individual assistance to disabled learners (24%), peer-assisted 

learning activities (24%), addressing behaviour issues (23%), peer instruction (20%), 

collaborative problem solving (19%), adaptation of curricula (16%), use of communication 

techniques and technologies (14%), customized student tasks (9%), differentiated teaching 

(8%), individual educational programs (7%), and universal instruction (3%), all applied to 

deliver inclusivity and eliminate discrimination against CWDs.  

   

6.5. Teacher approach of disability and attitudes towards IE 

 

The researcher sought to explore the views and beliefs related to the common cultural and 

religious determinants of children disability, the conceptualization of the problem, the level of 

comfort while interacting with impaired students and the impact of independent factors on the 

social understanding of IE provided to special learners.  

The findings revealed that most instructors’ attitudes approve some of the Ghanaian deeply-

rooted traditional beliefs about the determinants of disability to some extent (51%) or to very 

little extent (35%). Most respondents (59%) disapprove such cultural beliefs, but 26% agree, 
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and 15% were uncertain. The overall mean score on acceptance of cultural beliefs regarding 

the drivers of disability was 3.57, uneven across colleges. The overall analysis of all survey 

participants on all items related to mentors ‘conceptualization of impairment scale showed an 

overall mean of 5.13, with male teacher achieving higher mean scores (4.30) compared to 

female peers (3.99). The analysis of all 300 participants returned an overall mean of 2.97 on 

the factors reflecting the level of comfort of working with disabled children and a mean of 

3.36 on all items displaying the attitude of teachers towards IE.  

The general attitude of mentors towards inclusivity ranged between neutral and agree, with a 

higher predisposition towards neutral. Instructors revealed more positive attitudes towards 

interacting with children with physical impairments (mean of 3.85) and behavioural issues 

(mean of 3.57), followed by hearing difficulties (with a much lower mean of 2.50) and visual 

losses (mean of 2.70) in mainstream educational facilities.  

The analysis pointed out more positive attitudes about the benefits of inclusivity of male 

mentors (mean of 4.10) compared to female colleagues (mean of 3.89). Teachers who have 

had friends or past experiences working with impaired students were found to be more 

positive about the delivery of IE (mean of 4.15) than those never exposed to such situations 

(mean of 3.90). Educators who have not yet completed training showed higher mean scores 

(mean of 2.90) on IE management compared to those who have competed their SEN training 

(mean of 2.80). The findings also highlighted that teachers with friends of students with 

disabilities are more positive towards working with SEN children affected by specific forms 

of impairment (mean of 3.5) than those never exposed to interacting with such groups (mean 

of 3.20). Finally, mentors who have completed IE training (mean of 3.28) expressed more 

positive opinions about teaching SEN students compared to those who have not yet finalized 

their SEN training (mean of 3.10).  

Nevertheless, confirming the findings of previous analyses from Ghana (e.g., Kuyini and 

Mangope, 2011; Nketsia, 2016, 2017), the results showed a barely positive overall attitude of 

teachers towards the delivery of inclusive education. Although impairment was perceived as 

an interplay between children with a health condition and the contextual events (personal and 

environmental), and teachers were found to have a lower level of discomfort in working with 

CWDs, some of them did not firmly reject the cultural beliefs that disability is driven by 

magical practices, witchcraft, or the results of the offences against God or ancestral spirits.  

The analysis also indicates the inefficiency of SEN training in rejecting deep-rooted cultural 

opinions and its low impact on promoting positive attitudes among educators. These beliefs, 
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which disturb the understanding of disability of some respondents, might lead to derogatory 

labelling, discrimination, stigma, and seclusion of SEN students from inclusive settings.  

Overall, the results of the study indicate the need for further reforms in teacher training in 

Ghanaian colleges of education. The barely positive approaches of disability and the 

traditional beliefs about the causes of impairment, coupled with the absence of meaningful 

experiences in delivering IE by mentors, emphasize that innovative practices are strongly 

required to improve the educational journey for both instructors seeking to remove 

discrimination against CWDs via IE, and SEN students.  
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CHAPTER 7: CONCLUSION AND RECOMMENDATIONS 

 

7.1. Summary 

 

According to Chapter 5 of the 1992 Constitution of Ghana, education is a fundamental right 

of all children, who should enjoy the same opportunities and facilities, irrespective of their 

condition. Over the years, the Ghanaian government crafted various policies and programs to 

achieve this target. Among these, inclusive education initiatives are intended to provide 

disabled children with quality educational services and create a level-playing field for all 

students.  

