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ABSTRACT
Ghana has embarked on piloting inclusive education in 35 schools since 2003.
Since then, no study has been done on parental perceptions, expectations and
involvement in inclusive education. Parents’ perceptions, expectations and
involvement can affect inclusion and the education of children. It was therefore
imperative to investigate exactly parents’ perceptions, expectations and involvement
in inclusive education in Ghana. The study was a descriptive survey and was guided
by three research questions. The sample comprised 560 parents and 35
headteachers, sampled from the 35 pilot inclusive schools.
The instruments for data collection were questionnaires and an interview schedule.
The questionnaire had four sections which elicited information on demographic
data, parental perceptions, expectations and involvement in inclusive education. All
participants completed the questionnaire and 20 parents were randomly sampled
and interviewed. The interview schedule elicited information on demographic data,
parental expectations and involvement in the education of their child. Descriptive
statistics, independent sample t-tests, one-way ANOVAs, chi-squares and
correlation were used to analyse the questionnaire data. The interview data were
analysed thematically.
The findings showed parents were knowledgeable about inclusive education and
perceived it to be beneficial. The majority of the parents reported that inclusive
education was meeting their expectations for their children. Yet 53.8% of them felt
children with SEN should not be educated in inclusive schools.
Parents were found to be involved in inclusive education. They, however, desired to
be more involved in volunteering, decision-making, individualised educational plan
development and the discipline of their children. The study established a
relationship between parents’ current involvement, the knowledge parents have of
inclusive education and the benefits parents perceived of inclusive education.
Among the recommendations was a need for a policy on parental involvement to
guide practice. Results of the study will help inform the Ministry of Education
Science and Sports in planning, as they will know how parents perceived inclusive
education and how they were involved or expect to be involved.
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CHAPTER ONE
1 INTRODUCTION
1.1

Background of the study

Currently, inclusion is the new drive in the provision of education for children with
special educational needs (SEN). It is a world-movement affecting the way children
with SEN are educated in developed and developing countries (Mittler, 2002; Sebba
and Ainscow, 1996). It has been described as a social movement against exclusion
from and in the educational system (Slee and Allan, 2005). The Salamanca
Statement, which was signed by 92 countries and of which Ghana is a signatory,
calls on governments to adopt the principle of inclusive education (IE), ‘‘enrolling all
children in regular schools, unless there are compelling reasons for doing
otherwise’’ (United Nations Educational, Scientific and Cultural Organisation,
UNESCO, 1994:3).
Ghana has not been left out of this inclusive drive. Gyimah and Vanderpuye (2011)
report that in order to realise the vision of inclusion, the country, under the direction
of the Special Education Division (SpED) of the Ministry of Education Science and
Sports (MOESS), has since 2003 embarked on piloting inclusive education (IE)
programmes. The reason for this approach was that, since there is no model
anywhere to emulate, care needs to be exercised. The first phase of the project
started with 35 primary schools selected from three regions. Currently, there are 45
primary schools officially being used as a pilot project for IE in Ghana. However,
almost every regular school in the country has children with SEN receiving
education in them. Moreover, the Persons with Disability Act (Republic of Ghana,
2006), Act 715, mandates that no school in the country should reject any child, the
only exception being where assessment results show that regular education
placement is inappropriate. That is when assessment results reveal that the child’s
SEN is severe and would require special school placement. Thus, it is legally
binding in every school to enrol children with SEN and to provide quality education
for them. Schools must ensure that children with SEN are accepted in class and that
their needs are met to ensure their educational success.
For inclusion to work successfully there is the need for parents, teachers, school
administrators, professionals and all other stakeholders to work together (UNESCO,
2005). Parents especially must give their full support and involvement as they are
the custodians of their children and nothing can be done without their consent
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(Leyser and Kirk, 2004). Also, they must have a positive perception and attitude
towards inclusion otherwise the programme is likely to fail. Elkins, van Kraayenoord
and Jobling (2003, p.122) state that:
A successful system of inclusion requires that the community
believe in the competence of the education system to meet the
needs of all students. Parents especially have to have confidence in
the capacity of the schools to understand and effectively educate
their children with special needs.
1.1.1

Importance of parental involvement and expectations in inclusive
education

A significant factor that contributes to the development of effective inclusion
programmes is the involvement of parents of children with and without SEN in the
inclusion process (Renzalia et al., 2003; Salend, 1998). Programmes are more
effective and long lasting for students when parents are part of the action team
(Lewis and Doorlag, 2005; Epstein et al., 1997; Lewis and Doorlag 1995). Parents
can be instrumental in the success of inclusionary placements for their children.
They can collaborate with school personnel and community members to create and
support IE programmes. Parents’ perspectives of inclusive placement are relevant
because their views, expectations for their children and their perception of
drawbacks are likely to influence the inclusion process and their commitment to
inclusive placements.
According to Lewis and Doorlag (2005, 1995), the parents’ awareness of the
specific programme designed for the child and the resultant coordination between
home and school can make an important difference for many students, meaning
that parents are more likely to fully support educational programmes they are aware
of and their help has been solicited. They may, therefore, do their best to help their
children succeed in such educational programmes. In addition, the attitude of a
parent towards inclusion is crucial as this is likely to be conveyed to their child and
thereby influence the attitude that they have towards inclusion (Dhingra, Manhas
and Sethi 2007; Lewis and Doorlag, 2005; 1995).
Vlachou (1997), viewing the issue on a larger scale, said that the culture in which
children are nurtured shapes their perception, attitudes and understanding of
differences. Since parents transmit culture to their children it is needless to say that
their perceptions, attitudes and expectations will impact on their children.
Previous studies have shown that parental involvement (PI) is essential for any
educational success (Epstein and Sheldon, 2002; Fan, 2001; Simon, 2001). The No
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Child Left Behind Act in the United States, for example, makes provisions for PI
(United States Department of Education, 2002). This Act mandates schools to
increase their current PI activities in an effort to improve both student achievement
and school performance (United States Department of Education, 2002). In Ghana,
even though there is no specific legislature that mandates parents to be involved in
their children’s education, parents are expected to enrol their children in school and
ensure that their children attend. Parents can be prosecuted if they do not.
Parental expectations (PE) may affect their beliefs, knowledge, actions and
behaviour (Russell 2003). Adeniji-Neill (2012) reports that the expectations parents
have for their children motivates them to encourage their children to be successful.
This means that PE for their children in inclusive schools are vital as it can affect
their beliefs, perception and knowledge about IE. Additionally, it can affect their
involvement and how they encourage or support their children to be successful in
inclusive educational placements.
Parental perceptions, expectations and involvement can affect the successful
inclusion and education of children. It is therefore imperative to investigate exactly
the perceptions and expectations of parents about IE in Ghana and how they are
involved.
1.1.2

What informed the study?

My interest in the study was aroused as a result of working with parents and
teachers for a number of years. My work involved offering counselling to parents on
how to cater for their children with SEN and what to do to enhance the children’s
educational experience. It also involved training teachers on how to provide
educational intervention for children with SEN.
Additionally, I trained teachers on ways to effectively communicate with parents
about their children’s education. In the course of my duties, I realised that a number
of teachers worried about parents’ apparent lack of interest and involvement in their
children’s education. It appeared to me that most parents either did not understand
the concept of IE or merely displayed a negative social attitude and hence did not
want their children without SEN to be in the same class as children with SEN. There
was even an occasion when a parent withdrew her child from school because she
heard that there was a child with SEN enrolled in that class. Be that as it may, there
were some parents who probably understood the concept or had a positive attitude
towards individuals with SEN and wanted to be actively involved. For these parents,
the schools’ failure to get them involved was frustrating. There were others who
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wished to be involved but did not know how to go about it. For these reasons, I
questioned how parents in Ghana perceive IE, the expectations they had for their
children attending inclusive schools and how they are involved in IE.

1.2

Statement of the problem

As mentioned in section 1.1, Ghana has embraced the IE concept, and has included
it in its Education Strategic Plan (MOESS, 2010; 2003). Additionally, the enactment
of Persons with Disability Act (Republic of Ghana, 2006), Act 715, made provision
for the education of the child with SEN. For instance Article 20 (1) states that:
A person responsible for admission into a school or other institution
of learning shall not refuse to give admission to a person with
disability on account of the disability unless the person with disability
has been assessed by the Ministry responsible for Education in
collaboration with the Ministries responsible for Health and Social
Welfare to be a person who clearly requires to be in a special school
for children or persons with disability.
This stipulation emphasises the country’s commitment to developing IE.
As outlined above, parents play a very important role in the success of any
educational programme involving their children. Consequently, Hildebrand (1986,
p.502) notes that ‘‘children cannot be educated apart from their families and have a
high quality programme’’.
Similarly, Sugden and Chambers (2005) state that there is an inseparable
relationship between the education of the child and the environment, therefore any
intervention process must consider this relationship. Beveridge (2005) citing
Bronfenbrenner’s (1977) ecological model explicitly points out that the home is part
of the child’s microsystem and that it is the basic learning context for most children.
Parents are part of this microsystem; in addition, the relationships they establish
with the school are part of the mesosystem. Parents can therefore not be left out in
the IE of their children and however they are involved in IE will impact on their
children’s educational progress.
While the Government of Ghana has adopted a cautious approach to the
development and implementation of IE and is piloting it in certain regions and
districts, it is unclear the extent of parents’ involvement. Are they involved at all in
their children’s education? If the answer is ‘‘yes’’, what role are they playing? If the
answer is ‘‘no’’, why are they not? What perceptions do parents hold about IE and
what expectations do they have of their children in IE placements? Hence it is
crucial to determine parental perceptions, expectations and involvement in IE in
Ghana in order to have a successful IE system in the country.
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1.3

Aims of the study

The aims and purposes of this study are to:
i.

Examine Ghanaian parents’ perceptions of IE and demographic variations
within their perceptions.

ii.

Examine Ghanaian parents’ expectations for their children, the contribution
of IE to the fulfilment of these expectations and demographic variations
within their expectations.

iii.

Examine current forms of PI, possible facilitators and inhibitors to PI and
demographic variations within PI.

1.4

Research questions

The review of the literature helped to refine the initial aims into three research
questions. These have been organised into three sections: parental perceptions;
parental expectations; and parental involvement. Sub-questions have been
developed for each research question to help in answering them more effectively.
Parental perceptions
1. What are parental perspectives on IE in Ghana?
a. What level of knowledge do parents have of IE?
b. What do parents perceive the benefits of IE to be?
c. What concerns do parents have about IE?
d. What are parents’ preferences for placement for children with SEN?
e. How do parental perceptions vary?
Parental expectations
2. What are the parents’ expectations for their children attending inclusive
schools?
a. What are the expectations of parents?
b. To what extent are these expectations met?
c. How do parental expectations vary?
Parental involvement
3. What is the extent and nature of parental involvement in inclusive schools in
Ghana?
a. How are parents currently involved in IE?
b. How do the inclusive schools involve parents?
c. What additional ways would parents want to be involved?
d. What factors facilitate and inhibit parental involvement?
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e. How does parental involvement vary?

