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Globally, inclusive education is widely recognized as a guiding principle with the overarching objective of delivering high-quality education, fairness, and impartiality to every student, with a particular focus on those who have traditionally faced exclusion from conventional educational systems due to factors such as disability, ethnicity, gender, or other defining attributes. This research focused on investigating teachers perceive about inclusive education in the Tatale-Sanguli District of Ghana, utilizing a quantitative approach with primary data collected through a structured questionnaire from a sample of 100 teachers from four (4) selected schools. Descriptive statistics were employed for data analysis. Results revealed that teachers exhibit a commendable level of awareness regarding inclusive education. Furthermore, teachers overwhelmingly maintain positive perspectives on the social advantages inherent in inclusive education. Nevertheless, a nuanced dichotomy arises, shedding light on concerns regarding its potential impact on both academic performance and the social development of other students. The study's recommendations emphasized that concerted efforts are needed to confront and surmount the multifaceted challenges, ensuring that inclusive education becomes an accessible and beneficial reality for all students, regardless of their abilities, across Ghana.
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[bookmark: _Toc149042995]INTRODUCTION
[bookmark: _Toc149042996]1.1 Background
Increasing access to education has been a global priority as it is a crucial instrument for fostering empowerment and social cohesion (Butcher et al., 2015). Education is one of the techniques used by humans to aid in the development of civilization. Since everyone must contribute to society's development, many attempts are being made through research and other means to teach nearly everyone in society how to do their part and function effectively to achieve a desired end. Therefore, it is necessary to maximize the potential of every person, regardless of whether they have a disability of any kind (Ethel, 2015). 
Enhancing the quality of education has emerged as a fundamental focus in the development strategies of many countries, and recent studies demonstrate that the developing world, as a whole, has experienced substantial progress in elevating educational attainment (Botts, & Owusu, 2013). Globally, inclusive education is widely recognized as a guiding principle with the overarching objective of delivering high-quality education, fairness, and impartiality to every student, with a particular focus on those who have traditionally faced exclusion from conventional educational systems due to factors such as disability, ethnicity, gender, or other defining attributes (Nguyet & Ha, 2010).
The 21st century has witnessed a number of initiatives, discussions, and programs aimed at enhancing and utilizing education in a variety of fields, endeavours, and sectors. The United Nations Development Programme (UNDP) has harnessed the Millennium Development Goals (MDGs) and the Sustainable Development Goals (SDGs) to establish a universal global framework (United Nations Development Programme [UNDP], 2018). The United Nations' Education for All (EFA) initiative played a crucial role in advancing the Millennium Development Goals. This was primarily due to the recognition of the pivotal role of education in human development and the pressing issue of limited access to education, particularly among children (United Nations Educational, Scientific and Cultural Organization [UNESCO], 2005). 
Inclusive education, as described by Nguyet and Ha (2010), is the endeavor to enhance student engagement and eradicate exclusion both in and from educational settings. This concept is not confined solely to matters related to disabilities but encompasses a broader perspective, considering the attendance, active participation, and academic achievement of all students. The focus is especially on those who face the risk of marginalization or exclusion due to various factors, as emphasized by UNESCO (2009). The underpinning of inclusion is the idea that every student is unique in their own way, and that schools must modify their procedures in order to fulfil all of their learning needs. Therefore, if a student is having difficulties, the issue is with the educational procedures rather than the student, since schools exist to accommodate the needs of all pupils under an inclusive ideology (Sharma et al., 2012). 
Despite the global push for inclusive education for all students, Ghana faces considerable difficulties in achieving its objectives in this regard, as highlighted by Kofi and Anastasiou in 2015. Shockingly, only about 3% of children with learning disabilities are estimated to have access to educational opportunities in Ghana, as reported by Anthony in 2011. This dire situation leads to the unfortunate reality that children and teenagers with learning needs either drop out of basic education in a relatively short time or never get the chance to attend school, according to Idol's findings in 2006.
Recently, Ghana has renewed its commitment to the principles of Education for All (EFA) and the inclusion of marginalized students through inclusive education, as noted by Anthony in 2011. This reaffirmation underscores the unequivocal dedication of the Ghanaian government to upholding human rights, ensuring equal opportunities, and providing educational services for individuals with learning needs, both on a national and international scale.
Although there has been some progress in establishing an inclusive educational system throughout Ghana, the practical implementation of inclusive education remains challenging, with concerns arising regarding the readiness and willingness of teachers to embrace inclusive practices.
[bookmark: _Toc149042997]1.2 Problem Statement
The extant literature indicates that many teachers feel ill-equipped and inadequate to handle the teaching of regular learners and learners with special needs (Johnson, 2003; Rothì et al., 2008). Nonetheless, there are multiple factors that play a role in the inadequate preparation of teachers for inclusive education. One significant issue, as highlighted by Brown in 2018, is the restricted availability of professional development opportunities and resources, which obstructs teachers from gaining the essential knowledge and skills required for inclusive teaching practices. Moreover, insufficient pre-service education programs frequently fall short in adequately equipping teachers to effectively engage with diverse student populations (Loreman, 2018). 
The Ghanaian government has taken substantial measures to champion inclusive education, resulting in positive outcomes in the execution of inclusive education policies. A remarkable achievement in this regard is the introduction of the Ghana Inclusive Education Policy in 2015. This policy placed a strong emphasis on providing quality education for all students, including those with disabilities, with the goal of establishing an inclusive education system that values diversity and ensures equitable access to education, as outlined by the Ministry of Education, Ghana, in 2015. Furthermore, teacher training programs have been revamped to incorporate inclusive pedagogical approaches, thereby arming educators with the knowledge and skills necessary to cater to the diverse learning requirements of their students (Ministry of Education, Ghana, 2018).
The effectiveness of inclusive education policies and practices in Ghana hinges largely on the attitudes and perspectives of teachers, despite the numerous initiatives undertaken by the Ghanaian government to expand and endorse inclusive education. In the Tatale-Sanguli District, where this study was conducted, a thorough search of the literature revealed that there is no known academic inquisition on this important subject despite the prevalence of special needs students in the district. Accordingly, there is a need to understand the perceptions teachers hold regarding inclusive education in order to address the challenges that hinder its effective implementation.  
With this objective in mind, the present study aimed to investigate how teachers perceive inclusive education in the Tatale-Sanguli District of Ghana. Therefore, the key inquiries to be addressed revolve around assessing the level of awareness and comprehension among teachers regarding the principles of inclusive education, identifying the obstacles encountered in the classroom, and understanding the support mechanisms employed by teachers to facilitate the incorporation of inclusive education.
[bookmark: _Toc149042998]1.3 Research Questions
The main research question for this study is what are the perceptions of teachers regarding inclusive education in the Tatale-Sanguli District of Ghana? Specifically, the study sought to proffer   answers to these research questions:
1. What is the level of awareness of teachers regarding inclusive education in the Tatale-Sanguli?
2. How do teachers view the whole concept of inclusive education in terms of its benefits and challenges?
3. What challenges do teachers face in trying to implement inclusive education in the study district?
[bookmark: _Toc149042999]1.4 Research Objectives
The main objective of the study was to examine the perception of teachers towards inclusive education in the Tatale-Sanguli District. The specific objectives were to:
1. Explore the level of awareness of teachers about inclusive education in the Tatale-Sanguli district;
2. Analyse teachers' perceptions about inclusive education; and
3. Examine the challenges teachers face regarding the implementation of inclusive education programme in the district. 
[bookmark: _Toc149043000]1.5 Study Significance 
This study enhances the existing body of literature on inclusive education by investigating the perceptions of teachers in the Tatale-Sanguli district of Ghana. The study's results will offer insights into teachers' comprehension of inclusive education and contribute to a deeper understanding of the factors that either hinder or support the implementation of inclusive practices by educators. This knowledge has the potential to shape future research and contribute to the development of theoretical frameworks aimed at improving our grasp of inclusive education practices in diverse settings.
The study's findings hold significance for policy considerations both within the Tatale-Sanguli District and at the national level in Ghana. A comprehensive understanding of teachers' perceptions of inclusive education can guide the creation of targeted professional development programs and interventions designed to address identified gaps or challenges. Policymakers can leverage these insights to formulate policies that provide effective support for teachers in implementing inclusive practices. Moreover, the study will shed light on the necessity for resource allocation, infrastructure development, and support services to establish a conducive environment for inclusive education.
This study will serve as a valuable reference for other researchers interested in inclusive education, particularly in Ghana or similar contexts. Researchers can build upon the findings of this study to conduct comparative studies or explore different facets of inclusive education, such as student viewpoints, parental involvement, or the impact of inclusive practices on learning outcomes.
[bookmark: _Toc149043001]1.6 Scope of the Study
This research is limited in scope to the examination of teachers' viewpoints regarding inclusive education within the Tatale/Sanguli district. The study specifically assessed the extent of teachers' familiarity with inclusive education and delved into their perspectives on the advantages and difficulties associated with inclusive education. 
[bookmark: _Toc149043002]1.7 Study Organization
The study was structured with five main chapters. The initial chapter encompassed the introductory segment, which presented the study's context, problem statement, objectives, research questions, research significance, scope, and the organization of the study. The second chapter examined various literature and reviews related to the topic, including concepts such as inclusion and inclusive education, teachers' perspectives on inclusive education, and the challenges faced by inclusive education in Ghana.
In the third chapter, the research methodology was detailed, covering aspects such as the study area, research design, data sources, the target population, sample size, sampling technique, research instruments, instrument pretesting, fieldwork, encountered challenges, data processing and analysis, as well as ethical considerations. The fourth chapter was dedicated to presenting the results and discussing findings according to each of the study's objectives. Lastly, the fifth chapter provided a summary of the research findings, conclusions drawn from the study, and policy recommendations.
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[bookmark: _Toc149043004]LITERATURE REVIEW
[bookmark: _Toc149043005]2.1 Introduction
This chapter presents a review of relevant literature in the context of this study. This exploration encompasses a review of the notion of inclusion, as well as a discussion of concepts related to inclusive education, special educational needs, and the adaptation of inclusive education within the Ghanaian context. Moreover, this chapter addresses the implementation of inclusive classroom practices, the requisite support systems, and strategies for overcoming the challenges encountered in classroom implementation. Lastly, we explore teachers' viewpoints on inclusion, drawing insights from analogous studies and evaluating their pertinence to our present research.
[bookmark: _Toc149043006]2.2 Conceptual Review
[bookmark: _Toc149043007]2.2.1 Inclusion
The essence of the inclusion concept revolves around the idea of reshaping homes, schools, and societies to establish equal opportunities for individuals, regardless of their differences, as discussed by Frederickson and Cline (2009). At its core, inclusion aims to cultivate a sense of belonging, promoting interaction, sharing, and participation in community activities, thereby ensuring equitable access to resources, services, and responsibilities, as articulated by Haug (2017). The interpretation of inclusion and inclusive education may diverge among countries depending on their policy guidelines. Nevertheless, inclusive education primarily entails modifying the educational environment to accommodate all children within regular schools, as outlined by Frederickson and Cline (2009). 
While inclusion encompasses a broader scope that extends beyond the schooling system. It aims to create equitable opportunities and ensure the participation of individuals with diverse backgrounds and abilities in all areas of life (UNESCO, 2009). The notion of inclusion goes beyond education and includes sectors such as employment, healthcare, community engagement, and social integration (United Nations, 2006). Detractors of inclusion argue that it is a movement designed to challenge the ruling class and obtain undeserved benefits from society. However, this perspective overlooks the fundamental principles of inclusion, which strive for equal rights, equal access, and equal opportunities for all individuals (Grue, 2015). 
Inclusive practices seek to dismantle barriers, discrimination, and exclusionary practices that hinder the full participation and integration of diverse individuals in society (United Nations, 2006). It promotes a sense of belonging, respect, and recognition of the rights and dignity of all individuals, regardless of their differences.
The concept of inclusion is rooted in the belief that disability is a matter that pertains to society, not a medical condition. Advocates of this viewpoint argue that disability is not an intrinsic characteristic of the individual. According to social proponents, disability is not inherent to the individual (Shakespeare, 2006). Instead, it emphasizes the need for a political solution to address the consequences of disability since the challenges individuals face due to disability arise from societal factors. Therefore, the main focus is on transforming societal perceptions of disability and eliminating socio-political barriers through policy changes. This entails guaranteeing the safeguarding of the rights of individuals, as articulated in the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD) (United Nations, 2006). Goering (2015) further argues that the primary goal of the social model of disability is to modify the disabling aspects of society, rather than solely attempting to "fix" the disability itself as advocated by the medical model.
[bookmark: _Toc149043008]2.2.2 Inclusive Education
Inclusive education refers to the process of adapting educational programs and environments to meet the diverse learning needs of all individuals, ensuring equal opportunities for everyone (Medina-García et al., 2020). This approach is based on the belief that education is a communal endeavour, encompassing shared knowledge and inclusive educational practices. According to Zabeli and Gjelaj (2020), inclusive education involves recognizing the commonalities within societies and incorporating them into the curriculum. This concept is closely linked to the idea of community-based schools that prioritize equality, participation, aspirations, and the diverse nature of their members. In its essence, inclusive education maintains the principle that every child and young person, irrespective of their social, cultural, or learning differences, should receive equal educational opportunities within their local schools (UNESCO, 2005). Liasidou (2016) supports this perspective and expands the definition of inclusive education to involve broadening the scope of educational services to ensure the integration of all children within the community. It's crucial to emphasize that inclusive education goes beyond merely enrolling all children in the same school; instead, it revolves around removing barriers that hinder complete involvement in the school community(Miles & Singal, 2010).
Conversely, inclusion is perceived as an ongoing and evolving process necessitating continuous organizational and pedagogical enhancements within mainstream educational environments, as proposed by Mittler in 2000. Ngugi, in 2002, underscores the critical significance of identifying, mitigating, or eliminating barriers both within and outside school premises that might obstruct inclusion. According to Ngugi (2002), teaching methodologies, schools, and educational systems must be adjusted to effectively embrace the diverse learning requirements found within mainstream educational settings. In accordance with this perspective, the United Nations promotes investment in inclusive education as a pivotal means of addressing the fundamental root causes and consequences of exclusionary practices, such as discrimination and societal inequalities (United Nations, 2006).
[bookmark: _Toc149043009]2.2.3 Special Educational Needs
A special educational need pertains to a categorization that arises from the comparison of an individual's physical, cognitive, and emotional attributes with the educational setting they are in, according to Frederickson and Cline (2009). Consequently, children are identified as having a special educational need when they encounter greater learning challenges compared to the majority of children their age or if they possess a disability that hampers their access to educational resources available to other children in the classroom, necessitating specific adjustments to be made to accommodate them. The presence of special educational needs is attributed to various organizational and curricular aspects within schools. Therefore, instead of exclusively examining factors within the child, the focus should also encompass modifying the school environment to meet the child's requirements, as discussed by Adderley et al. (2015). However, in recent times, different countries have broadened the definition of special educational needs to include children who are marginalized, immigrants, or facing disadvantages in various ways, as highlighted by Liasidou (2016).
[bookmark: _Toc149043010]2.3 Inclusive Education in Ghana
In recent years, inclusive education has garnered significant attention in Ghana, with a dedicated focus on delivering equitable and high-quality education to all students, including those with disabilities. The introduction of the Ghana Inclusive Education Policy in 2015 stands as a pivotal guiding document for the promotion of inclusive educational practices, as outlined by the Ministry of Education, Ghana (2015). This policy underscores the paramount importance of establishing inclusive learning environments and ensuring that all students have equal access to education.
Research into inclusive education in Ghana has explored various dimensions of its implementation. One critical area of investigation is the role of teachers in fostering inclusive education. Numerous studies have delved into teachers' perceptions, attitudes, and readiness to implement inclusive practices (Akyeampong et al., 2018; Boso et al., 2020). These studies underscore the necessity for targeted teacher training and professional development initiatives to enhance inclusive pedagogy and provide support to educators in meeting the diverse learning needs of their students.
Additionally, research has examined the availability and accessibility of resources and infrastructure for inclusive education. Studies have scrutinized the extent to which Ghanaian schools are equipped to accommodate students with disabilities, including the provision of assistive devices, adapted curriculum materials, and physical modifications to school facilities (Adu-Gyamfi et al., 2020; Danso et al., 2018). These investigations shed light on the challenges and gaps that require attention to establish truly inclusive learning environments.
Furthermore, studies have explored the experiences of students with disabilities and their families within inclusive education settings. Research has investigated aspects like social inclusion, academic performance, and overall well-being of students with disabilities in inclusive classrooms (Adjei, 2019; Adjetey et al., 2021). These inquiries underscore the significance of nurturing a supportive and inclusive school culture that fosters the participation and engagement of all students.
Despite progress, challenges and obstacles to inclusive education in Ghana persist. Limited resources, inadequate infrastructure, and the need for consistent policy implementation and monitoring have been identified as key concerns (Danso et al., 2018; Ministry of Education, Ghana, 2015). Ongoing research, policy development, and collaboration among stakeholders are imperative for addressing these challenges and ensuring the effective implementation of inclusive education practices across Ghana.
[bookmark: _Toc149043011]2.3.1 Recent Achievements in Implementation of Inclusive Education in Ghana
The introduction of the Ghana Inclusive Education Policy in 2015 marked an important step towards promoting inclusive education practices in the country (Ministry of Education, Ghana, 2015). This policy provides a framework for creating inclusive learning environments and ensuring equal access to education for all learners. Efforts have also been made to enhance teacher preparedness and training in inclusive education. Professional development programs have been implemented to improve teachers' knowledge and skills in adapting instruction to meet the diverse needs of students (Akyeampong et al., 2018; Boso et al., 2020). These initiatives aim to equip teachers with the necessary tools to effectively support inclusive classrooms.
There have been efforts to increase access to educational opportunities for students with disabilities. These efforts include the provision of assistive devices, modified curriculum materials, and physical modifications to school facilities to ensure the inclusion of students with disabilities (Adu-Gyamfi et al., 2020; Danso et al., 2018). These measures aim to create a more inclusive and accessible learning environment. Various organizations, NGOs, and government agencies have collaborated to promote inclusive education in Ghana. These partnerships aim to provide support, resources, and expertise to improve inclusive education practices (Ghana Education Service, 2015).
[bookmark: _Toc149043012]2.4 Teacher perception to inclusion
Perceptions refer to how individuals or groups perceive a situation based on their understanding. Previous research has argued that providing training may not significantly influence teacher perceptions towards inclusion (Avramidis, Bayliss, & Burden, 2000). Instead, teachers require an opportunity to reflect on proposed changes that impact their lives. It is essential to consider teachers' views when implementing changes to avoid subjecting them to numerous changes without considering their opinions (Mittler, 2000).
A study on Kenyan teachers' perceptions by Mwangi & Arodho (2014) revealed that teacher preparedness was a concern for inclusive education. Numerous educators acknowledged their inadequacy in managing inclusive classrooms because they lacked the willingness to cater to students with special educational requirements.
To ensure successful inclusive education, it is crucial to provide teachers with the necessary knowledge and skills to handle diverse learners (Njoka, et al., 2012). Efforts to integrate disability studies into training and leadership programs have been emphasized in various forums. Challenges such as high pupil-teacher ratios in Kenyan public primary schools (Njoka, et al., 2012) and the types of students' educational needs affected teacher perceptions (Avramidis et al., 2000).
Emphasizing the acquisition of knowledge and comprehension regarding special educational needs is pivotal in advancing the cause of inclusion. In Ghana, as identified by Gyimah et al. in 2009, educators possessing pertinent knowledge and understanding exhibited favourable attitudes towards inclusion, although it is worth noting that other factors also influenced the acceptance of students in inclusive classrooms (Gyimah et al., 2009).
The relationship between knowledge of inclusion and teacher perceptions is essential in shaping the future of inclusive practices. It highlights the significance of considering teachers' understanding when implementing inclusive education approaches.
Top of Form
[bookmark: _Toc149043013]2.5 Challenges to Inclusion in Ghana
The advancement of inclusive education in Ghana has encountered significant obstacles that have hindered its momentum, leading to a state of sluggish progress and a plateau in the face of initial achievements. Several perceived challenges have been identified as key factors contributing to this decelerated implementation.
[bookmark: _Toc149043014]2.5.1 Limited Resources and Infrastructure 
One of the major challenges to inclusive education in Ghana is the limited availability of resources and infrastructure. Many schools struggle with inadequate funding, insufficient educational materials, and a lack of appropriate physical infrastructure to accommodate diverse learners. This includes the absence of accessible classrooms, ramps, and assistive devices, which can hinder the participation and learning of students with disabilities (Akyeampong et al., 2018; Arthur, 2016).
[bookmark: _Toc149043015]2.5.2 Teacher Preparedness and Training
Effective implementation of inclusive practices requires well-prepared and trained teachers. Nonetheless, there exists a necessity in Ghana to enhance the education, expertise, and instructional preparation of teachers to effectively address the varied learning requirements of students with disabilities or special educational needs. The existing teacher education programs may not adequately equip teachers with the necessary competencies for inclusive education (Boso et al., 2020; Kuyini & Seidu, 2017).
[bookmark: _Toc149043016]2.5.3 Attitudinal and Cultural Barriers
Negative attitudes and cultural beliefs surrounding disability can pose significant barriers to inclusive education in Ghana. Stigma, discrimination, and misconceptions about disability can lead to the exclusion and marginalization of students with disabilities. Overcoming these attitudinal and cultural barriers is crucial for creating an inclusive and accepting learning environment (Arthur, 2016; Kuyini & Seidu, 2017).
[bookmark: _Toc149043017]2.5.4 Policy Implementation and Monitoring
While Ghana has developed a policy framework for inclusive education, challenges related to policy implementation, coordination, and monitoring persist. Ensuring effective implementation of inclusive education policies at all levels of the education system is essential. Adequate coordination, monitoring, and evaluation mechanisms are needed to overcome implementation challenges and promote inclusive practices (Boso et al., 2020; Ministry of Education, Ghana, 2015).