 

The results of this dissertation highlight that the teacher preparedness to accommodate special 

learners removing discrimination and stigma is one of the major obstacles to inclusive 

education in the Ghanaian context.  Given that IE has become a national policy goal, the 

findings of this paper have several practical implications for ensuring inclusivity into the 

mainstream of disabled students and the reform of teacher training programs.  

 

First, this research offers additional arguments about the inadequate focus and integration of 

efficient teacher training strategies in Ghana’s public schools. These weaknesses of the 

education system might explain the widely observable mentor-centred approach by 

mainstream instructors and their inflexibility/inability to adjust the curricula and their 

pedagogical practices to accommodate the learning needs of disabled students. This 

educational arena requires better policy development to achieve inclusivity for all children, 

irrespective of their condition and the reshape of instructional practices within school 

curricula to strengthen the implementation of IE.  

 

Second, the findings suggest that most teacher educators display a weak understanding of 

inclusive education and its role, as well as poor pedagogical practices and experience in 

creating inclusive settings. Training programs should promote a better understanding of 

inclusivity, diversity, and student-oriented pedagogical practices, and enable instructors 

access an array of practical experiences with SEN children in regular facilities. Altogether, 

these strategies will greatly increase the level of teacher’s preparedness to work with CWDs 
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and ensure inclusivity in mainstream education. Practical realities in Ghana show a stringent 

need for reform of many pivotal aspects in public schools, inter alia, unavailability of 

resources, the deep-rooted examination-centred approach, and the inflexibility of the curricula 

that are challenging educators’ efforts toward adjusting and modelling SEN-oriented inclusive 

teaching practices.  

 

 Given the main objectives of IE, namely, the reshape of the physical school settings and the 

delivery of equal learning opportunities for all children to remove stigma and discrimination 

against CWDs, this research suggests that IE is a positive action for the integration of 

impaired students into the mainstream education, and broadly into the social community. 

However, the national context presents a series of challenges, which means that the mere 

inclusion of these learners into regular facilities does not automatically mean they are enabled 

to fully exercise their fundamental right to education. A large number of schools have been 

found to lack the equipment needed to accommodate CWDs. In some regions worldwide, the 

literature indicates that IE is mainly focused on opening enrolment, and professionals are less 

interested in creating and education system that would ensure equal opportunities for all 

children, regardless of their condition (Mamah, 2016).  

In a similar vein, the study found that although disabled children in Ghana do have access to 

mainstream education services, technically, they face exclusion and discrimination driven by 

their particular condition. The practical realities in schools make it challenge for them to feel 

comfortable and participate to learning activities at the full potential, given that normative 

institutional practices may exclude some individuals from community decision making, on the 

basis of their impairment. This work highlights that structural difficulties and certain practices 

prevent physically or mentally disabled students from full participation into learning 

activities, thus, restricting their benefits from the educational act. The findings suggest that 

schools are not properly equipped to accommodate the needs of SEN students.  

To increase teachers’ competence in inclusive education, the Ghanaian government needs to 

provide special training programs in adaptive instruction, particularly for mentors in rural and 

semi-urban areas. These sessions should include macro and micro level adaptive instruction, 

specific models and strategies, and adaptive pedagogical approaches (Lee and Park, 2008). 

Teachers should be trained to develop adaptive skills, adjust curricula and pedagogical 

practices to accommodate the learning needs of impaired students in regular facilities, and 

apply specific instructional techniques that would suit the characteristics of disabled children.   



70 

 

Overall, the inclusion of mentally or physically impaired children in regular education units 

has represented a positive, laudable trend in Ghana over the recent past, partly fuelled by the 

global movement in education seeking to improve the living standards.  Research has claimed 

that although CWDs are included in mainstream facilities, these cohorts still face many 

obstacles to adaptive education services (Mantey, 2014). While with the free education policy, 

more impaired children are being offered opportunities than ever before, some are still hidden 

from the community eyes and non-enrolled.  

Ghana commitment to provide inclusive education for all CWDs in line with the global 

agenda via its various policy acts cannot be overstressed. Many of the legal frameworks any 

policies crafted and enacted proved unsuccessful, leaving practically unchanged the situation 

of impaired students. The notion of inclusive education is rather limited and thus, it cannot 

reach its full potential in providing appropriate service for children with disabilities. This 

could be the results of a myriad of factors such as the lack of appropriate materials, low level 

of teacher training and competence, discrimination and stigma, insufficient government 

policies and commitment from stakeholders to accommodate the needs of special learners.  