1.5

Significance of the study

The study is significant for four reasons:
I. Studies on parental perceptions (PP), PE and PI in their children’s
education from African perspectives are limited in the existing literature.
None of the studies reviewed solicited information from Africans,
specifically Ghanaians, about the expectations parents have for their
children and whether IE will help fulfil their expectations. This study will
help add to the limited literature on African perspectives about the issues
of PP, PE and PI in IE.
II. None of the existing studies which were reviewed collected data on how
parents think the school could involve them in IE. This study gave parents
the unique opportunity to do so.
III. In the literature most of the studies conducted focused on mothers. Even
when in the literature they mentioned parents, fathers were grossly underrepresented. This study used an equal representation of fathers and
mothers.
IV. Last but not least, it is expected that the study will yield information that
will be useful to the SpED of the MOESS for planning as they will know
how parents perceive IE, the expectations they have of their children and
how they expect to be involved.

1.6

Definition of terms

The following terms are used within this thesis and the definitions adopted are
outlined below:
Children with SEN: has been used to refer to children with SEN and disabilities.
Educational level: refers to the educational qualifications of the parents.
Expectations: envisaged outcomes or predictions about the future.
Inclusive School: is a school where Ghana Education Service (GES) conduct
regular in-service training to educate staff on how to meet the needs of diverse
learners, parents have been educated about IE and their role in it and adaptations
are made in diverse ways to accommodate the need of all learners.
Involvement: the specific ways parents are engaged in the educational life of their
children.
Parents: this refers to anyone with whom the child is staying and who is taking care
of the child; this therefore includes biological parents, relatives or carers. This
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reflects the approach to child rearing in Ghana where extended families are more
significant than in most western countries.
Parental Perceptions: how parents understand, view or feel about IE. For this
study, it is conceptualised as parents’ knowledge, benefit and concerns about IE
and parents’ preferences for placement of children with SEN.
Regular School: these are schools in Ghana that are neither part of the pilot
inclusive schools or special schools.
Special School: is a school designated for specific categories of children with SEN.
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CHAPTER TWO
2 LITERATURE REVIEW
2.1

Introduction

The first chapter dealt with the background of the study, what informed the study,
the aims of the study and the research questions. Additionally, it highlighted the
significance of the study and gave some definitions of terms. These helped to put
the study into perspective. This chapter reviews literature relevant to the study and
is structured into three main sections which are in line with the aims of the study
presented in section 1.3.

2.2

Inclusive education and parental perception of inclusive
education

This section is concerned with the concept of inclusive education (IE) and parental
perceptions (PP) about IE. The PP component focuses on parents’ perceived
benefits, concerns, preferences for placement, and Ghanaian parents’ perceptions
of IE. In my view, this helps give insight to how parents perceive IE.
The demographic variables which influence PP and discussed in this chapter are
age, educational level, gender and having or not having a child with SEN. This is
because these variables are addressed in the literature and the results appear to be
inconclusive.
2.2.1

The concept of inclusive education

IE appears to be a complex and problematic concept (Mitchell, 2005; Mitchell,
2010). Pearson (2005) noted that the term inclusion does not have a universally
accepted definition. This may be because it can be defined in various ways
(Ainscow, Booth and Dyson, 2006; Thomas and Vaughan, 2004; Clough and
Corbett, 2000). Most definitions conceptualise it as a process of educating children
with SEN in general education classrooms (Blecker and Boakes, 2010; Idol, 2006).
It differs from integration, where children with SEN are physically placed in general
education classrooms without any provisions made, or mainstreaming where they
spend a portion of their school day in the general education programme and a
portion in a separate special education programme (Idol, 1997). In integration or
mainstreaming the child fits him/herself into the general education system and
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copes with the curriculum (Kunc, 1992), implying that it is the child who adapts, not
the school.
IE, involves the ‘‘restructuring of schools in order to respond to the needs of all
students’’ (Ainscow, 1995, p.1). McLeskey and Waldron (2000) therefore view
successful inclusion to be based on change in every aspect of schooling.
Confirming this and stressing the need for presence, participation and achievement
for all students, Flem, Moen and Gudmunsdotter (2004, p.95) conceptualise
inclusive schools as ‘‘fitting schools to meet the needs of all pupils’’. Internationally,
IE is broadly viewed as a reform that supports and welcomes diversity (UNESCO,
2001). Skrtic, Sailor and Gee (1996) conclude that IE involve schools meeting the
needs of every student.
To achieve success in IE, schools will have to pay ‘‘attention to all aspects of
schooling – curriculum, assessment, pedagogy, supports, and so on’' (Mitchell,
2005, p.4) and removing all hindrances to learning. The Centre for Studies in
Inclusive Education (2002) views IE as a continuous process of breaking down
barriers to learning and participation for all children. Consequently, Booth and
Ainscow (1998) say that schools, communities, governments and local authorities
will have to make all possible attempts to remove barriers to participation and
learning for all.
IE can therefore be said to be an educational endeavour that actively seeks to
remove all exclusionary pressures from the educational system by making it
conducive and flexible to accommodate all learners. IE has certain distinct features
that have been put forward by Mitchell (2005) and Ainscow (2005b). The next
section presents these features.
2.2.1.1 Features of inclusive education
Mitchell (2005, p.4) identified two features of IE:


Entitlement to full membership in regular, age-appropriate classes in
neighbourhood schools.



Access to appropriate aids, support services and individualised
programmes, with appropriately differentiated curriculum and assessment
practices.

The four features identified by Ainscow (2005b, p.15) are:


‘‘Inclusion is a process’’: inclusion is on-going and is aimed at finding ways
to respond to diversity and learning how to live and learn from differences.
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Differences therefore become the medium through which we learn to
cooperate and accept each other.


‘‘Inclusion is concerned with the identification and removal of barriers’’: it is
concerned with removing any barrier or impediment to learning. It also
involves constantly evaluating current policies and practices to identify any
shortfall that will result in children’s inability to maximise their potential. It is
about equal opportunities for all and also ensuring that nothing will serve as
a barrier to learning.



‘‘Inclusion is about the presence, participation and achievement of all
students’’: the concern is where the children receive their education and the
quality of experience they get there. Effort must be made to ensure that
children with SEN get worthwhile experiences and are seen as full members
of the class in their inclusive placements.



‘‘Inclusion involves a particular emphasis on those groups of learners who
may be at risk of marginalisation, exclusion or under-achievement’’: This call
for continuous monitoring of children who might be at risk to ensure that their
achievement and participation in school is sustained. This will require the
needs of the child to be recognised and the necessary support services and
curriculum adaptations be made available to the child (Mitchell, 2005).

Supporting this, Deiner (2005, p.24) said that:
Successful inclusion involves placing children in an educational
setting that provides the support that meets the children’s
emotional, social, and educational needs.
Consistent with the features of IE presented by Mitchell (2005) and Ainscow
(2005b), UNESCO (2005, p.13) states that IE is aimed at:
 Welcoming diversity;
 Benefiting all learners, not only the excluded;
 Including children in school who may feel excluded; and
 Providing equal access to education or making provision for certain
categories of children without excluding them.
Given the variations in conceptualisations of IE, one of the purposes of the present
study is to investigate parents’ understanding of what IE is and what it entails.
2.2.2

Models of inclusive education

Several models of IE have been proposed. In this section the models of Giangreco
(1997), Lewis and Norwich (1999) and Ainscow (2005) are discussed as they are
relevant to this study.
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2.2.2.1 Giangreco's (1997) model
Giangreco’s (1997) model of IE can be viewed as an interrelated model in this
sense he argued that any successful implementation of IE will require a close
relationship and collaboration between the key stakeholders. These include parents,
educators and other professionals. To him, there are certain key factors that need to
be considered in the interaction between the stakeholders. These are:


Collaborative teamwork;



A shared framework;



Family involvement;



General educator ownership;



Clear role relationship among professionals;



Effective use of support staff;



Meaningful Individual Education Plans (IEPs); and



Procedures for evaluating effectiveness.

In this model, emphasis is placed on the interaction between educators, parents and
other professionals. Relevant to the current study is the importance of the role of the
parents in the educational success of their children. Others have commented that
without PI educational success may be impossible (Epstein and Sheldon, 2002;
Fan, 2001; Simon, 2001).
Vital for the success of the IE programme in Ghana is the need to recognise the
important role of parents and family involvement in the education of children,
collaborative team work and a shared framework between key stakeholders.
Loreman, Deppeler and Harvey (2010) acknowledge the important role the family
plays and point out that, because of the increasing diversity in schools, there is a
need for schools to expand their understanding of family structures and actions.
Also, schools need to determine how best to respond to the needs of students
based upon how they learn, the cultures they come from, their language and their
general background. This is especially important in Ghana where children come
from different ethnic backgrounds, cultures and a complex family structure that
differs from those in countries where much of the research has been undertaken.
Also important is the role of professionals in developing and implementing IE.
Children have unique needs; hence the need to collaborate with professionals from
different fields to help children achieve their potential. Loreman et al. (2010, p.102)
point out that to get the full benefits from collaboration professionals will have to:
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Take time to understand the roles and respect the expertise of other
professionals.



Critically examine issues rather than agreeing quickly on solutions.



Take collective responsibility for outcomes of any decision-making.



Structure discussions to enhance effectiveness.

Gyimah (2006, p.51) observes that Giangreco (1997) did not clarify what he meant
by ‘‘general educator ownership’’ and that, on the surface, it may imply educators
have certain administrative powers or authority that could be used arbitrarily. Again,
the model did not provide information about the role of government in the practice of
IE. Gyimah (2006) points out that national goals must be set to promote the growth
and development of IE. Without this, in my view, IE is likely to fail.
2.2.2.2 Lewis and Norwich’s (1999) model
Lewis and Norwich (1999) acknowledge that each individual has needs that must be
identified and provided for. The three types of needs they identified are:
 Needs that are common to all (common).
 Needs that are common to some, but not others (specific).
 Needs that are unique to an individual (unique).
As the needs of individuals move from common to unique they become more
complex, demanding and difficult to cater for. It is the educator’s primary
responsibility to ensure that the needs that are common to all are met. Basically,
educators should be able to cater for these. With the second and third level of
needs, the curriculum should be adapted to cater for the needs of these children. It
has been noted that parents of children with and without SEN have expressed
concern about general education teachers’ capabilities of catering for the needs that
are specific and unique to some children (Yssel et al., 2007; Leyser and Kirk, 2004;
Grove and Fisher, 1999; Shipley, 1995; Waggoner and Wilgosh, 1990). These
concerns are genuine and should be addressed.
2.2.2.3 Ainscow's (2005a) model
Ainscow (2005a) points out that inclusion is a big challenge facing school systems
worldwide. He is of the view that to make educational systems more inclusive, there
is a need to identify what he terms as the levers for change. This has been
explained by Senge (1989, p.4) ‘‘as actions that can be taken in order to change the
behaviour of an organisation and those individuals within it…’’. Ainscow proposes
that change agents must be able to identify what the high levers of change are and
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address them. He puts the school at the centre of his framework (see Figure 2-1)
and says that all changes must focus on ‘‘increasing the capacity of local
neighbourhood mainstream schools to support the participation and learning of an
increasingly diverse range of learners’’ (p.112).
In his framework he draws attention to a number of contextual factors that affect the
way the school carries out its work. He makes us aware that there are principles
that guide policy priorities within the educational system. Also, there are views and
actions of others within the local context. This includes members of the wider
community that the school serves and the staff of the departments that have
responsibility for the administration of the school. Finally, there are criteria that are
used to evaluate the performance of schools.