2.5.5 Limited Parental and Community Involvement 
The involvement of parents and communities is crucial for the success of inclusive education. However, limited awareness, engagement, and participation of parents and community members can hinder the effective implementation of inclusive practices. Promoting greater parental and community involvement, as well as raising awareness about the benefits of inclusive education, are important steps towards creating inclusive learning environments (Boso et al., 2020; Gyimah, 2014).
[bookmark: _Toc149043018]2.6 Supports for inclusive classroom practice
It is widely acknowledged that an inclusive classroom presents significant challenges for teachers. Therefore, it is crucial to equip teachers with the necessary support to effectively manage this demanding situation. For any government aiming to ensure educational equity, providing well-trained personnel with comprehensive strategies and resources for the inclusive classroom is essential. This approach guarantees that students with special educational needs receive the necessary social and educational support for their development.
Addressing the complexities posed by students with special educational needs necessitates a collaborative approach that extends beyond the sole responsibility of individual teachers. Certain students may demand the specialized knowledge of a multidisciplinary team to attend to their fundamental health, social, and emotional requirements, as emphasized by Farrel (2003). Therefore, the establishment of a systematically organized multidisciplinary team is of paramount significance. The Basic Education Act of 2013, Chapter VI, Section 46 (1a), emphasizes the responsibility of county education boards and county governments to establish education assessment and research centres, as well as special services in designated clinics within the county (KLR, 2013).
Therefore, teachers should recognize the significance of involving various professionals, as mandated by the law, to effectively address the diversity present in the classroom. This team should comprise various professionals, including educational psychologists, social workers, medical practitioners, nurses, occupational therapists, speech and language therapists, child welfare experts, and instructional aides (Farrel, 2003). However, it is crucial for these expert teams to establish clear objectives and collaborate in implementing programs that aim to achieve inclusion.
In an inclusive classroom, a distinct approach is imperative compared to a conventional class setting. Thus, it becomes essential to adapt traditional teaching methodologies into tailored learning experiences that are centered on recognizing the potential of students and fostering their skills (Gennaro et al., 2014). This adaptation involves the customization of teaching strategies and curriculum content to suit the unique characteristics of each child (Voltz et al., 2010). Consequently, teachers bear the responsibility of innovating methods that cater to the individual needs of their students. Furthermore, the deployment of inclusive technology-enhanced learning has garnered recognition for its capacity to provide support to a diverse range of needs, thereby promoting the social, cognitive, and physical development of students. Its effectiveness is rooted in its classification according to the support it provides and the availability of software designed to address the specific needs of individual students, complemented by programs that engage parents (Passey, 2014).
The category of teaching and learning resources encompasses a wide array of activities, tools, and situations designed to facilitate effective learning for children (Hiuhu, 2002). In selecting resources, it is critical for teachers to have a comprehensive understanding of the distinct requirements of their learners and the particular learning activities they will engage in. Additionally, research indicates that learners tend to achieve superior learning outcomes when all their senses are actively engaged in the process of acquiring knowledge (Frederickson & Cline, 2009). Therefore, the careful selection of instructional materials becomes a pivotal tool in an inclusive educational setting.
Beyond teaching aids, teachers should also possess knowledge of adapted assistive devices tailored to meet the diverse needs of various groups of children. This knowledge equips educators to provide valuable guidance when it comes to procuring these resources (Hiuhu, 2002). However, a significant concern in the pursuit of successful inclusion pertains to the availability of these resources. A study conducted by Sharma, Forlin, and Loreman in 2007, involving 603 pre-service teachers from Canada, Singapore, Australia, and Hong Kong, revealed that the foremost concern reported by the participants was the scarcity of resources. The study underscored the importance of prioritizing and effectively disseminating information about resources that support inclusion, thereby establishing a crucial foundation for teachers (Sharma, Forlin, & Loreman, 2007).
[bookmark: _Toc149043019]2.7 Meeting challenges to inclusive practice
Inclusion presents various challenges, especially in developing nations, as previously discussed. Nevertheless, teachers should refrain from allowing these challenges to mould perceptions that obstruct effective implementation. Instead, they should strive to find ways to navigate these challenges and achieve the best possible results.
Handling an inclusive classroom requires the collaborative efforts of various individuals and stakeholders. Inclusion is a dynamic process that involves parents, teachers, school personnel, administrators, and children working together to identify needs, plan, assess, implement, and follow up on development goals (Dettmer, Thurston, Knackendoffel, & Dyck, 2009). Engaging in a consultative process helps develop problem-solving skills and facilitates the transfer of acquired skills to other contexts. Effective communication and coordination among teachers are essential. Technology advancements have provided numerous opportunities for collaboration and networking, as seen in activities such as team teaching, subject panels, and Individualized Education Program (IEP) panels, which create a supportive and motivating environment (Dettmer et al., 2009).
Adapting the curriculum, content, methods, resources, and environment is crucial in inclusive settings, ensuring that children with special educational needs feel included in the broader classroom (Westwood, 2001). These adaptations should be carefully planned and implemented based on learners' specific disabilities. It is important to assess learners' future learning needs accurately and have a targeted focus when selecting and adapting instructional materials, methods, and resources (Byers & Rose, 2004). While adapting to meet diverse needs can be challenging, teachers equipped with the necessary knowledge, skills, attitude, and confidence can successfully deliver inclusive education (Crowley, 1996). The role of adaptation is recognized as essential for inclusive education, although it requires significant effort (Westwood, 2001). Furthermore, teachers need to develop skills in effectively teaching the same content to large classes without sacrificing differentiation. High-quality instructional materials tailored to the diversity of classrooms can greatly support this endeavour (Good & Brophy, 2000).
The learning environment plays a pivotal role in the realm of inclusive education. Enhancing accessibility to services transcends mere physical modifications (Steinfeld & Maisel, 2012). Essential measures include instilling disability awareness, providing staff training, and allowing extra time for students with special educational needs. These actions are critical for the creation of an inclusive learning environment. Actively seeking the input and perspectives of students with special educational needs is imperative in order to make reasonable accommodations and involve them in the decision-making process.
To mitigate discrimination stemming from disabilities, it is crucial to embrace a universal design approach (Sawyer & Keith, 2014). Furthermore, it is essential to actively challenge negative perceptions related to disabilities and foster a positive mindset that enhances the self-esteem of students with special educational needs. Organizing activities that encourage the participation of students with disabilities not only enables them to explore their strengths but also fosters their inclusion in society.
Inclusive schools must consistently implement management strategies that address individual challenges and promote active participation in society (Hehir & Katzman, 2012).