It is concerning that many years after the Salamanca statement and the adoption of the 

national disability law in 2000, Ghana still lacks separate frameworks and programs to 

guarantee the fundamental education rights of impaired children. This research has found that 

CWDs are often denied equal opportunities to receive meaningful education in regular 

schools. Attitudes must be massively changed-otherwise there will be no successful provision 

of inclusive education in Ghana. Although IE practices do exist, evidences reveal a lot of 

limitations around their application.  

The societal understanding and views on disabilities have maintained barriers and the non-

progress in the lives of impaired children. The domestic perspectives on IE reveal a 

superficial approach of the cultural uniqueness of the Ghanaian society in terms of traditional 

education and community development. Despite the gradual acceptance of these cohorts in 

mainstream schools, the structural and attitudinal factors stemming from traditional beliefs 

need to be removed for successful adaptive education practice.  

 

This work has indicated that Ghana needs to create comprehensive strategies and programs to 

encourage inclusive education and that the attitude of the stakeholders is pivotal in achieving 

the goals of IE. The community is playing an important part in promoting the rights of 

disabled children and eliminating discrimination, social exclusion and alienation of this group.  
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7.2. Recommendations  

 

Although the Ghanaian government is working hard to improve the lives of the disabled 

citizens, particularly children, via the ratification of international convention and the creation 

of national policies, practical evidences reveal major implementation setbacks. Among the 

main causes, one may note the inadequate supervision, monitoring and assessment, the lack of 

involvement of the various stakeholders and difficult bureaucratic practices. Hence, in 

addition to elaborating written documents, officials must develop better mechanisms for 

implementation. Although IE is a significant step for the integration of disabled students into 

regular education, and generally into the mainstream social community, research has showed 

that schools are not optimally equipped with the physical, material and human resources to 

deliver equal education opportunities for all children, regardless of their condition. This 

finding suggests that education facilities should be adjusted to accommodate the learning 

needs of impaired young individuals.  

 

A large literature highlights that impaired children are competent social agents that are 

capable of building their lives and making an important contribution to the society. 

Differently stated, although they are restricted by their condition to a certain extent, they are 

not completely incapable and dependent exclusively on other for survival. Therefore, the 

Ghanaian government and non-governmental entities should create social policies targeted at 

developing such skills to their full potential.  

This dissertation highlights that despite the general progress towards including disabled 

children into mainstream education and wider community, the socio-cultural understanding of 

impairment and the negative attitudes still lead to discrimination, stigma and alienation of this 

vulnerable cohort.  The complete integration of disabled children into the Ghanaian education 

system and society requires that all stakeholders, from teachers, parents, and siblings to non-

disabled peers and administrative school staff, to continually support and accommodate the 

needs of special learners.  

This study also documented that although disabled children have access to education, they are 

not reaping the full benefits of their rights, as a result of the system’s inability to 

accommodate their needs in mainstream facilities. Considering the analysis presented above, 
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the following recommendation can be suggested to address the issues in the national 

education system for successful IE practices.  

 

First, the community should radically change its view on children with disabilities to reduce 

stigma and discrimination against impaired students. This is pivotal, because the attitudes of 

instructors, peers and school administrators set the stage for the behaviour and understanding 

of others in relation to disabled children within the school environment and broader 

surroundings. This means that the societal beliefs influence the interaction between disabled 

and non-disabled, and the responsibilities of the mentors and school staff.  Differently stated, 

the school environment reflects the society; thus, the acceptance of CWDs will dilute the 

traditional negative opinions on the causes of impairment and improve the quality of the 

interaction among those involved.  

 

Second, instructors, non-disabled peers and other school staff should be encouraged to display 

positive attitudes towards accommodating special learners. Even more important, teachers, as 

ones standing at the forefront of practical IE implementation, need to reconsider their view 

and values to ensure effective adaptive instruction for all students. The current programs 

should be redesigned to efficiently meet the requirements of all diverse pupils in mainstream 

education units. Altogether, these factors would enable a better understanding of disability 

and facilitate quality education services for all children, regardless of their condition. The 

training of mentors and all implementers should be focused on providing the best assistance 

possible to these categories of pupils in regular classrooms. The existing special education 

module of teacher training projects must be adjusted to promote IE practices. Again, changes 

in teachers’ approach of instruction for the disabled will refine their understanding of the 

education plight of such cohorts and decrease the low expectations. Regular school tutors 

must work harder to provide opportunities for CWDs given their unique education 

requirements and reduce discrimination.  