Figure 2-1: Ainscow's (2005a) levers for change p.111
The framework did not explicitly state how the elements in the model interrelate and
interconnect. Gyimah (2006, p.53), critically analysing the framework argues that it:
Does not give sufficient information on how School Review and
Development affects Principles. Again, there is lack of information
on how the other variables or factors interrelate. Apart from placing
a huge responsibility on Schools, the framework does not clearly
show how the Principles are derived since the Education
Department and the Community apparently have no influence on the
principles… Besides, there is no information about what
contributions governments can make in supporting inclusion.
As mentioned in relation to Giangreco’s (1997) model, if the role of the government
is not spelt out and its support elicited, it will be very difficult for any programme in
Ghana to succeed. If schools can be effective in their roles, they must be guided by
certain principles that will not only encourage PI, but more importantly support their
children’s education. Parents’ voices must be heard. In this sense, a form of
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partnership or collaboration is needed as enjoined by the SEN Code of Practice
(Department for Education and Skills, DfES, 2001).
In this study, therefore, there was a need to investigate if the schools have clear-cut
policies or guidelines on PI. These guidelines if present will outline actions to be
taken to change the behaviour of schools and ‘‘those individuals within it’’ (Senge,
1989, p.4). Also, it will detail what the school and its members will do to ensure
continual PI and successful inclusive programmes.
The models reviewed show that there are variations in the way the theorists
approach the IE agenda. Collectively, they make us aware that IE is not easy to
achieve yet, with the insight they offer, IE can be developed and implemented with a
high degree of success.
2.2.3

Inclusive education in Ghana

Ghana has endorsed all international treaties on the rights of people with SEN and
has made constitutional provisions for their education (GES, 2005). Education for all
children has been an age-long priority in Ghana and this can be traced to the 1961
Education Act which mandates Free Compulsory Universal Basic Education
(FCUBE). IE in Ghana has been greatly influenced by The Salamanca Statement
(UNESCO, 1994). Prior to this, education of children with SEN was mainly
concentrated on special school placement. More recently, the Persons with
Disability Act (Republic of Ghana, 2006), Act 715, further legitimises IE placement.
Denying placement based on SEN has become punishable by law. Furthermore,
policy documents such as the Education Strategic Plan (MOESS, 2010, 2003) and
the Special Educational Needs Policy Framework (SENPF) (GES, 2005) advocate
for IE.
Ghana has adopted IE in a bid to fulfil the Education for All (EFA) agenda (Gyimah
and Mohamed, Forthcoming; Anthony, 2009). Gyimah and Mohamed (Forthcoming)
noted that the rationale for IE in Ghana is a re-echo of the recommendations of the
Salamanca statement. Basically, it is to restructure schools, making them more
accessible to all children. Additionally, according to Gyimah and Mohamed,
(Forthcoming) it is to:
 Promote equal access to education.
 Encourage partnership between professionals.
 Equip teachers with competence to help optimise learning.
 Remove barriers to learning.
 Ensure adaptable and flexible curriculum.
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 Provide comprehensive and multi-disciplinary assessment to meet diverse
needs of learners.
 Promote parental involvement.
In Ghana the SpED of the MOESS has the responsibility of implementing IE. The
goal of the MOESS is 100% enrolment of children with non-severe SEN into
mainstream schools by 2015 (MOESS, 2008; 2003). Gyimah and Mohamed
(Forthcoming) report that in the bid to implement IE cautiously and successfully,
SpED has collaborated with organisations such as United States Agency for
International Development/Education Quality for All Programme and adopted the
following strategies:


National forum on IE to sensitise and orient stakeholders to the
philosophy and practice of IE.



Piloting inclusive schools.



Production of screening and training manuals.



Collaboration with non-governmental organisations (NGOs) and
organisations of persons with disabilities.



Establishment of working relationship with the West African Examination
Council (WAEC).



In-service training (INSET) for teachers on IE.



Development of SEN policy to guide practice.

The implementation of the first phase of piloting IE was carried out in three regions
of the country (see Table 4-1 in chapter 4), and it was to ensure it worked before
embarking on it on a large scale. Gyimah and Mohamed (forthcoming) citing Moltó,
(2003), suggest that the piloting was done in order not to force the policy on
teachers.
2.2.3.1 Challenges to inclusive education in Ghana
Despite the advancement of the programme and policy initiatives, just like the
implementation of IE in developed countries, challenges are inevitable and Ghana is
no exception. Several researchers have identified possible or current challenges
facing IE in Ghana (Adera and Asimeng-Boahene, 2011; Vanderpuye, Gyimah and
Deku, 2009; Vanderpuye and Deku, 2007; Vanderpuye, Deku and Kwarteng, 2006;
Gyimah and Mohamed, forthcoming). One major challenge is societal attitude
towards people with SEN. This is fuelled by Ghanaian cultural views about
disabilities. Adera and Asimeng-Boahene (2011) report that people with disabilities
sometimes face ridicule through folklore and songs due to deep rooted beliefs that
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they are curses from God or the result of witchcraft. Agbenyega (2003) and OliverCommey (2001), referring to the derogatory labels used in the society to refer to
people with SEN, report that the use of these labels filter into the school system,
resulting in ostracism and stigmatisation either by teachers or peers.
Also, it has been identified that teachers lack the skill to effectively educate children
with SEN (Agbenyega, 2007; Obeng, 2007; Gyimah and Mohamed, forthcoming).
Additionally, there was lack of:


Commitment on the part of government;



Educational resources;



Appropriate assistive technology;



Funding; and



Support.

Other challenges identified were:


Large class sizes



Inappropriate infrastructure and



The existence of dual mode (special and inclusive schools).

Gyimah and Mohamed (forthcoming) point out that, even though there is Act 715 of
Act 2006, which states the rights of people with disabilities, it does not specify how
persons with disabilities and SEN should be included. In effect, these authors
highlight the lack of policies to guide the development and implementation of IE in
the country and point out that, if this was to exist, it would (for example) categorise
ways parents could be involved. In some countries it is a legal requirement for a
policy on PI. For example, the United States of America (USA) has a requirement
that district schools and schools receiving federal funding must have a written PI
policy to guide practice (No Child Left Behind Act, 2002).
The schools used for piloting IE in Ghana were previously regular schools that
enrolled both children with and without SEN. Teachers in these schools were not
given INSET on IE and the roles required of them and no workshops or seminars
were held for parent on IE. Additionally, no effort was made to meet the educational
needs of children with SEN. Upon the decision to use the selected schools as pilot
inclusive schools, the MOESS started running INSET programmes for teachers and
workshops for parents about IE. Also, there was the assessment of the children in
these schools to determine the extent and nature of their SEN (GES, SpED, 2005).
There was the conscious effort to meet the needs of children with SEN in these
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schools, for example, the establishment of a working relationship with WAEC for
extended examination times for children with SEN among other arrangement
(Gyimah and Mohamed, Forthcoming). It is these INSET programmes and
workshops for teachers and parents and effort to meet the needs of children with
SEN that brought the difference between the regular schools and pilot inclusive
schools in Ghana.

In Ghana professionals in education use the term SEN to refer to children
who have significant learning difficulties and therefore need special
educational provisions by way of adaptations to the curriculum or the
physical environment in order for them to achieve their potential. This is
therefore no different from how SEN is used by the Special Educational
Needs Code of Practice (2001). Professionals also assigned labels to
specific categories of children with SEN (Gyimah, 2006). The term disability
on the other hand is used by professionals in Ghana to refer to people who
have physical or mental impairment which affects the person’s ability to
perform normal routine activities. Parents in Ghana are not familiar with the
term ‘SEN’ rather they use the term disability/disabled children or people to
refer to people with sensory impairments, intellectual disabilities as well as
those with learning difficulties.
2.2.4

Parental perception of inclusive education

After discussing the concept, and models of IE, and IE in Ghana, the review in this
section addresses PP of IE as shown in Figure 2-2 below. The demographic
variations in PP of IE are discussed in section 2.2.5.
IE and parental perception of IE
1. The concept of IE
2. Models of IE
3. IE in Ghana
4. Parental perception of IE
5. Demographic variations in PP of IE

Figure 2-2: Outline of literature reviewed for inclusive education and
parental perception
2.2.4.1 Parents’ perceived benefits of inclusive education
IE has been perceived by parents as having social benefits for children with and
without SEN (Leyser and Kirk, 2004; Peck et al., 2004; Palmer, Borthwick-Duffy and
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Widaman, 1998). Fuchs and Fuchs (1994) report that children with and without SEN
benefit from the social interaction with each other. Several studies have found that
parents acknowledge that the presence of children with SEN improves the social
climate of the classroom and enables typically developing children to accept human
diversity (Peck et al., 2004; Tafa and. Manolitsis, 2003; Giancreco et al., 1993;
Peck, Carlton and Helmstetter, 1992). Ryndak et al. (1995) reported that children
with SEN developed friendships and experienced feelings of belongingness and
acceptance when placed in inclusive classrooms. Earlier studies done by Green and
Stoneman (1989) and Peck et al. (1992) with parents of children without SEN
confirm that inclusion facilitates friendship between children with and without SEN.
Parents have reported that IE prepares children for the real world and that it
provides them with environments that stimulate learning (Leyser and Kirk, 2004;
Tafa and Manolitsis, 2003; Guralnick, 1994). Parents of children with SEN said that
their children showed improvement in their academic, speech, language and
communication skills (Ryndak et al., 1995). Snell (2009) reports that children with
SEN can and do benefit academically from instruction within inclusive settings.
Cole, Waldron and Majd (2004) found that students without SEN who received their
education in inclusive classrooms made better progress in mathematics and reading
as compared to their counterparts in non-inclusive settings. The explanation given
by Cole et al. (2004) was that the support given in the inclusive classrooms, which
were aimed at children with SEN, was beneficial for all children and therefore IE
should be supported.
Palmer et al. (2001) found that parents with children with SEN have different
reasons for supporting IE. The reasons are based upon the perceived benefits of IE,
some of which are:


It would lead to the improvement of academic and social skills due to
increased stimulation and higher expectations.



It will benefit general education students.



It would lead to improved family connection with home school placement
because of the concept of neighbourhood schools.



It will satisfy parents’ moral or philosophical beliefs, for example, segregation
is morally wrong.