[bookmark: _Toc149043020]CHAPTER THREE
[bookmark: _Toc149043021]RESEARCH METHODOLOGY
[bookmark: _Toc149043022]3.1 Introduction
This section highlighted the research methodology used in the study by describing the study area, research design, data and sources, target population, sample size and sampling procedure, research instrument, pre-testing of instrument, fieldwork and challenges data processing and analysis and ethical issues involved.   study.
[bookmark: _Toc149043023]3.2 Study Area
This research was conducted in selected primary schools within the Tatale-Sanguli District. The Tatale-Sanguli District emerged from the partition of the former Zabzugu-Tatale District, with the enactment of Legislative Instrument (LI) 2067. It was one of the six districts established in the Northern Region in 2012 and officially commenced operations on June 28, 2012. Positioned on the eastern side of the Northern Region, the district covers an expanse of approximately 1,166 square kilometers, marked by geographical coordinates between Longitudes 0057’N and 00 57’W and Latitudes 9016N and 9034N.
This district shares its borders with the Republic of Togo to the East, the Zabzugu District to the West, and the Nanumba North and South, as well as Nkwanta Districts to the South, while it adjoins the Saboba District to the North. According to the Population and Housing Census of 2021, the district's population was recorded at 74,805, with 81.4% of the population residing in rural areas and 18.6% in urban centers. The district is primarily inhabited by two prominent ethnic groups, the Bassares and Konkombas, alongside other ethnic communities, such as the Dagombas, Kotokolis, and Fulani.
.
The district has a total of one-hundred and thirty-one (131) community public and private basic schools (Education Directorate, 2017). Popular amongst these schools are Nyokolibo DA, Ntoredo DA, Wogulomi DA, Sabonjida DA and Meteredo DA Primary and KGs. These schools have different numbers of educators who teach from Primary 1 to Junior High School 3. The district has a total of five-hundred and twenty-seven (527) teachers engaged at basic schools (Education Statistics, 2018). Based on information obtained from the Tatale-Sanguli District Education Directorate, it has been observed that the schools within the district lack adequately trained teachers who can effectively support and implement inclusive education practices (District Education Directorate, 2019). 
[image: ]
[bookmark: _Toc149037242]Figure 3.1: Map of Tatale-Sanguli District
Source: Ghana Statistical Service, GIS