 

Third, the Ghanaian policy making arena needs to show and promote an attitudinal change 

towards the traditional understanding of disability, which is affecting CWDs chances to 

quality educational services. The negative perception of impairment represents a major 

challenge to achieving inclusivity in education and thus, requires an urgent solution. 
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Successful IE teaching practices ask for a fundamental reshape of the cultural and historic 

social beliefs about disability. Furthermore, the country should have a universal policy for 

disabled individuals in general and a unique education perspective towards accommodating 

the needs of special learners in regular settings. The government should allocate separate 

resources from the main budget to encourage inclusive education practices and cover the 

attached demand. Ghana should craft a funding strategy targeted at achieving inclusivity for 

all students, irrespective of their condition, which should be tailored according to 

local/regional specific factors. Instructors should be consulted on IE-related decisions, such as 

the creation of IE policies to address educational difficulties and deliver quality services to 

impaired students. Nevertheless, to remove the factors that hinder such policy work, the 

Ghanaian government should be actively engaged in the financial development of IE and 

remove institutional barriers. In addition, authorities should provide families with some level 

of financial assistance to ease the cost of educating impaired children. The government should 

also promote the right to quality education and full participation for all disabled children.  

 

Fourth, IE efforts are pivotal to creating an inclusive social community; hence, the education 

system needs to be reshaped to ensure inclusivity and equal opportunities for impaired 

students. IE should provide a major avenue to address the particular needs of CWDs, meet the 

modern societal demands, and improve the living standard for disabled children. IE should be 

available without discrimination and integrate CWDs into mainstream educational facilities. 

All children have equal rights to quality education services that would lay out the foundation 

for lifelong learning, with no exception. In addition, IE practices must address the deep-rooted 

traditional values and negative beliefs about impaired children. The same is true for all 

stakeholders (e.g. teachers, parents, siblings, peers and other school staff), which must 

understand this particular human condition and work together to achieve inclusivity in schools 

and the wider community. Class size must be limited and the physical settings should be 

adjusted to help impaired children reach their full participation potential in regular learning 

activities. The education system must create flexible curricula to accommodate SEN children, 

who should be encouraged to pair with non-disabled children to that friendship can be build, 

discrimination removed, and diversity accepted.     

 

Fifth, the involvement of parents and siblings should be essential when it comes to decisions 

concerning the education of their disabled children; in addition, the former should always 
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honour invitations from teachers or school administration. Families of CWD need to change 

the perception about enrolment of impaired children driven by poverty-related belief that this 

would be a waste of already scarce resources.  They should be educated about the potential of 

disabled children, and be explained the importance of involvement of CWDs in school 

activities.   

In light of the findings from this dissertation, it is obvious that Ghana needs to further 

improve its education system in terms of teacher training to accommodate SEN students, 

planning and adjusting curricula and examination procedures to ensure inclusivity for all 

students in regular settings. Altogether, these would improve teaching practices and ensure 

accessibility to quality education for Ghanaian CWDs.  

This research has indicated major loopholes in IE practices, such as the misplaced focus on 

reshaping school culture as against ensuring resources and capacity of both special and 

mainstream units to unlock opportunities for children with learning difficulties. Furthermore, 

deep-rooted beliefs about disability, attitudes and behaviour of instructors influence the 

delivery of IE, the quality of learning materials and services impaired students receive. The 

results showed that regular school teachers who felt unprepared to work with SEN children 

display a certain level of frustration, anger and negativity towards IE.   

7.3. Future research avenues 

 

The steam of academics exploring the research methodology has asserted that analyses on 

views, attitudes, abilities, competence or knowledge are best executed via quantitative 

methods (.g. Cohen et al., 2000; Gall et al., 2003; Salend, 2010; Nketsia, 2016). Other 

scholars noted the difficulty of noting from outside the reactions of teachers to individual 

differences; in some cases, observers have no knowledge on the particular circumstances of 

teachers thinking, which limits their actions on planning and past experiences (Florian and 

Black-Hawkins, 2011). In addition, the presence of an observer could lead to biased results, as 

teachers could artificially model their behaviour to demonstrate inclusive practices.   

Further investigations on the topic could apply experimental and longitudinal models to offer 

a high-level picture of the impact of instructors’ attitude, skills, competence and self-efficacy 

towards the delivery of inclusive education for disabled children. Furthermore, teacher 

educators should carry out more analyses to capture the type of skills and knowledge required 

by mentors to develop inclusive education practices in the context of Ghana. They must 
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examine the rising literature on IE to identify, via action or experimental research, what is the 

array of effective abilities and values that would enable the creation of inclusive education 

settings, given the Ghanaian country-specific factors. Based on such findings, the education 

system can determine the content of IE curricula.  
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