2.2.4.2 Parental concerns about inclusive education
Some parents of children with SEN have expressed concern about the possible
negative social and emotional impact IE could have on their child (Leyser and Kirk,
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2004). Parents of children with SEN appear to differ in their concern regarding their
children’s academic, social, and emotional progress. It has been suggested that PP
of IE is determined by the outcomes they value most for their child (Palmer et al.,
1998). Some parents appear to value the socialisation aspect of IE while others are
concerned about the quality of education their children will receive. Palmer et al.
(1998) are of the view that parents who place a higher value on socialisation will
desire more inclusive placements for their children, while parents who value quality
may opt for segregated placement options.
Other concerns expressed by parents of children with SEN over the years are
possible social isolation, negative peer attitudes such as bullying, teasing and
isolation; decreased self-confidence; poor quality of teaching; inadequate teacher
training; lack of support by the teachers and the parents of typically developing
children and inadequate knowledge of staff about IE (O’Connor, 2007; Yessel et al.,
2007; Leyser and Kirk, 2004; Palmer et al., 2001; Rafferty, Boettcher and Griffin,
2001; Grove and Fisher, 1999; Shipley, 1995; Waggoner and Wilgosh, 1990; Bailey
and Winton, 1987; McDonnell, 1987). Kenny et al. (2005), in support of this, report
that parents fear that teachers may lack knowledge in differentiating the curriculum
and adopting flexible teaching strategies. Closely related to this, O’Connor (2007)
found that parents expressed concern that some teachers lacked the expertise in
identifying the educational needs of children and subsequently in providing the
necessary intervention for children who needed assistance. They were concerned
that this lack of expertise could hinder early intervention, delay academic progress
and generate frustration for the child, teacher, parent and other pupils in the class.
Additionally, parents felt that the inclusion of some children could hinder or slow the
progress of other pupils (O’ Connor, 2007; Palmer et al., 2001). Palmer et al. (2001)
mentioned that some of the parents in their study believed that their children with
SEN would cause distraction in the inclusive classroom.
Parental concern may be based on the severity of the child’s condition. Palmer et al.
(2001), after analysing the comments of 140 parents with children with severe SEN,
found that a negative parental attitude towards IE was because parents thought that
the severity of their child’s condition meant that inclusive classrooms would not be
accommodating enough and that teachers would be overburdened with children
with SEN in their class. Other issues that concerned the parents were class size,
teaching conditions, the demands of teaching to a diverse range of students, their
child not receiving special attention, or fearing that their child would be mistreated,
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harmed or ridiculed in the classroom. Kalyva, Georgiadi, and Tsakiris (2007, p.297)
report that concerns usually expressed by parents of children without SEN are:


‘‘good students get bored because of the relaxed teaching atmosphere,



most students without SEN attend a programme of lowered expectations,



students with SEN are disappointed when they discover that other students
study less and get the same or even better grades, and



teachers devote ‘too much time’ to discipline and manage students
who have behavioural problems or work at a slower tempo’’.

Further concerns were expressed about IE by parents of children without SEN.
Laurel, Duhaney and Salend (2000) reported that they were concerned about the
effectiveness of instruction in inclusive classrooms. Parents were also of the view
that some children did not receive enough help from teachers in inclusive
classrooms. Additionally, their children would emulate the negative behaviours of
the children with SEN and that some of the teachers in such classrooms did not
have the requisite training or qualification to train or teach children with SEN.
Parents in the study by Peck et al., (1992), however, reported that their children did
not pick up any inappropriate behaviour, rather they learned appropriate behaviours.
From the above, it is evident that the concerns expressed by parents in the
developed countries are many. In Ghana, there is a need to investigate if parents
have any concerns and, if they do, there is a need to find out exactly what they are
so that they can be addressed.
2.2.4.3 Parental views about placement of children with SEN
Parental views about placement vary widely. Some parents actively campaign for
inclusive provision whereas others prefer segregated environments for children with
SEN (Runswick-Cole, 2008; Kenny et al., 2005). According to Evans and Lunt
(2002), parents with children with SEN want what is best for their child and most of
the time it is placement in special schools they view to be the best option. These
parents may be sceptical about their children’s placement in inclusive environments
because they feel that their children may no longer receive individualised instruction
or support services (Green and Shinn, 1994). Aside this, Runswick-Cole (2008)
reports that these parents believe that segregated environments are the only ones
that can cater for their children’s unique educational needs.
Most of the literature found on the views of parents without children with SEN
regarding placement are based on studies done in integrated environments. Even
though the available literature focuses on integration, not IE, it helps us have a

21
general idea of whether parents want their children to be educated in the same
class with children with SEN or not.
Parents of children without SEN showed positive perspectives towards their children
being educated with children with SEN. The studies, however, did not offer them the
opportunity to indicate their preferred placement option. Green and Stoneman
(1989) found that parents were generally positive towards educating their children in
integrated environments. Peck et al. (1992) also said that parents preferred having
their children in integrated classrooms. Lowenbraun, Madge and Afflect (1990)
reported that parents were satisfied with their children’s academic and social
progress in their integrated environments. The majority of parents (65%) said they
would opt for integrated environments in the future. One third said they requested
this placement for their child because of teacher expertise, individualised instruction
and the small class sizes, which are all characteristics of such classrooms.
Giangreco et al. (1993) report that parents felt inclusive placements had a positive
effect on their children’s emotional and social growth and that they did not prevent
their children from having a good education.
From the literature gathered from studies conducted in developed countries, it
seems that the views of parents on inclusion of children with SEN in inclusive
classrooms are varied. Since none of the studies reviewed had information of
parental choice of placement for children with SEN in Ghana, there is the need to
investigate where Ghanaian parents think children with SEN should be educated.
2.2.4.4 Ghanaian parents’ perception of inclusive education
Searching for literature using the Web of science, British Education index, University
of Leeds catalogue, Google scholar, University of Cape Coast and Winneba library
yielded limited literature in this area. As stated earlier, in Ghana, societal attitudes
towards people with SEN are influenced by our cultural beliefs and views about
disability. Predominantly, the existence of disability is attributed to unexplainable
spiritual factors such as punishment from the gods or as a result of their anger or
curse (Abosi, 2007; Obeng, 2004; Okyere, 2003; Avoke, 2002; Ocloo et al., 2002;
Oliver-Commey, 2001). These have shameful connotations. Adera and AsimengBoahene (2011, p.29) reported that some communities in Ghana see SEN:
As a stain to the social status of a family, often leading to these
children being isolated and hidden away or placed in segregated
institutions where they are excluded from inclusion in
mainstream society.
Against this background, it might be assumed that PP of IE may not be favourable.
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Although there were limited studies on PP or views about IE in Ghana, research
carried out by Vanderpuye (2003) on challenges to mainstreaming in Ghana, as part
of her MPhil thesis, revealed that parents were of the view that children with mild to
moderate SEN and those with severe to profound SEN should attend separate
special schools. These items had means of 2.6 and 3.8 on a maximum scale of 4
(with 1 being the least score and 4 the maximum score) and standard deviations
(SDs) of .76 and .57 respectively. This shows that the parents were not in favour of
children with SEN and those without SEN being educated together. The study
concluded that the attitude of parents towards mainstreaming of children with SEN
was negative and that the negative attitude was more pronounced for children with
severe to profound SEN. Supporting this, Okyere (2003) reports that in most African
societies, parents would not like their children to be educated with children with
SEN.
From the above discussion it can be seen that literature on PP on IE abounds in
more developed countries, with the only shortfall being in the knowledge parents
have about IE. In the case of Ghana this is not so. Literature on PP about IE is
limited and in my view, a good starting point for research would be to investigate
the knowledge parents who have children in inclusive schools have about IE, what
they perceive to be its benefits and the concerns they have about it. The importance
of parental perspectives about IE cannot be overstated. Soodak (2004) emphasised
that the drive to embrace IE must include parental perspectives as they are one of
the key stakeholders and the success of IE depends to a large extent on them.
2.2.5

Demographic variations in parental perception of inclusive education

In this section, the demographic variables that influence PP are discussed.
2.2.5.1 Parental age and gender influence on perception of inclusive education
Besevegis et al. (1997), cited in Kalyva et al. (2007, p.297), identified age and
gender to be factors that influence the attitudes of Greek parents of children without
SEN towards IE. It was found that younger parents and women have a more
positive attitude towards IE than older parents and men. Balboni and Pedrabissis’
(2000) study supported the finding that women hold a more positive attitude than
men. Contrary to this, Kalyva et al. (2007) found that fathers had a more positive
attitude overall towards IE than mothers, and that the age of parents was not related
to their attitudes. The latter was supported by Balboni and Pedrabissi (2000) who
found that younger parents do not hold a different attitude from older ones. Studies
by Tafa and Manolitis (2003) and Green and Stoneman (1989) do not corroborate
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the findings of Besevegis et al., (1997) and Kalyva et al. (2007) as they did not
identify any differences in the attitudes of fathers and mothers. Due to this
uncertainty about whether age and gender affect PP about IE, there is a need to
find out whether, in Ghana, there is variation in PP of IE according to age and
gender.
2.2.5.2 Parental educational levels and their influence on perception of
inclusive education
There is evidence in the literature that there is a relationship between parental
educational level and perception about IE. Parents who have higher educational
levels have more positive beliefs than parents with lower educational levels. Studies
done by Palmer et al. (1998), Stoiber, Gettinger and Goetz (1998) and Guralnick
(1994) confirm that parents with higher educational levels hold more positive beliefs
about IE. However, Tofa and Manolitsis (2003) report that, generally, Greek parents’
education does not affect their attitudes towards IE. However, mothers with the
highest educational level held more positive attitudes towards the inclusion of
children with disabilities than mothers with lower educational levels. Kalyva et al.
(2007) however, report that educational level bore no relation to attitudes of parents
of children without SEN. This means that the research findings on the effect of
parental educational level on perception or attitude towards IE are contradictory.
There is a need to investigate whether PP about IE in Ghana varies with
educational level.
2.2.5.3 Perception of parents with and without children with SEN about
Inclusive education
Parental perceptions of IE are mixed; some parents without children with SEN
express concerns regarding the possible negative effects it can have on their child
(Leyser and Kirk, 2004; Palmer et al., 1998). Stoiber et al. (1998) report that parents
with children with SEN hold more positive beliefs about IE than most parents without
children with SEN. Elzein (2009) found that Lebanese parents with children with
SEN accepted IE and showed a positive attitude towards it.
Peck et al. (2004) surveyed 389 parents about their views on the impact of IE on
their children without SEN. Seventy eight percent of the parents said it had no
significant impact on their child’s academic progress. However, 15% of the parents
reported positive impacts, and 7% reported negative effects on their child’s
academic performance. The study revealed that 64% of the parents had a positive
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attitude towards inclusion and as a result 73% claimed they would enrol their
children in inclusive schools again if given another opportunity in the future.
Parents of children without SEN find IE beneficial as their children develop the
ability to learn about and accept human diversity (Peck et al., 2004; Tafa and
Manolitsis, 2003; Giancreco et al., 1993). A few parents without children with SEN
were not in favour of including children with severe conditions; also some of the
parents expressed concern that their children would learn bad behaviours in
inclusive classrooms (Peck et al., 2004).
Support for IE from parents with children with severe disabilities is mixed. Parents of
children with severe SEN have positive attitudes toward IE and attest to the social
and educational benefits it brings (Gallagher et al., 2000; Palmer et al., 1998). Other
studies have found less support for IE from parents with children with severe SEN
(Leyser and Kirk, 2004; Palmer et al., 2001). It is therefore difficult to generalise
parental support for IE when it comes to children with SEN. Parents hold different
views and these could be related to the level of needs required by their children
although other factors may be involved.
Even though a lot of research has been done on PP of IE, these studies were
conducted in more developed countries. Having started the IE programme in 2003,
Ghana is relatively young in inclusion and no study has yet focused on the
perception of parents, their expectation of their children attending inclusive schools
and their involvement in IE in Ghana. Secondly, it appears that none of the studies
conducted have focused on ascertaining the knowledge parents have about IE. This
has been addressed by this study.