[bookmark: _Toc149043024]3.3 Research Design 
The study adopted a descriptive survey design, which is deemed the most suitable methodology for investigating teachers' perceptions regarding inclusive education within the selected primary schools of the Tatale-Sanguli District. Descriptive research design serves the purpose of identifying the reasons behind particular occurrences. According to Shuttleworth (2002), descriptive research design is a scientific methodology centred on observing and describing the behaviour of a group of individuals without exerting any influence on it. The primary challenge inherent in the descriptive survey approach is that it does not allow the researcher to control events in order to isolate cause and effect. Nonetheless, despite this challenge, the descriptive survey design was considered apt because the study's objective was to provide a detailed description of teachers' perceptions regarding the phenomenon under investigation. 
[bookmark: _Toc149043025]3.4 Research Approach
The research adopted a quantitative research methodology. This methodology prioritizes the utilization of objective measurements and the application of statistical, mathematical, or numerical analyses on data collected through questionnaires, polls, surveys, and even the modification of pre-existing statistical data through computational techniques (Prabowo, 2022). Researchers employ quantitative methods to scrutinize scenarios or events that have an impact on individuals (Burrel & Gross, 2017). The quantitative research approach was chosen to quantify the issue by generating numerical data that could be converted into meaningful statistics. In the context of this study, the use of the quantitative research approach was deemed appropriate as it facilitated the researcher in achieving a more comprehensive understanding of teachers' perceptions regarding inclusive education. Additionally, it allowed the researcher to effectively convey objective data through statistical figures and numerical values.
[bookmark: _Toc149043026]3.5 Data and Sources
Data for the study was gathered from both primary and secondary sources. Primary data originated from the questionnaire, serving as the foundation for the analysis. Secondary literature encompassed data obtained through the examination of relevant books, published journal articles and Ghana Education Service reports. Additionally, the study resorted to other secondary information such as published and unpublished theses, and dissertations to confirm the findings from the primary data analyzed.
[bookmark: _Toc149043027]3.6 Sample Size Determination
The study adopted a mathematical approach to estimate the sample size developed by Yamane (1967, cited in Jebuni, 2015). The sample size (n) was calculated using a 90 percent confidence level, and 10 percent margin of error.
This formula is given as:
n=  
Where: n=sample size, N=population, e=precision i.e., 0.10
Given the total population of teachers in the district to be 527, the sample size for the study is given as;
n = 
n= 99.811  100
Hence, the calculated sample size for the study was 100.
[bookmark: _Toc149043028]3.7 Sampling Procedure
The study employed a multi-stage sampling procedure to select the respondents for the study. The first stage employed stratified sampling technique to select schools in the district for the study by first grouping them into two strata (rural and urban). Based on this selection criterion, four schools were selected to take part in the study. The criteria were: two urban and two rural basic schools. Out of 131 schools in the district, 4 schools were selected (Nyokolibo DA, Ntoredo DA, Wogulomi DA, Sabonjida DA). Teachers from the four selected schools were randomly selected through the simple random sampling technique to form the study respondents. From the selected school’s teacher registry, twenty-five teachers from each school ranging from Kindergarten (KG) to Junior High School (JHS) 3, were selected for the study. 
[bookmark: _Toc149043029]3.8 Research Instruments
The data was collected from the respondent’s using questionnaire. The questionnaire was chosen due to its time-saving and efficient nature, which ensures consistency in the questions posed (Kothari, 2007). Furthermore, the questionnaire provides a measure of confidentiality, increasing the likelihood of encouraging respondents to engage in the study.
The questionnaire was developed under four key sections (A. B, C, and D). The first section of the questionnaire elicited information on the demographic characteristics of the sampled teachers. Section B collected data on the awareness of teachers about Inclusive Education. Section C looked at Teachers’ Opinion about Inclusive Education while last section which is section D obtained information on challenges teachers face in Implementing Inclusive Education. The questionnaire contained questions that that prompted respondents to share their perspectives and experiences on the following variables; the level of awareness of teachers regarding inclusive education; their perceptions of the benefits of inclusive education; and challenges to the effective implementation of inclusive education in school settings. Despite the shortfalls of the questionnaire including the inability to allow for follow up questions, the questionnaire is the appropriate instrument of data collection for surveys (Singh, 2007). A four-point Likert scale ranging from 1 to 4; where (1). Strongly agree (2). Agree (3). Disagree (4). Strongly Disagree will be considered and applied in the study to generate veritable analysis of the data collected. The items in the questionnaire were grouped based on the objectives of the study to enable easy linkage of responses to research questions.  
Pre-testing of Instrument
The research instrument underwent a pretest at Nankando DA school in Tatale. The primary purpose of this pretest was to enhance the internal reliability and validity of the instrument. It involved administering the instruments to pilot subjects, following the same procedure as in the main study. According to Mugenda and Mugenda's theory of sampling (2003), a sample size of 10% is considered sufficient for conducting a pilot study. Consequently, the study selected ten respondents from Nankando DA school for this pretest.
The questionnaire was distributed to these respondents, and the data collected were subsequently analyzed to evaluate the feasibility and reliability of the research instruments for the main study. The findings from the pilot study indicated that all the questionnaire items were clearly understood by the respondents. This can be attributed to the fact that, being an educational institution, all teachers possessed literacy and knowledge, enabling them to comprehend basic sentences and statements. Moreover, none of the respondents required additional clarifications regarding the questionnaire instructions. 
[bookmark: _Toc149043030]3.9 Fieldwork and Challenges
The fieldwork began on Monday, 18th September to 20th September 2023. This period was chosen because most schools were in session which afforded me to meet the teachers in their respective schools for the interviews. Prior to the data collection, ethical approval and the relevant permissions were sought from Head Teachers and the District Director of the District. The data collection was done by visiting the schools and administering the questionnaire prepared. The instrument was administered to all the sampled teachers in one day and they will be retrieved from the respondents after two days. This ensured that the instruments were well completed, since enough time was given to the teachers. 
To enhance their participation, I began by introducing myself and the purpose of the study. I clearly explained to them how their participation could contribute to the study's goals while maintaining a professional and respectful demeanour throughout the interaction. On average, the teachers took approximately 15 minutes to complete the questionnaire. However, the time varied slightly among participants, with some completing it in as little as 7 or 8 minutes and others taking up to 20 minutes. Securing dedicated time from teachers proved to be challenging due to their busy schedules. Many teachers had classes to attend and other responsibilities, which delayed the data collection process.
[bookmark: _Toc149043031]3.10 Data Analysis
Following data collection, the data collected were examined to determine their completeness, consistency, accuracy, and suitability for analysis. Afterwards, the questionnaires were numbered serially and keyed into the Statistical Package for the Social Sciences (SPSS) (version 20) for analysis. For objective one (1), an item-by-item analysis of data was conducted. The percentage of the population responding to each question based was stated. Objective two (2) and Three (3) were analysed using descriptive statistics based on a four-point Likert scale to determine the teacher’s perception about inclusive education and challenges in its implementation. 
[bookmark: _Toc149043032]3.11 Ethical Consideration
In compliance with ethical standards, rigorous steps were taken to ensure the research incorporated ethical and acceptable practices throughout the entire study. This process extended beyond data collection, encompassing both pre-data collection preparations and actual data collection procedures. 
First and foremost, ethical clearance was obtained from the Research Ethics Committee at SDD-UBIDS before commencing any research activities. This clearance was a crucial prerequisite, signifying my commitment to conducting research in an ethically responsible manner. In terms of informed consent, stringent measures were implemented to uphold this fundamental ethical principle. Prior to data collection, all potential respondents were provided with comprehensive information regarding the study's objectives, potential benefits, and associated risks. This was done in a clear and understandable manner, enabling participants to make informed decisions about their participation. Importantly, participants were never subjected to any form of coercion, pressure, or inducement to provide responses that aligned with the researcher's expectations. 
Respect for anonymity and confidentiality was paramount throughout the research process. Respondents were assured that their identities would remain strictly confidential, and their names would never be disclosed or shared with any third parties at any point during or after the study. To reinforce this commitment, respondents were explicitly instructed not to include their names or any other personal information on the questionnaires, preserving their anonymity.
Privacy concerns were diligently addressed to protect the rights and dignity of the participants. Data collection was conducted in a discreet and private manner, ensuring that respondents' responses and personal information were handled with the utmost care and confidentiality.
Furthermore, proper ethical considerations were extended to the utilization of existing literature. All sources consulted to gather essential information for this research were appropriately acknowledged and cited in the list of references.

[bookmark: _Toc149043033]CHAPTER FOUR
[bookmark: _Toc149043034]RESULTS AND DISCUSSION
[bookmark: _Toc149043035]4.0 Introduction
This chapter presents the results of the study and discussed them within the context of the extant literature reviewed. The issues presented and discussed under the chapter comprised the socio-demographic characteristics of the teachers with particular emphasis on their gender, highest level of education, years of teaching experience, marital status and religion. The second part, constituted an analysis of the data on level of awareness of teachers regarding inclusive education, their perception about inclusive education in terms of its benefits and challenges, and the various challenges teachers face in implementing inclusive education.
[bookmark: _Toc149043036]4.1 Socio-economic and demographic characteristics of respondents
This section of the study presents the socio-demographic profile of the respondents namely: gender, marital status, educational level, religion, and years of teaching (Table 4.1).
[bookmark: _Toc143705970][bookmark: _Toc149037172]Table 4.1: Socio-economic and demographic characteristics of respondents
	[bookmark: _Hlk145530565]Biodata
	Frequency
	Percentage (%)

	Gender
	
	

	Male
	52
	52

	Female
	48
	48

	Level of Edu
	
	

	4-year Certificate A
	25
	25

	3-year Post-Secondary Certificate
	21
	21

	Diploma
	19
	19

	B. E. D
	35
	35

	Teaching Experience
	
	

	Less than 5 years
	16
	16

	5-10 years
	27
	27

	11-15 years
	31
	31

	16-20 years
	15
	15

	More than 20 years
	11
	11

	Marital Status
	
	

	Single
	15
	15

	Married
	60
	60

	Cohabiting
	7
	7

	Widowed
	18
	18

	Religion
	
	

	Christianity
	42
	42

	Islam
	48
	48

	Traditionalist
	10
	10

	Total
	100
	100


Source: Field Survey, 2023
Table 4.1 presents the demographic characteristics of the study participants. Gender distribution shows that 60% of the respondents were male, while 40% were female. Regarding the respondents' level of education, the majority (33%) held a first degree, while a few (10%) possessed a diploma. In terms of teaching experience, the study revealed a diverse range: 16% had less than 5 years of experience, 27% had 5-10 years of experience, and the largest group, at 31%, had 11-15 years of experience. Additionally, approximately 15% had 16-20 years of experience, and 11% had over 20 years of teaching experience. Exploring marital status, the participants' distribution showed that 60% were married, 18% were widowed, 15% were single, and 7% were cohabiting. Considering religious affiliations, 42% identified as Christians, 48% as Muslims, and 10% adhered to traditional African religious beliefs.
[bookmark: _Toc149043037]4.2 Awareness of inclusive education
The study’s first objective sought to explore the respondents’ level of awareness with respect to inclusive education. To accomplish this objective, the respondents were asked whether they have heard about the concept of inclusive education before and if they did how they knew about the concept and how it works. 
The study revealed that 97% of respondents were aware of inclusive education, while 3% had not heard of it. In terms of sources of awareness about inclusive education, majority of respondents (63%) gained knowledge through government policies, underscoring the influential role of governmental initiatives. On the other hand, few (8%) attributed their awareness to teacher training programs, indicating a comparatively smaller contribution from this source in informing respondents about inclusive education. Interestingly, 52% of respondents indicated they do not have a solid understanding of how inclusive education functions whereas 48% possessed an understanding of how inclusive education works. Probing further, majority (20%) of respondents emphasized the use of modified curriculum materials, specifically referencing the Universal Design for Learning (UDL) framework while only 2% of respondents mentioned co-teaching as part of their understanding of inclusive education (see Table 4.2).
[bookmark: _Toc149037173]Table 4.2: Respondents’ awareness about inclusive education
	Items                                                                                    
	Frequency
	Percentage (%)

	How did you get to know about this concept
	
	

	Government Policies
	63
	63

	Integration of Children with Disabilities
	12
	12

	Special Needs Education Unit
	14
	14

	Teacher Training
	8
	8

	Working of the term inclusive education
	
	