2.3

Parental expectations

This section of the literature review focuses on PE of their children being educated
in inclusive schools. The areas the review focuses on are shown in Figure 2-3.
Parental Expectations (PE)
1. PE of education
2. PE of IE
3. Demographic variations in PE in
IE
Figure 2-3: Outline of literature reviewed for parental expectations
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2.3.1

Parental expectations of education

Expectations are subjective predictions about the future which originate from and
affect people’s beliefs, knowledge and experience (Olsen, Roese and Zanna, 1996).
According to Adeniji-Neill (2012, p.3):
Parental expectations are various beliefs, assumptions, and
aspirations that relate to, but are not limited to, the relationship of
students to faculty, curriculum, discipline, culture, acculturation, and
family composition as they contribute to children’s school
achievement.
Reviewing the work of various writers Adeniji-Neill concludes that expectations
normally motivated parents to encourage their children to be successful in school.
Russell (2003) suggests that parents develop expectations about their children’s
education through their own experiences or through information provided by the
school, media and other parents. Furthermore, ‘‘expectations help a person to make
behavioural choices because people behave differently during interaction according
to their expectations of the other person’’ (p.147). This means that PE of their
children in school originates from personal experiences or information and may
result in their motivation of their children towards higher achievement. Ultimately,
PE may impact on their involvement in their children’s education.
Some studies have explored PE of the school and teachers. They have revealed
that parents expect their children to progress academically and be happy in school,
be given homework and have fair discipline. Also, they expect quality teaching and
to be given information (Foot et al., 2000; Tartar and Horenczyk, 2000; Crozier,
1999; West et al., 1998).
The Organisation for Economic Co-operation and Development (OECD) (2006)
reported that American parents expect schools to provide conducive learning
environments and children will perfect the basic skills of reading, writing and
mathematics. Citing the Danish Ministry of Education’s survey (2000 and 2003),
OECD (2006) reported that parents valued social values and personal skills more
than academic ones. The five most important skills identified by Danish parents
were:


Reading;



Writing;



Social skills;



Confidence in one’s own potential; and



Ability to make decisions.
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Additionally, Danish parents would want ‘‘greater focus on academic performance
and individualised teaching’’ (p.41), so as to meet the needs of diverse learners.
In Japan, parents wanted an ‘‘education that cultivates humanity and does not over
emphasise achievement scores’’ (OECD, 2006 p.41). Also, the parents said they
wanted to send their children to schools which:


Train children to acquire basic skills through a rich natural living experience;



Have a partnership between home, school and community;



Have lots of people caring for children;



Cater for different interests and abilities of children;



Provide opportunities for children to meet different types of teachers and
peer group;



Have a clear educational philosophy;



Provide a well-balanced education;



Have high educational standards and quality learning environments; and



Educate the talented to global standards. (OECD, 2006. pp.41-42)

In England parents expect that their children will attain good academic results and
will remain in school beyond the age of 16 years (OECD, 2006; Batterham, 2003).
Batterham (2003) further reported that three quarters of the 3,137 parents
interviewed expected their child to progress higher than secondary school
education.
In the Slovak Republic, parents expect schools to develop thinking and problemsolving skills. The parents endorsed the development of key competencies (which
were not defined but I assume to be basic skills), communication skills, the use of
information and communication technology and the development of interpersonal
and personal skills (OECD, 2006).
OECD (2006), reporting on PE of education in Hungary, said that parents mainly
expected their children’s education to help them develop student competencies and
skills that would ultimately equip them to move on to the next academic level.
Additionally, it was to teach children to learn, develop problem solving skills and
become honest individuals with high moral standards (OECD, 2006).
Rambiyana and Kok (2002), conducting research in South Africa, postulate that the
ultimate aim of both formal and informal education is to prepare children for adult
living. Citing Rice (1991), Rambiyana and Kok (2002, p.10) define adulthood as ‘‘the
ability of the individual to optimally integrate culture into his/her life, to possess
attitudes and behaviour according to society’s expectations’’. Every society tries to
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preserve itself through the transmission of its culture to its young ones and
schooling is one of the means by which this is done. Since the ultimate aim of
education is to prepare children for adult living, it presupposes that parents may
expect inclusive schools to do likewise and in the process transmit the culture of the
land to their children.
Rambiyana and Kok (2002) said that parents send their children to school to be
employable in the future. Similarly, Wolman et al. (2001) found that parents wished
their children to be financially independent in the future. Generally, parents
expected the schools to equip their children with skills and knowledge that would
make them employable in the future. To be able to do this effectively, the children
would have to attain a degree of academic success.
It is the aim of society to have upright citizens. Rambiyana and Kok (2002) suggest
that schools are a means through which society can achieve this aim. According to
them, schools can do so because children spend a vast amount of time in schools
and ‘‘educators are better placed to detect and correct defective citizenship traits’’
(p.11). Since producing good citizens is something society upholds will parents in
this study hold this as a priority expectation for their children?
From the above review it can be concluded that although there are differences
between countries on PE of education, there are broadly defined key expectations
that can be identified and categorised in three groups, namely:


Academic - for example: learning to read, write, manipulate figures, and
progress academically;



Social - for example: interpersonal skills, including the development of
friendships, and communication skills; and



Cultural - for example: acculturation and acquisition of good citizenship
skills.

2.3.1.1 Ghanaian parental expectations of education
Ghanaian parents acknowledge the importance or value of education in
contemporary society (Donkor, 2010). Brooke (2009, p.43) reported that 41% of the
Ghanaian parents who participated in his study saw primary education ‘‘as the
starting point for a protracted educational career or for 'progress', or as a means to
securing employment’’. This ‘‘protracted educational career’’ in Ghana comprises
compulsory eleven years of universal basic education, (two years kindergarten, six
years primary and three years Junior High School), three years of Senior High
School and then tertiary education. At the tertiary level, one can attend the
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university for a degree or a polytechnic for a diploma or Higher National Diploma or
attend a College of Education for a diploma (formerly known as Teachers Training
College, and used to award Certificate A 4 Year Post Middle, and Certificate A 3
Year Post Secondary qualifications which are equivalent to a diploma). Tertiary level
programmes span between three and four years. Thus, it takes a minimum of 17
years to complete the whole cycle of education in Ghana.
Brooke (2009) also said that 29% of parents in the study perceived primary
education as an opportunity to learn to read and write. In addition, 28% of the
parents said that it was a combination of the two views mentioned. Furthermore,
Brooke suggests that the desire of parents to see their children acquire education
and thereby acquire a job might increase their desire for their children to achieve
certification.
Although the study participants were just 127 parents from six rural schools in
Ghana (and we do not know how they were selected, making it liable to bias), it
gives insight to PE of education in Ghana. From this study, it can be concluded that
some PE of education would be to equip children with the ability to read, write, get
certification and be employable. No study was identified that addressed the issue of
PE of IE directly.
Based on the assertion that PE are universal (Adeniji-Neill, 2012), it can be
assumed that some of the expectations of Ghanaian parents of education would be
to:


Help their children develop problem solving skills;



Be able to read and write;



Develop interpersonal skills;



Acquire good citizenship skills;



Learn and practise the culture of the society;



Develop communication skills; and



Develop skills in ICT.

As noted, these expectations are only assumptions. Since there is limited literature
in this area on Ghana, it is an area worth researching as, expectations according to
Russell (2003), underpin our behavioural choices.
2.3.2

Parental expectations of inclusive education

A number of studies have been conducted on PE of teachers and the school. Most
of these studies focused on parents who had children in regular (Foot et al., 2000;
Crozier, 1999) and special schools (Russell, 2003; Wolman et al., 2001; Tartar and
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Horenczyk, 2000; Bennet, Lee and Lueke, 1998; Au and Pumfery, 1993) and none
on parents with children with SEN in inclusive settings.
Researching into the influences on parent perceptions of inclusive practices for their
children with mental retardation, Palmer et al., (1998) said that some parents with
children with SEN value socialisation and would therefore expect their children to
make friends and socialise within the inclusive classroom. As noted by Palmer et al.
(1998) PP of IE is determined by the outcomes they value most for their child.
Rationally, the outcomes which parents value will determine the expectations that
they have for their children in inclusive classrooms. Expectations originate from and
affect one’s beliefs, knowledge, experience, actions and behaviour (Russell, 2003;
Olsen et al.,1996). This means that the expectations parents have for their children
may originate from their knowledge about IE and SEN and this may affect their
involvement in IE.
The studies reviewed did not specify the parents’ cultural expectations for their
children in inclusive schools. Additionally, they focused only on parents who had
children with SEN. No study has been identified that focused on the expectations of
both groups of parents for their children in inclusive settings and whether inclusive
schools are helping their children achieve their set expectations.
In the present study, parents were given opportunity to give three major
expectations they had for their children and also comment on whether the inclusive
school was helping their children achieve these expectations. Russell (2003) noted
the importance of discussing with parents their expectations of their child as it helps
them ‘‘generate more complex expectations that take account of different
perspectives and dimensions which are more likely to aid their adjustment to and
understanding of any new situation’’ (p.147).
2.3.2.1 Ghanaian parental expectations of inclusive education
Again, my search for literature in this area using the mediums mentioned in section
2.2.4.4 above yielded limited results. Adeniji-Neill (2012, p.3) citing Foner, (2009),
Waters and Sykes, (2009) Zhou, (2009) and Li, (2004) suggested that
‘‘interpersonal expectations play an essential role in everyone’s life and that PE are
universal’’. Against this background it can be assumed that the common PE of
general education may not be so different from IE. The assumption is that parents
will expect their children to be able to:


Acquire the basic skills of literacy and numeracy;



Acquire certification; and
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Progress academically.

Additionally, they would expect the same things I assumed that other parents will
expect for their children in general education listed in the last paragraph of the
section above. This may hold for parents without children with SEN in inclusive
schools but what about the parents with children with SEN? Russell (2003)
suggested that parents with children with disabilities may have peculiar needs and
expectations which evolved based on cultural values. If so, it is likely that the
assumption that PE are universal may not hold and also it is likely that the
expectations of parents with children with SEN will differ markedly from parents
without children with SEN. Since expectations impact on behaviour, it will mean that
PE may impact on their involvement in IE and also their perception of IE in Ghana.
There was therefore a need to investigate the expectations of parents in inclusive
schools.
2.3.3

Demographic variations in parental expectations of inclusive education

The search for literature using the mediums mentioned in section 2.2.4.4 did not
yield much information. The only information I attained is presented in section 2.3.2
where Palmer et al., (1998) mentioned that parents with children with SEN who
value socialisation would expect their children to socialise and make friends. The
limited literature is an indication that it is an under-researched area in IE.
Literature in general education however, indicates that there are gender and
educational level variations in PE. Halle (1997) sampling low-income minority
families discovered that the higher the education of mothers, the higher their
academic expectations were for their children in maths and reading. Also, there is
evidence that highly educated parents expect their children to be able to attain
higher levels of education and also have higher expectations for their children’s
academic achievement (Alexander, Entwisle, and Bedinger, 1994; Grolnick and
Slowiaczek, 1994). Due to the limited or lack of literature on demographic variations
in PE of their children in inclusive schools, hence the need for the current study to
investigate the situation in Ghana.