	Provision of Assistive devices
	13
	13

	Modified Curriculum Materials 
	44
	44

	Physical modification to school facility
	22
	22

	Individualized support system
	17
	17

	Co-teaching
	4
	4


Source: Field Survey, 2023
[bookmark: _Toc149043038][bookmark: _Hlk146624064]4.3 Teachers’ perception about inclusive education
The second objective of the study aimed to assess teachers' perceptions of Inclusive Education. Therefore, statements numbered one to ten (1 - 10) within section ‘C’ of the questionnaire were carefully crafted to capture the respondents' viewpoints on Inclusive Education (refer to Appendix A). Respondents were asked to indicate the degree of their agreement or disagreement with these common statements pertaining to their perception of Inclusive Education. To facilitate data analysis, the researcher simplified the original four-point Likert scale, condensing "Strongly Agree" and "Agree" to a single category labeled "Agree," and "Strongly Disagree" and "Disagree" to another category called "Disagree." The participants' responses underwent descriptive analysis, and the outcomes are presented in Table 4.3.
[bookmark: _Toc149037174]Table 4.3: Perception of respondents about inclusive education
	[bookmark: _Hlk109578865]Statements
	Agree
	Disagree

	Increase the child’s circle of friends
	70(70%)
	30(30%)

	Limit the child’s level of academic performance
	35(35%)
	65(65%)

	Make the child well-adjusted socially
	100(100%)
	0(0%)

	Worsen the child’s learning problem
	23(23%)
	77(77%)

	Have a negative effect on the social development of other children
	27(27%)
	73(73%)

	Provide more opportunities for the other children to benefit from the specialized instruction of the children
	53(53%)
	47(47%)

	Develop a stronger feeling in the child’s confidence in his/her academic ability
	53(53%)
	47(47%)

	Increase the amount of social rejection by the child’s peers
	42(42%)
	58(58%)

	Do not understand problems associated with children with disability
	62(62%)
	38(38%)

	Do not make appropriate educational provisions for children with disabilities
	65(65%)
	35(35%)

	Are you well-prepared to teach children with disabilities in regular class
	45(45%)
	55(55%)

	Are you happy to have children with disabilities in your classes
	48(48%)
	52(52%)


Source: Field Survey, 2023.
The provided data in Table 4.3 illustrates the responses of the participants regarding their perceptions about inclusive education. The statements were designed to capture various aspects of teachers' perceptions on this topic.
The initial statement aimed to gauge the respondents' perspectives on the potential benefits of inclusive education for children with learning disabilities, specifically in terms of expanding their social networks. In response, it was observed that a substantial majority (70%) of the respondents agreed with this notion, indicating that they believe inclusive education can increase a child's circle of friends. Conversely, 30.0% of respondents disagreed with this statement. Furthermore, all participants (100%) expressed agreement with the statement asserting that inclusive education contributes to a child's social adjustment, underscoring a strong belief in the positive social outcomes associated with inclusive classrooms. Regarding concerns about academic performance, a significant portion (65%) of respondents disagreed with the statement suggesting that inclusive education limits a child's academic achievement. This finding suggests that, in general, teachers do not perceive inclusive education as detrimental to academic success.
In terms of the potential impact on other children in the classroom, a noteworthy majority (73%) expressed the belief that inclusive education might have a negative effect on the social development of other students. This concern likely stems from apprehensions related to potential disruptions or distractions in mixed-ability classrooms. When considering the benefits of inclusive education for other students, the majority (53%) agreed that it provides more opportunities for other children to benefit from the specialized instruction of children with disabilities. 
Turning to the perception of regular teachers themselves, a significant percentage (62%) agreed with the statement that regular teachers may not fully understand the challenges associated with children with disabilities, suggesting a potential need for increased awareness and training in this area. Similarly, 65% agreed with the statement that regular teachers may not provide appropriate educational support for children with disabilities, indicating room for improvement in meeting the diverse needs of students. In terms of readiness and satisfaction in teaching children with disabilities, the responses were more evenly distributed. Approximately 45% of respondents reported feeling well-prepared to teach such children, while 48% expressed happiness in having them in their classes. 
[bookmark: _Toc149043039][bookmark: _Hlk146625793]4.4 Challenges faced in implementing inclusive education 
The third objective of the study aimed to identify the Challenges Encountered in the Implementation of Inclusive Education. Consequently, statements numbered one to ten (1 - 7) found within section ‘C’ of the questionnaire were carefully formulated to capture the respondents' feedback regarding the Challenges Encountered in Implementing Inclusive Education (please refer to Appendix A). Respondents were required to indicate the extent to which they concurred or disagreed with these common statements pertaining to challenges in implementing Inclusive Education. To streamline data analysis, the researcher simplified the original four-point Likert scale by merging "Strongly Agree" and "Agree" into a single category labelled "Agree," and likewise, "Strongly Disagree" and "Disagree" were consolidated into the category "Disagree." The responses provided by the participants underwent descriptive analysis, and the outcomes are outlined in Table 4.4.
Table 4.4: Challenges faced by respondents in Implementing Inclusive Education
	Statements
	Agree
	Disagree

	Poor funding

	78(78%)
	22(22%)

	Misinterpreted concept of inclusive education
	62(62%)
	38(38%)

	Inflexible school curriculum
	52(52%)
	48(48%)

	Lack of inclusive learning environment
	86(86%)
	14(14%)

	Inadequate infrastructure
	92(92%)
	8(8%)

	Community’s attitude towards disability
	53(53%)
	47(47%)

	Lack of adequate involvement of all stakeholders
	63(63%)
	37(37%)


Source: Field Survey, 2023.
The challenges facing the implementation of inclusive education are multifaceted. Inadequate infrastructure emerges as a pressing concern, with an overwhelming 92% of participants recognizing the critical need for proper facilities and resources to accommodate the diverse needs of students in inclusive education programs. Simultaneously, the perceived absence of an inclusive learning environment is also significant, with 86% of respondents emphasizing the importance of creating a physically and socially inclusive atmosphere where all students feel genuinely welcome and supported. Poor funding is a widely acknowledged challenge, as 78% of respondents affirm the substantial obstacles posed by financial constraints, affecting various facets of inclusive education, from staff training to resource provision. The misinterpreted concept of inclusive education emerges as another noteworthy challenge, with 62% of respondents highlighting the need for greater clarity and awareness among educators and stakeholders regarding the principles and goals of inclusive education. Moreover, the lack of adequate involvement of all stakeholders is recognized by 63% of participants, underscoring the importance of fostering collaboration and communication among educators, parents, administrators, and policymakers to ensure the successful implementation of inclusive education. Additionally, community attitudes toward disability, with 53% of respondents acknowledging their role as a challenge, suggest the presence of stereotypes or misconceptions within communities that can impact the integration of children with disabilities into mainstream educational settings. Finally, the inflexibility of the school curriculum is perceived as a barrier by 52% of participants, indicating potential difficulties in aligning the curriculum with the diverse needs of students in inclusive settings, thus hindering the adaptation of teaching methods and materials (See Table 4.4).
[bookmark: _Toc149043040]4.5 Discussions
This section of the chapter discusses the results in the context of the literature reviewed. The discussion centred on the key objectives of the namely: awareness level of inclusive education, respondents’ perception about inclusive education and the challenges pertained to the implementation of inclusive education in schools. Detailed discussions are presented in the succeeding sections. 
[bookmark: _Toc149043041]4.5.1 Awareness of inclusive education
The analysis on research objective one, revealed a substantial awareness level among respondents. Similar to other studies in Ghana, this study’s findings reflect the impact of government-led initiatives in promoting inclusive education. These initiatives have notably increased awareness among educators, in line with the literature (Akyeampong et al., 2018). Government policies emerged as the primary source of awareness, underscoring their pivotal role, as emphasized in existing literature on policy-driven inclusive education promotion (Adu-Gyamfi et al., 2020; Boso et al., 2020).
However, the findings also revealed areas of contrast with existing research. Teacher training programs were less prominent in informing respondents about inclusive education, in contrast to studies stressing the importance of such programs in preparing educators for inclusive practices (Bunch et al., 2014; Shippen et al., 2010). This highlights potential room for enhancement in the effectiveness of teacher training initiatives. Furthermore, the study's identification of a knowledge gap among a significant proportion of respondents aligns with prior research of Ainscow et al. (2016) highlighting knowledge deficits among educators regarding the intricacies of inclusive education. 
While respondents emphasized the importance of modified curriculum materials and the Universal Design for Learning (UDL) framework, there was minimal mention of co-teaching, in contrast to studies emphasizing collaborative teaching approaches in inclusive education (Friend & Cook, 2003). These findings suggest potential variations in the emphasis on co-teaching in different educational contexts, which warrants further investigation. 
[bookmark: _Toc149043042]4.5.2 Perception of inclusive education
The quantitative analysis on research objective two revealed that teachers hold positive attitudes toward the social benefits of inclusive education, while also expressing reservations about its potential impact on academic performance and the social development of other students. This finding is in line with prior research, which consistently emphasizes the advantages of inclusive education, including enhanced social inclusion, academic achievement, and overall well-being of students with disabilities within regular classrooms (Adjei, 2019; Adjetey et al., 2021).
Furthermore, the study highlighted significant gaps in teachers' preparedness and understanding of inclusive education challenges. Many educators do not effectively adapt their teaching methods to accommodate children with disabilities, and there is a lack of comprehensive understanding among a substantial portion of teachers regarding the unique needs of these children. These findings align with a study conducted among Kenyan teachers by Mwangi & Arodho (2014), where teacher preparedness emerged as a common concern in the context of inclusive education. Teachers' unease in managing inclusive classrooms and their unwillingness to address the educational needs of children with special requirements resonate with the challenges identified in the literature.
[bookmark: _Toc149043043]4.5.3 Challenges faced in implementing inclusive education
The findings demonstrated a wide range of challenges regarding the implementation of inclusive education in the study district. These difficulties encompassed issues such as insufficient financial resources, misconceptions surrounding the inclusive education concept, an inflexible school curriculum, absence of an inclusive learning environment, deficient infrastructure, the prevailing attitudes of local communities towards disabilities, and inadequate engagement of various stakeholders. Specifically, the constraints of limited resources, inadequate infrastructure, and the crucial need for sustained policy implementation and vigilant oversight have emerged as critical focal points in this discourse. These findings corroborate the conclusions drawn by Danso et al. (2018) and the Ministry of Education in Ghana's comprehensive report (2015), emphasizing the recurring themes and pressing issues hindering the successful implementation of inclusive education in the country.







[bookmark: _Toc149043044]CHAPTER FIVE
[bookmark: _Toc149043045]SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
[bookmark: _Toc149043046]5.0 Introduction
This chapter summarizes the key findings from the study, draws conclusions, and offers recommendations based on the results and discussions on inclusive education discourses. 
[bookmark: _Toc149043047]5.1 Summary of Findings
[bookmark: _Toc149043048]5.1.1 Awareness of Inclusive Education
The analysis on objective one revealed a high level of awareness about inclusive education among respondents, primarily through government policies, but highlighted a notable gap in understanding its operational aspects, with much emphasis on the use of modified curriculum materials and little emphasis on co-teaching in inclusive classrooms.
[bookmark: _Toc149043049]5.1.2 Perception of Teachers on Inclusive Education
The findings from objective two reveal that teachers generally have positive perceptions about the social benefits of inclusive education, particularly regarding the expansion of children's social networks and their social adjustment. They also believe that inclusive education does not limit a child's academic achievement. However, teachers express concerns about the potential negative impact on the social development of other students in the classroom, likely due to apprehensions about disruptions. Additionally, there is a need for increased awareness and training among regular teachers regarding the challenges associated with children with disabilities, as well as room for improvement in providing appropriate educational support for them. While some teachers feel well-prepared and satisfied with teaching children with disabilities, there is variability in readiness and enthusiasm among educators. 
[bookmark: _Toc149043050]5.1.3 Challenges Faced in Implementing Inclusive Education
The findings from objective three indicated that inadequate infrastructure is a critical challenge surrounding the implementation of inclusive education, emphasizing the need for proper facilities and resources to accommodate the diverse needs of students in inclusive programs. Simultaneously, the absence of an inclusive learning environment emerged as a significant issue, hindering the effective implementation of inclusive education. However, the misinterpreted concept of inclusive education lack of adequate involvement of all stakeholders Community attitudes toward disability and inflexibility of the school curriculum may hinder the implementation of inclusive education in inclusive settings.
Top of Form
[bookmark: _Toc149043051]5.2 Conclusion 
This study provided insights into the knowledge, understanding and challenges facing implementation of inclusive education within Ghana, with a specific focus on the Tatale Sanguli District. The findings revealed that teachers exhibit a commendable level of awareness regarding inclusive education, a testament to the Ghana Ministry of Education's persistent advocacy efforts. However, this awareness often falls short of translating into a comprehensive understanding of the operational intricacies of inclusive education, highlighting the pressing need for more robust training and knowledge dissemination initiatives.
It was apparent that that teachers overwhelmingly maintain positive perspectives on the social advantages inherent in inclusive education. Nevertheless, a nuanced dichotomy arises, shedding light on concerns regarding its potential impact on both academic performance and the social development of other students. This dual perspective underscores the intricate and multifaceted nature of inclusive education, calling for adaptive and tailored approaches in its implementation.
It also emerged that inadequate financial resources, misconceptions surrounding the concept of inclusive education, deficient infrastructure, and deeply entrenched community attitudes were the challenges hindering the implementation of inclusive education. 
In support of these findings, it is imperative that future endeavours in inclusive education focus not only on raising awareness but also on fostering a comprehensive understanding among educators. Additionally, the implementation of inclusive education should be guided by a nuanced approach that acknowledges and addresses the concerns surrounding academic performance and social development. It is also important to add that, concerted efforts are needed to confront and surmount the multifaceted challenges, ensuring that inclusive education becomes an accessible and beneficial reality for all students, regardless of their abilities, across Ghana.
[bookmark: _Toc149043052]5.3 Recommendations
1. Comprehensive Teacher Training: Develop and implement robust teacher training programs that not only raise awareness but also provide in-depth understanding and practical skills for inclusive education. These programs should focus on adapting teaching methods and fostering positive attitudes towards students with disabilities.
2. Flexible Curriculum: Work towards a more flexible curriculum that accommodates diverse learning needs. This could involve the development of modified curriculum materials and resources that align with Universal Design for Learning principles.
3. Stakeholder Engagement: Foster greater engagement and collaboration among all stakeholders, including teachers, parents, community members, and educational authorities. Their collective efforts are crucial in creating an inclusive learning environment.
4. Research and Innovation: Encourage and support research on inclusive education practices within the Ghanaian context. This will promote the development of evidence-based strategies and the sharing of best practices.