2.4

Parental involvement

This section of the literature review focuses on the concept of PI. The main
components of this section that will be discussed are shown in Figure 2-4.
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Parental involvement (PI)
1. PI in education
2. PI in IE
3. Rationale and benefits of PI
4. Models of PI
5. Demographic variations in PI
Figure 2-4: Outline of literature reviewed for parental involvement
2.4.1

Parental involvement in education

As mentioned in section 1.1.1 parents play a vital role in the education of their
children and have in-depth information to render to people working with their
children.
PI is a situation where parents give their support to their children’s education. Hence
parents are viewed as ‘‘people who provide help and/or augment the educational
programme’’ (Morrison 1978, p.21). Morrison explains that parents in such
situations will be viewed as custodians, teacher aides or helpers in delivering
services in the classroom. Morrison (1978) points out that this perspective offers a
narrow view of PI. To him, PI transcends this view point since it is a reciprocal
relationship where the help taking place is a two-way affair. It involves how the
school and parents help each other to achieve the overall goal of education.
He therefore defines PI as ‘‘a process of actualising the potential of parents: of
helping parents discover their strengths, potentialities, and talents: and of using
them for the benefit of themselves and the families’’ (p.22). Therefore, PI can be
conceptualised as parents supporting their children’s education and working
together with the school to optimise the educational experiences of their children.
PI is closely related to two commonly used terms, ‘partnership’ and ‘participation’.
Partnership implies a sharing relationship between parents, professionals and the
school (Wolfendale, 1989). This relationship presupposes that there is equality
between the parents and the school so that ‘‘power and control is evenly
distributed’’ (Lareau 1989, p.35). To work effectively the various roles and
responsibilities of each partner would have to be spelt out.
The words ‘‘participation’’ and ‘‘involvement’’ mean the same thing, which is, taking
part in something or full engagement in and commitment to an activity. For this
reason, Jeynes (2005, p.245) defines PI as ‘‘…parental participation in the
educational processes and experiences of their children’’.
The three concepts (involvement, partnership and participation) are, however,
intertwined; they cannot be fully independent of each other. To partner with parents
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will incorporate their involvement and their participation. In this study, the term PI is
the preferred term and it will focus on how parents are taking part in IE (the roles
they are playing, how the schools are incorporating them in the IE drive and how the
parents, think the schools should incorporate them in this drive).
2.4.1.1 Parental involvement in education in Ghana
As part of Ghana’s decentralisation policy to alleviate poverty (World Bank, 2003),
there has been increased community participation in education. Parents are part of
the community (Loreman, 2007) and, as mentioned in the previous sections, their
involvement in the education of their children is important, along with its associated
benefits. Even though there is no policy document on PI nationally, or at the school
level, all parents are expected to be part of the Parent Teacher Association (PTA)
and it enhances their participation in their children’s education. Also, PTA meetings
serve as forums where school – community issues and relations are discussed and
strengthened.
Few studies have been done on PI in education. Donkor (2010) reported that
parents identified their poor supervision of homework as the main reason of poor
performance and that they spend more time on their jobs than with their children at
home. He further reported that all the parents said they attended PTA meetings,
during which they exchanged ideas with the school personnel and that PTA
meetings were ‘‘their main source of interaction with the school’’ (p.33).
Nyarko (2011) found that mothers’ school involvement, and not fathers, positively
correlated with educational achievement of students, and that the fathers’
involvement was not significant in the academic achievement of students. Nyarko
(2012) obtained similar results when he explored the relationship between teachers’
rating of parents’ school involvement and academic achievement of high school
students. Nyarko (2011) reported positive correlation between mothers’ and fathers’
home involvement and the academic achievement of adolescent students.
Pryor and Ampiah (2003, 2004) reported that most of the parents in Akurase a town
in Ghana were indifferent or uninterested in the education of their children as to
them it was unproductive in their future career as farmers. So, they did not bother to
engage in the learning activities of their children. This is contrary to the findings of
Donkor (2010), where parents acknowledged the value of education generally.
It must be noted that in Nyarko’s studies, his research participants did not include
parents but rather teachers and their students. The findings, although extremely
useful, lacked the parents’ opinion. Donkor’s study had only 30 parents and a few
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unspecified numbers of community leaders. This affects representativeness and
generalisation. Additionally, both studies failed to identify exactly how parents were
involved in the education of their children, or what they considered to be facilitators
or inhibitors to their involvement.
2.4.2

Parental Involvement in inclusive education

Mittler (2008) emphasised that actively engaging all stakeholders to work together is
a positive move in successful IE programmes. Parents are key stakeholders and
cannot be left out. The SEN Code of Practice (DfES, 2001), acknowledging their
importance, said that ‘‘they have unique strengths, knowledge and experience to
contribute to the shared view of the child’s needs’’ (p.17). The SEN Code of Practice
is of the view that parents should be involved in the education of their children by
working in partnership with the schools and professionals. This partnership
relationship should be characterised by mutual respect and recognition where roles
are clearly defined.
Even though in England the SEN Code of Practice (DfES, 2001) emphasises
partnership with parents to help achieve inclusion, the means by which this
partnership can be realised is through working hand in hand with parents (involving
parents). This therefore means that partnership cannot take place without involving
parents. PI is therefore the mechanism through which partnership with parents can
be actualised. PI in IE is therefore essential (Loreman, 2007; Palmer et al., 2001;
Seligman 2000; Salend, 1998; Hornby, 1995; Reichart et al., 1989).
The SEN Code of Practice (DfES, 2001) mentions that parents are to be assisted to
‘‘recognise and fulfil their responsibilities as parents and play an active and valued
role in their children’s education’’ (p.16). This is an active call for parents to be
involved in their children’s education.
According to Loreman (2007) parents take part in decision-making, teaching and
advocating for their children. These roles do not differ significantly from the roles
played by parents in general education. However, Russell (2003) mentioned that
parents with children with SEN might have different needs and expectations. If this
is so, even though the roles mentioned may be similar, there are some activities
peculiar to parents of children with SEN. A typical example is their involvement in
the development of Individualised Educational Plans (IEPs). In this study, when
parents mentioned they had a child with SEN during the interviews, they were asked
about their involvement in IEP development (see Appendix D).
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Hornby and Witte ((2010) using principals as their sample, found that most schools
in New Zealand had no written policy on PI. The study showed that the parents
acted as resources in various capacities (see section 2.4.4.3). They also
collaborated and shared information about the children with teachers. Furthermore,
the channels of communication used between them were telephone, parents
coming to the schools, notes, meetings by appointment, email, newsletters and
home school diaries. There was minimum use of home visits by staff. Parent
education was being carried out and parents were encouraged to come to the
schools through the use of various school activities and programmes like open days
and nights, exhibitions, day trips, sporting activities and school camps.
Research on the participation of parents of children with SEN has focused on the
rationale for participation (Turnbull and Turnbull, 1997; Bailey et al., 1992),
strategies for increasing meaningful involvement (Winton and DiVenere, 1995;
Winton, 1986) and the development of positive involvement in inclusive settings
(Bennett, Lee and Lueke, 1998; Bennett, DeLuac and Bruns, 1997). The studies
reviewed did not focus on how parents were currently involved in IE. These studies
focused mainly on parents with children with SEN, excluding parents without
children with SEN. There is therefore a need to investigate the role played by both
groups of parents in IE.
2.4.2.1 Parental involvement in inclusive education in Ghana
My search for literature, using the search engines and libraries mention in sections
2.2.4.4, yielded very little information. However, as part of a study conducted on
learning difficulties in basic schools in Ghana by the Special Attention Project (2011,
p.22-23), parents identified the following as their responsibilities in helping their
children with learning difficulties:
 Insisting that the child goes to school;
 Personal monitoring and teaching;
 Taking time to go through everything that was taught in school when the
child comes home;
 Visiting the school often to go through the child’s books;
 Solving more work with the child;
 Constantly advising the child to stay focused; and
 Always helping by solving more work examples with the child.
The PTA also suggested the following for the schools to engage parents in:
 Talking to parents of such children;
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 Advising parents to provide basic needs of children;
 Giving advice to parents to seek medical help;
 Urging parents to seek help; and
 Holding meeting with parents and advising them on what to do.
The deduction from the above is that parents have some ideas on ways to be
involved in their children’s education.
Unlike the USA and Britain where there is the ‘‘No Child is left behind Act’’ and SEN
code of practice respectively, that help guide policy on PI, and from which schools
have developed their policies on PI. There is no such policy in Ghana. As such
there is no law to back PI in IE. Also, being an under-researched area in Ghana,
there is a need to find out how parents are involved in IE and the facilitators and
inhibitors to their involvement.
2.4.2.2 Inhibitors to parental involvement in inclusive education
The literature records a number of things that can serve as inhibitors to PI. There is
a need to review what the literature says and find out from parents in Ghana what
barriers they encounter in their attempt to be involved in IE.
It has been observed that many teachers lack the skills, knowledge, strategies and
attitudes that they need to effectively interact with parents (Hornby, 2000; Morris
and Taylor, 1998). Their deficiency has been attributed to lack of training to be able
to work with parents (de Acosta, 1996; Epstein and Dauber, 1991). This inability of
teachers to adequately interact with parents and offer them advice and guidance
has been identified as a major barrier to PI.
Closely related to this is the issue of teacher time. Hornby (2000) points out that to
facilitate PI the teachers must have time for parents; if they do not then it is likely
that this will affect PI in their children’s education.
Additionally, the parents themselves may lack the necessary knowledge, attitudes
and skills to work with teachers and assist their children with their academic tasks.
For example, due to a language barrier, they may not be able to assist their children
with their homework (Morris and Taylor, 1998). Also, Epstein (1990) identified
parental lack of knowledge as a barrier to their involvement, in that very few parents
know what the school expect from them or how they should contribute towards their
children’s education.
Another identified barrier to PI is parental employment. A study conducted by
Williams, Williams and Ullman (2002) found that parents cited work commitment,
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demands of other children, child difficulties and lack of time as barriers to their
involvement in their child’s education.
Hornby (2000) points out that in developed countries like England and USA, where
there are policies or legislative instruments on PI which guide practice, it is much
easier to get parents involved in their children’s education. This means that lack of
policies or legislative instruments on PI is likely to pose a barrier to IE.
Furthermore, for schools to effectively involve parents, they must have clear policies
and well established procedures of working with parents. Lack of such policies and
procedures will inhibit PI. There is a need to find out from the schools that will be
used for the study if they have such policies and procedures in place, and if they do
not there is a need to find out if this has any effect on PI in the country or not.
Lack of effective communication has been identified as a possible barrier to PI
(Lawson, M. 2003; Thompson, 1996; Armstrong, 1995; Mannan and Blackwell,
1992; Epstein, 1986). There is a need to ensure that communication is effectively
and efficiently carried on between the home and the school and vice versa. The
school must inform parents about everything that is going on and also give the
parents information about the progress, as well as the weaknesses, their children
are facing. The parents, on the other hand, must feel free to contact the school at
any time for information about their children or about any aspect of the school.
Roffey (2002, p.33) reports that:
Parents want to know what is going on for their child in school. They
prefer informal contact that is positive, regular, private, planned,
non- intrusive and early enough to make a difference.
This two-way information will help to improve PI in education and also help to
improve the relationship between the parents and the school. Baker and ManfrediPetitt (2004) emphasised that communication is the basis for any strong
relationship. It should not therefore be taken for granted.
Despite the identified barriers, there are rationales and benefits of PI. Some of these
are presented in the next section.
2.4.3

Rationale and benefits of parental involvement

Research over the past four decades has linked higher academic success to PI
(Van Voorhis, 2003; Van Voorhis, 2001; Simon, 2000; Epstein, Simon and Salinas,
1997; Henderson and Berla, 1994; Steinberg et al., 1992; Epstein, 1991; Fehrmann,
Keith and Reimers, 1987; Stevenson and Baker, 1987; Marjoribanks, 1979). These
researchers have established that the more parents are involved in their children’s
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education, the better the performance of their children. Also, meaningful
engagement of parents in their children’s early learning leads to school readiness
and later academic success (Henrich and Gadaire, 2008; Weiss, Caspe and Lopez,
2006).
Hornby (2000, p.1) suggests that ‘‘increased parental involvement is important
because of the benefits that parental involvement brings’’. Studies have shown that
when schools try to increase PI through the use of specific workshops for parents,
particular communication practices, coordinated volunteers, and interactive
homework there is considerable improvement in student’s grades, homework
completion, daily attendance, and behaviour (Epstein and Sheldon, 2002; Sheldon
and Epstein, 2002; Simon, 2001; Van Voorhis, 2001; Epstein et al., 1997; Epstein,
1991). This indicates that PI does not just happen; schools must make considerable
effort towards putting strategies in place to get parents involved in IE. But as to
whether the parents will actually get involved will depend on how they see and
understand IE and the role they are expected to play in their children’s education.
Additionally, benefits or potential benefits of PI reported in the literature include
positive parental attitudes towards teachers and schools, improved teacher morale,
improved school climate, increased parental satisfaction with schools, increased
self-confidence of the parents, improved communication between parents and
children, increased likelihood of completing high school, improved study habits of
children, a sense of accomplishment by parents and high parental expectations of
their children

(Ballantine 1999; Karther and Lowden, 1997; Sussell, Carr and

Hartman, 1996). Muscott, et al. (2008) reported that by serving on the board of the
school, for example, parents or family members can contribute to decision-making
in educational programmes, advocate for their communities, and become actively
engaged in their children’s educational experiences. In my view, since parents play
a critical role in their children’s education, they must be actively involved in it. Also,
they must advocate for appropriate education for their children.
2.4.4

Models of parental involvement

A model is defined as “A model is a framework for understanding information’’
(Carson, 2009). In my view, models reflect the theoretical framework of theorists
and provide guidelines and principles to be followed. The models of PI therefore
present the theoretical framework of how PI can be effectively implemented.
The models of PI described in the subsequent sections, were chosen due to their
relevance to the Ghanaian context. In this section, Dale (1996), Epstein (1995), and
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Hornby’s (2000) models are discussed. The models are compared and justification
made for why Epstein and Hornby’s model were used as theoretical bases for the
study with Dale’s model giving further insight on how negotiations can be arrived at.
2.4.4.1 Dale’s model
Dale (1996) views negotiation as the medium through which professionals and
parents reach an agreement about service provision for the education of the child.
Her model is based on the premise that parents and professionals have a lot to
contribute to the educational arena. However, their views may vary. These
differences Dale attributes to the different social roles and functions that they
play in society. Despite these different perspectives the professional has to provide
services to the parents and the child. To do this effectively there must be some
compromise between the professional and the parents. This will require ‘‘a two-way
dialogue and negotiation whereby each partner brings in their perspective to assist
in the decision-making’’ (Dale, 1996, p.15).
Negotiation leads to two possible outcomes: ‘‘consensus’’, implying that
understanding has taken place, or ‘‘dissent’’, meaning that no understanding has
being reached and therefore no action will be taken. In the case of the latter, there is
a need to use disagreement resolution strategies and embark upon further
negotiations. If repeated negotiations fail and the disagreement cannot be resolved,
then the relationship enters the conflict phase. Under this phase, the relationship
may be temporarily or permanently unable to work as a partnership and may have
to be severed. This will be to the detriment of the child for whom the partnership
relationship was established in the first place. On the other hand, if it leads to
consensus a decision is arrived at and further action and the partnership, may
proceed.
To Dale (1996), reaching a ‘‘consensus’’ or a ‘‘dissent’’ is determined by the role of
the professionals and parents, the power positions, and the social, economic and
organisational context in which they exist. This calls for an analysis of the
personalities of the partners involved in the partnership relationship including their
roles, power positions, family systems, ethnic group membership, social and
political policies and organisational structure (Dale, 1996). Individual role, ideas and
participation is determined by the socio cultural setting in which the person finds
himself. Dale therefore advocates analysis of individual roles, power positions,
family systems, ethnic group membership, social and political policies and
organisational structure.
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Dale’s negotiation model provides great insight as to how negotiation can be used
to develop a partnership relationship and to arrive at decisions on service delivery.
However, it does not go into categorical detail as to how parents can be actively
involved in their children’s education whereas the models of PI of Epstein (1995)
and Hornby (2000) do.
In Ghana parents are not considered as partners, consequently, teachers are not
trained to interact with parents as such. Also, there is no policy or legislation on PI.
There was a need to investigate if parents were involved in decision-making about
their children's IE.
2.4.4.2 Epstein’s model
The model proposed by Epstein (1995) incorporates school-based involvement,
home-based involvement and home-school communication. It is the redefined
version of her initial five types of PI developed in 1991. It has been acclaimed as
well-defined and comprehensive (Kohl, Lengua and McMahon, 2002; Georgiou,
1997). The table below shows her six types of PI.
Table: 2-1: Epstein’s six types of PI
Type 1

Help all families establish home environments to

Parenting

support children as students.

Type 2

Design effective forms of school-to-home and home-

Communicating

to-school communication about school programmes
and children’s progress.

Type 3
Volunteering
Type 4
Learning at Home

Recruit and organise parental help and support.
Provide information and ideas to families about how to
help students at home with homework and other
curriculum- related activities, decisions, and planning

Type 5

Include parents in school decisions, developing parent

Decision- Making

leaders and representatives.

Type 6

Identify and integrate resources and services from the

Collaborating with

community to strengthen school programmes, family

Community

practices, and student learning and development

Adapted from Epstein (1995, p.704).
Type 1 (Parenting), involves parents providing a supportive home environment
through the provision of basic necessities such as food, clothing, shelter, health,
safety and school needs, including provision of a place in the home for the child to
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do his or her homework (Ingram, Wolfe and Lieberman, 2007). Fundamentally,
parents are encouraged to provide a home environment that facilitates the
educational advancement of their children.
Epstein (1995) said the school can facilitate parenting through parent education and
other courses to train parents. There can be family support programmes to assist
families and also home visits at transitional points to help families and schools
understand themselves.
Under

Type

2

(communicating),

Epstein

(1995)

emphasises

a

two-way

communication between the parents and the school. This communication should
focus on the progress of the child. Additionally, the school should have what
Bastiani (1987) calls an ‘‘open door policy’’, such that parents can walk in at all
times to express their concern or to volunteer information. To facilitate
communication Epstein (1995) suggests that there should be conferences with
every parent at least once a year, with follow-ups as and when needed. Also, there
should be weekly or monthly folders of students’ work sent home for reviews and
comments by parents. Ingram et al. (2007) reported that the parents in their study
rarely engaged in this.
Furthermore, schools should provide regular schedules of useful notices, memos,
phone calls, newsletters, and other communication to parents. The various modes
suggested emphasise the point made by Hornby (2000) that parents have various
communication preferences. Using these various modes will satisfy the parents’
differing communication preferences.
Agreeing with Hornby (2000), Epstein (1995) emphasised the need for clear
information to be given to parents concerning school policies, programmes, reforms
and transitions. The goal of communicating is to keep parents informed about what
is happening at the school, keep them involved in school programs, and keep them
updated on the academic progress of their children (Epstein, 2008). Apart from
receiving information, parents must be allowed to air their views to the school
authorities and teachers.
Type 3 (Volunteering), is aimed at helping teachers, administrators, students and
parents contribute to the functioning of the school (Epstein and Salinas, 1993). As
volunteers, parents can facilitate teaching and learning in the school. Hornby (2000)
said that parents can be fundraisers or voluntary teaching assistants. However,
studies have reported that few parents volunteered their services to the school
(Dhingra et al., 2007; Ingram et al., 2007)
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Type 4 (Learning at home), deals with learning opportunities at home. Parents are
expected to help their children at home with their school work and other curriculum
related activities for the academic advancement of their children.
Under Type 5 (Decision-making), parents are expected to be actively involved in the
decision-making process in the school. This decision-making is not only about their
child but other children as well. To get parents involved, Epstein (1995) suggests
that there should be a vibrant PTA or any other parent organisation, advisory
council or committee or independent advocacy groups that parents can join to make
their voices heard and to work for school reform. Epstein (1995) is by this
advocating for parents to be part of the decision-making body and governance team
at their children’s schools so that they can actively influence policies and decisions.
Under Type 6 (Collaborating with the Community), this has to do with identifying
community based resources and services and utilising them in order to help
optimise learning. The typography of Epstein (1995) gives clear indicators of how
parents can be involved in their children’s education. It even provides examples of
school practices to enhance PI. However, she fails to mention the possible negative
consequences that can arise from PI. This situation can arise when a group of
parents want to take total control over the school and dictate all school procedures
in the name of PI. To Casanova (1996), such parents become opponents of the
school and try to undermine the school and teacher decisions. Policies must be put
in place so that such parents do not take absolute control over all decisions, rather,
when it comes to school wide decisions, majority opinion must prevail.
Furthermore, her model just outlines the types of PI and how the schools can
involve parents. It fails to explore how the parents themselves want to be involved in
their children’s education. The present study addresses this.
Additionally, Epstein’s (1995) model failed to acknowledge that, even though
parents can contribute significantly, they equally have needs that must be met to
help them become fully involved in their children’s education. The model proposed
by Hornby’s (2000) model outlines these needs.
2.4.4.3 Hornby’s model
The theoretical model of PI proposed by Hornby (2000) was developed after he
combined and adapted various models developed by Wolfendale (1992), Bastiani
(1989), Kroth (1985) and Lombana (1983). His model is made up of two pyramids
representing the hierarchy of parental needs and the other a hierarchy of parental
strengths or possible contributions. The model acknowledges that parents may
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need some guidance in the effort to involve them. Despite this, parents also have
much information, skill and knowledge that can be utilised to help in the education of
their children. This is especially true for children with SEN. Beveridge (2005, p.62)
therefore said:
When their children are disabled, parents frequently acquire the
sorts of specialist knowledge and understanding of the nature and
implications of their impairment that are invaluable to schools in
informing their teaching approach. Many parents will not only wish
to contribute their own knowledge to schools, but may at the same
time seek reassurance or guidance from schools concerning
strategies at home.
Warnock (1985) agrees with the wealth of knowledge held by parents and attests
that this information, when supplied to teachers, will enable them to work more
effectively. The Department for Education (1994) therefore said that children will not
chalk up much progress if parents are not seen as partners who have valuable
knowledge and information to pass on. Figure 2-5 shows the pictorial image of the
model of PI proposed by Hornby (2000). In this model, parental contributions
comprise information, collaboration, resources and policy.
Parental contributions
Parental contribution to policy
Some parents contribute their expertise to the school through their membership of
parent or professional organisations (Hornby, 2000). Parents can serve in various
capacities in these organisations or groups, for example, they can be school
governors or members of the PTA group. Some parents are able to provide inservice training by speaking at conferences or workshops and, by writing about their
experience, through these they can impact on policy.
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Figure 2-5: Model of PI proposed by Hornby (2000) p.23
Parents as resources
Hornby observed that many parents act as voluntary teacher aides or resources to
teach specialised skills like art and craft, or to be fundraisers. This idea is not
exclusive to Hornby as other writers have mentioned this (Roffey, 2002; Dale,
1996). In the topography proposed by Epstein’s (1995) it falls under volunteering. In
acting as a resource, parents are able to obtain knowledge which helps them to
better understand their children (Hornby, 2000). Additionally, they acquire
confidence and as a result go on to further their own education (Ballantine, 1999).
Hornby and Witte (2010) came up with some specific ways parents can act as
resources. They are:
 Listening to pupils read;
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 Helping in the classroom;
 Preparing teaching materials;
 Helping on class trips;
 Helping on school camps;
 Helping with sports coaching;
 Assisting with road crossing patrols before and after school;
 Helping in the school library;
 Helping in the school canteen; and
 Acting as guest speakers.
Collaboration between parents and professionals
Hornby (2000) points out that most parents are willing to go beyond informationgiving to collaborating with professionals. This collaboration can take the form of
reinforcing classroom programmes at home (Topping, 1995). Hornby was quick to
point out however, that some parents are not able to do this, as their time and
energy may be fully committed to coping with their child at home leaving them very
little time. Additionally, they may not have the technical knowhow to reinforce what
teachers do in class, especially in the case of Africa where illiteracy is high.
Researchers have reported that PI is linked with their education (Brandon, 2007;
Davis-Kean, 2005; Pena, 2000; Grolnick and Slowiaczek, 1994; Stevenson and
Baker, 1987). The normal trend is that the better educated the parent, the more
involved they will be in their child’s education (Epstein, 1995). Documented in the
literature is the view that less educated parents cannot or do not want to be involved
in their children’s education (Lareau, 1987; Baker and Stevenson, 1986). If parents
cannot be involved due to inadequate, or lack of, education which will equip them
with the necessary skills, then such parents cannot be accused of not wanting to
collaborate or be involved in their children’s education. Some studies have disputed
the assertion that less educated parents cannot or do not want to be involved in
their children’s education by illustrating variation in the nature and quality of the
involvement