[bookmark: _Toc149043053]REFERENCES
Adderley, R. J., Hope, M. A., Hughes, G. C., Jones, L., Messiou, K., & Shaw, P. A. (2015). Exploring inclusive practices in primary schools: focusing on children’s voices. European Journal of Special Needs Education, 30(1), 106–121. https://doi.org/10.1080/08856257.2014.964580
Akyeampong, K., Finkelman, J., & Adu-Yeboah, C. (2018). Inclusive education policy implementation in Ghana: A review of progress. International Journal of Inclusive Education, 22(10), 1146-1163.
Anthony, J. (2011). Conceptualising disability in Ghana: implications for EFA and inclusive education. International Journal of Inclusive Education, 15(10), 1073–1086. https://doi.org/10.1080/13603116.2011.555062
Arthur, D. (2016). Ghana: Education sector analysis. World Bank Group.
Barton, L., & Armstrong, F. (2007). Policy, Experience and Change: Cross Cultural Reflections on Inclusive Education (Vol. 4). London: Springer.
Boso, N. S., Okyere, A. K., & Adjei, E. (2020). Inclusive Education: Perspectives of Pre-Service Teachers in Ghana. Journal of Education and Human Development, 9(1), 20-34.
Botts, B. H., & Owusu, N. A. (2013). Preventing School Failure: Alternative for Children and Youth the State of Inclusive Education in Ghana. West Africa the State of Inclusive Education in Ghana, 1-3.
Burrell, N., & Gross, C. (Eds.) (2017). . (Vols. 1-4). SAGE Publications, Inc, https://doi.org/10.4135/9781483381411
Butcher, J., Sinclair, S., & Clarke, A. (2015). The: The Open project. Pedagogic Research Institute and Observatory, (9), 25 29.
Byers, R., & Rose, R. (2004). Planning the Curriculum for Pupils with Special Educational Needs (2nd ed.). London: David Fulton.
Chhabra, S., Srivastava, R., Srivastava, I. (2010). Inclusive education in Botswana: the perceptions of school teachers. Journal of Disability Policy Studies, 20, 219-228.
Creswell, J., & Miller, D. (2000). Determinining validity in qualitative research. Inquiry Theory into Practice, 39(3), 124-131.
Crowley, J. (1996). Inclusive Practices. Sydney: Harcourt Brace.
Dettmer, P., Thurston, P. L., Knackendoffel, A., & Dyck, J. N. (2009). Collaboration, Consultation and Teamwork for Students with Special Needs (6th ed.). Colombus: Pearson.
Farrel, M. (2003). Understanding Special Educational Needs: A guide for students and teachers. London: RoutledgeFalmer.
Forlin, C., Tait, K., Carroll, A. and Jobling, A. (1999). Teacher education for diversity. Queensland Journal of Educational Research, 15, 207-225.
Frederickson, N., & Cline, T. (2009). Special Educational Needs,Inclusion and Diversity (2nd ed.). London: Open University Press.
Gennaro, D., Pace, E., Zollo, L., & Aiello, P. (2014). Teacher capacity building through critical reflective practice for the promotion of inclusive education. Problems of Education in the 21st Century, 60, 54-67
Goering, S. (2015). Rethinking disability: the social model of disability and chronic disease. Current Reviews in Musculoskeletal Medicine, 8(2), 134–138. https://doi.org/10.1007/s12178-015-9273-z
Ghergut, A. (2010). Analysis of inclusive education in Romania. Results from a survey conducted among teachers. Procedia Social and Behavioural Sciences, 5, 711-715.
Grue, J. (2015). Disability and Discourse Analysis (1 ed.). Surrey, UK: Ashgate Publishing Limited.
Gyimah, E. K. (2014). Parental involvement in education in Ghana: Implications for students' academic performance. Journal of Sociology, Psychology and Anthropology in Practice, 6(1), 24-39.
Hayford, S. K. (2007). Continuous assessment and lower attaining pupils in primary and junior secondary schools in Ghana. PhD Thesis: University of Birmingham. Retrieved 21st June, 2014 from http://etheses.bham.ac.uk/ 128/1/Hayford08PhD.pdf.
Hay, J.F., Smit, J., and Paulsen, M. (2001). Teacher preparedness for inclusive education. South African Journal of Education, 21, 213-218.
Hehir, T., & Katzman, L. (2012). Inclusive Schools. Sanfrancisco: Jossey- Bass.
Hiuhu, B. (2002). Educational Resources in an Inclusive Setting. Nairobi: KISE.
Haug, P. (2017). Understanding inclusive education: ideals and reality. Scandinavian Journal of Disability Research, 19(3), 206–217. https://doi.org/10.1080/15017419.2016.1224778
Idol, L. (2006). Toward inclusion of special education students in general education. A Program Evaluation of Eight Schools, 27(2), 77- 94.
Johnson, L. S. (2003). The Diversity Imperative: Building a culturally responsive school ethos. Intercultural Education, 14(1), 17–30. https://doi.org/10.1080/1467598032000044629
Kofi, L., & Anastasiou, D. (2015). International Journal of Educational Development Special and inclusive education in Ghana: Status and progress and implications. International Journal of Educational Development, 41, 143 152.
Kuyini, A. B., & Seidu, D. N. (2017). Inclusive education in Ghana: Policy, implementation, and challenges. Journal of Research in Special Educational Needs, 17(1), 18-26.
Liasidou, A. (2014). Critical disability studies and social just change in higher education. British Journal of Special Education, 41(2), 120-135
Liasidou, A. (2016). inclusive education 20 years after Salamanca. European Journal of Special Needs Education, DOI:10.108/08856237.2015.1134946.
Medina-García, M., Doña-Toledo, L., & Higueras-Rodríguez, L. (2020). Equal Opportunities in an Inclusive and Sustainable Education System: An Explanatory Model. Sustainability, 12(11), 4626. https://doi.org/10.3390/su12114626
Miles, S., & Singal, N. (2010). The Education for All and inclusive education debate: conflict, contradiction or opportunity? International Journal of Inclusive Education, 14(1), 1–15. https://doi.org/10.1080/13603110802265125
Ministry of Education. (2006). The knowledge Promotion Reform. Retrieved 09 22, 2016, from HTTP://udir,no/stottemeny/english/curriculum-in-English/-english/knowledgepromotion
Mittler, P. (2000). Working Towards Inclusive Education: Social Contexts. London: David Fulton.
Ministry of Education, Ghana. (2015). Ghana Inclusive Education Policy. Accra, Ghana.

Rothì, D. M., Leavey, G., & Best, R. (2008). On the front-line: Teachers as active observers of pupils’ mental health. Teaching and Teacher Education, 24(5), 1217–1231. https://doi.org/10.1016/j.tate.2007.09.011
Zabeli, N., & Gjelaj, M. (2020). Preschool teacher’s awareness, attitudes and challenges towards inclusive early childhood education: A qualitative study. Cogent Education, 7(1). https://doi.org/10.1080/2331186X.2020.1791560
[bookmark: _Toc149043054]APPENDIX 
SIMON DIEDO DOMBO UNIVERSITY OF BUSINESS AND INTEGRATED DEVELOPMENT STUDIES
FACULTY OF PUBLIC POLICY AND GOVERNANCE
DEPARTMENT OF GOVERNANCE AND DEVELOPMENT MANAGEMENT

[bookmark: _Hlk109484325]PROGRAMME OF STUDY: MSC DEVELOPMENT MANAGEMENT

QUESTIONNAIRE FOR TEACHERS
Topic: Teacher’s Perception Towards Inclusive Education in Tatale-Sanguli District

Introduction
I am an MSc student of Simon Diedon Dombo University of Business and Integrated Development Studies, Faculty of Public Policy and Governance, department Governance and Development Management. I am writing a term paper as part of the requirements for my MSc programme on the topic “teacher’s perception towards inclusive education in Tatale-Sanguli district”. This survey instrument has been designed to enable me obtain the necessary data on the aforementioned topic. Your response to this questionnaire will be very much appreciated and any information you provide will be treated as highly confidential and applied for the academic purpose for which this questionnaire was designed. Thank you for your time.

SECTION A: Demographic Characteristics of Respondents
1.  Gender 
 (1) Female       


 (2) Male           
2. Highest level of education?
(1) 4-year Certificate A


(2) 3-year Post-Secondary Certificate

(3) Diploma

(4) B.E.D 


3. Years of Teaching Experience?

(1) Less than 5 years

(2) 5-10 years

(3) 11-15 years
(4) 16-20 years


(5) More than 20 years
4. Marital Status?

(1) Single
(2) Married	

(3) Cohabiting 

(4) Widowed 

(5) Other (Please Specify)…………………………………. 
5. Religion?
(1) Christianity

(2) Islam


(3) Traditionalist
(4) Other (Please Specify)………………………………………

SECTION B: Awareness of Inclusive Education
6. Have you heard about the concept inclusive education before? 
(1) Yes

(2) No 	

7. If yes, how did you get to know about this concept? Provide options

(1) Government Policies
(2) Integration of Children with Disabilities

(3) Special Needs Education Unit

(4) Teacher Training

(5) Other (Specify)……………………………………………………….


8. Do you have key knowledge on how the concept inclusive education works?
(1) Yes


(2) No 

9. If yes, could you please tell me what you know about the working of the term inclusive education? 

(1) Provision of Assistive devices
(2) Modified Curriculum Materials (Universal Design for Learning)

(3) Physical modification to school facility

(4) Individualized support system

(5) Co-teaching

(6) Other (specify)…………………………………………………………………SECTION C: Teachers’ Perception about Inclusive Education
10. To what extent do you agree with the following statements about inclusive education?
	[bookmark: _Hlk109575801]Using the scale 1 to 4; where (1). Strongly agree [ ] (2). Agree [ ] (3).  Disagree [ ] (4). Strongly Disagree [ ]. Kindly provide your response to the following statements.

	Statements
	1
	2
	3
	4

	Perception on Special needs of children in regular classroom

	Increase the child’s circle of friends
	
	
	
	

	Limit the child’s level of academic performance
	
	
	
	

	Make the child well-adjusted socially
	
	
	
	

	Worsen the child’s learning problem
	
	
	
	

	Have a negative effect on the social development of other children
	
	
	
	

	Provide more opportunities for the other children to benefit from the specialized instruction of the children
	
	
	
	

	Develop a stronger feeling in the child of confidence in his/her academic ability
	
	
	
	

	Increase the amount of social rejection by the child’s peers
	
	
	
	

	Perception on the Regular Teachers

	Do not understand problems associated with children with disability
	
	
	
	

	Do not make appropriate educational provisions for children with disabilities
	
	
	
	

	Are well-prepared to teach children with disabilities in regular class
	
	
	
	

	Are happy to have children with disabilities in their classes
	
	
	
	



SECTION D: Challenges Faced in Implementing Inclusive Education 
11. To what extent do you agree with the following statements about the challenges to implementation of inclusive education in your school?
	Statements
	1
	2
	3
	4

	Poor funding

	
	
	
	

	Misinterpreted concept of inclusive education
	
	
	
	

	Inflexible school curriculum
	
	
	
	

	Lack of inclusive learning environment
	
	
	
	

	Inadequate infrastructure
	
	
	
	

	Community’s attitude towards disability
	
	
	
	

	Lack of adequate involvement of all stakeholders
	
	
	
	



THANK YOU.
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