of

less educated parents (Scott-Jones, 1987;

Clark,

1983).

Researchers have documented that, with teachers’ help, parents of any background
can become effectively involved in their children’s education (Dauber and Epstein,
1989; Epstein, 1986).
Importantly, teachers require ‘‘skills of collaborating with parents in a flexible
partnership in which parents are respected’’ (Hornby, 2000, p.24). Without this,
parents may get the feeling that the teachers do not respect their decisions. They
may decline from any future desire to increase their involvement in their child’s
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education which will not augur well for the educational progress of their child. It is
the legal and ethical responsibility of the school or the educator to seek PI as this
will foster collaboration between the home and school (Brandon and Brown, 2009).
Information contributed by parents
Hornby (2000) is of the view that all parents can contribute important information
about their children because they have known them all their lives and also have
interacted with professionals who have worked with these children. Due to this,
parents have a wealth of information they can give to teachers to enhance their
children’s education (Beveridge, 2005; Dale, 1996; Warnock, 1985).
It has been reported that professionals need parents to be able to successfully do
their job (DES Warnock Report, 1978; DHSS Court Report, 1976; DES Plowden
Report, 1967). Without parents, professionals will be handicapped as they may not
be able to get relevant information (especially for children with SEN) to know where
to begin working with the child.
Needs of parents
In the model proposed by Hornby (2000), the needs of parents can be categorised
into four areas, communication, liaison, education and support.
Communication needs of parents
To Hornby, parents need an effective communication channel with their children’s
teacher. But this communication must not be restricted to the teacher; it must
involve the whole school. Communication must include information about the
organisation and requirements of the school and how that affects the children, the
difficulties faced by the children and how the school intends to solve them, and the
parental rights and responsibilities. It is very important that parents are informed
about the progress, strengths and weaknesses of their child. This will help foster
good relationships with parents. Shah (2001) suggests that when the school has a
good relationship with parents, communicating good news about their children starts
to balance the bad news in a more realistic mix.
Hornby further mentions that the parents need to feel that the school is always open
to them and that they can contact the school at all times to inquire about their child.
This is what Bastiani (1987) referred to as open door policy. Roffey (2002) said that
parents want to know what is going on with their child in school at all times. Schools
should therefore be open to parents and keep them informed. Shan (2001) draws
attention to the fact that creating a more open channel of communication will

46
enhance parent-school contact and also help parents to develop trust in the school.
Hornby (2000) makes us aware that parents have various communication
preferences, for example, face to face, phone or written communication. Educators
must develop effective written and oral communication skills so that they can
provide parents with a wide range of communication options.
Roffey (2002, p.33) is of the view that parents ‘‘prefer informal contact that is
positive, regular, private, planned, non-intrusive, two-way and early enough to make
a difference’’. The most important thing is that the school communicates with the
parents about everything happening in the school and also about their children.
Additionally, the school should have a welcoming environment for parents such that
the parents feel free to contact and communicate with the school about their
children at all times. This communication should take whatever form that suits the
parent.
Liaison between parents and the school
To be able to effectively provide information on children for parents, teachers must
maintain regular contact with parents through home visits, home-school notebooks,
weekly report cards, telephone calls and by meeting with parents at the school or
through any other means that the teacher deems fit (Hornby, 2000). The goal is to
liaise with parents so that the channel of communication between the home and the
school remain open. Hornby recommends that teachers should develop the skill of
conducting meetings with parents and also of using various liaison strategies so that
parents who dislike coming to formal meetings will have other forms of meeting
available to them. In other words, it is important that the school uses various
strategies to keep the link between the home and the school vibrant.
Educational need of parents
Many parents are interested in parent training programmes which are set out to
either promote their child’s progress or manage their behaviour (Hornby 2000).
Hornby made it clear that parental education or training can be done individually or
in a group or through workshops. But as parents may have differing needs, group
training may not fully address the specific need of a particular parent unless the
group is constituted based upon common needs. He is of the opinion that the most
successful parent education programmes are the ones that involve a group of
parents and employ a workshop format. This is so because they lend themselves to
educational input while at the same time the parents are given the opportunity to
share their concerns. This view was also echoed by Pugh and De'Ath (1984) who
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concluded that the most successful type of parent educational programmes involve
guidance on promoting child development and opportunity for parents to express
any concerns they might have.
This type gives opportunity for the parents to learn and at the same time express
their concerns which can be addressed by the experts. Parental education is very
important as without it parents may not provide the type of support that will facilitate
and eventually optimise children’s academic achievement (Hoover-Dempsey et al.,
2005).
Support needs of parents
The model acknowledges that some parents may need supportive counselling to
help them cope. This is indeed so as, for example, having a child with SEN can be
challenging even for the most experienced parent and therefore parents may at
times require counselling to help them cope. Some parents may request for it, while
others may not. Whether the parent requests it or not is not the important issue at
stake here. The concern here is that some parents do need counselling and
therefore must be provided with it. Hornby (2000) notes that counselling support can
be provided on an individual or group basis. In using group counselling the
counsellor must ensure that members of the group have similar counselling needs.
The relationship between teachers and parents is very important. Hornby (2000,
p.27) emphasises that:
If parents have good channels of communication and regular liaison
with teachers coupled with the opportunity to receive guidance about
their children whenever they need it, then only a few of them will need
counselling at any particular time.
On the surface this may seem true. Yet, due to the complexity of human nature,
some people with perfect teacher and school communication may still need
counselling to help them cope and be involved in the education of their children with
SEN. Hornby, however, advises that teachers should have basic counselling skills,
in order to be good listeners and to help parents solve their everyday problems.
The model of PI proposed by Hornby (2000) gives a clear idea of the input parents
can contribute to their children’s education and at the same time makes us aware
that parents have some vital needs that should be satisfied in order to facilitate their
involvement in their children’s education. However, just like Epstein, he fails to
outline how the parents themselves want to be involved in their children’s education.
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2.4.4.4 Comparison of the models and justification for using the selected
models
The models proposed by Hornby (2000) and Epstein (1995) deal extensively with
how parents can be actively involved in their children’s education. The two models
have areas where they converge. For example, they agree on the need for a twoway communication between the home and the school.
Both writers agree that parents can volunteer their services or skills to the school.
Epstein (1995) refers to parents acting in this capacity as ‘‘volunteers’’ while Hornby
(2000) refers to the parents as ‘‘resources’’. Basically, they are referring to how
parents can make their services and expertise available to the school and how this
can be harnessed to improve the education of their children. Roffey (2002) therefore
said parents can be a resource for learning and also a support to the school.
Positive parental contribution in whatever form is an invaluable asset that the school
must not take for granted but must do everything in their power to uphold.
The roles that parents perform as volunteers or resources can take many forms.
Morgan (1993) identifies eight such roles:
 Recipients of information;
 Governors;
 Helpers;
 Fundraisers;
 Experts;
 Co-educators;
 Clients; and
 Consultants.
This is not an exhaustive list as there are more ways in which parents can be
resources in their children’s education. For example, they can act as advocates to
fight the cause of injustices in the educational system. Also, parents can support
other parents through membership of parental organisations whereby they can air
their views and experiences. Also, Hornby and Witte (2010) suggested several ways
parents can act as resources (see section 2.4.4.3). Most of the specific ways they
mention can be grouped under the third, fourth and sixth ways that parents can be
involved in their children’s education as stated by Morgan (1993).
After reviewing literature extensively, Halgunseth et al., (2009) identified PI
practices to include:
 Discussing the school day with child;
 Direct and regular contact with teachers;
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 Volunteering in the classroom;
 Planning or attending school activities or events;
 Actively promoting learning in the home;
 Chaperoning field trips;
 Developing fundraising activities; and
 Working in parent-teacher organisations.
These specific ways, mentioned by the researchers, whereby parents can be
involved in their children’s education, emphasise the point made earlier that the
modes of involvement are many. Literature suggests that specific suggestions by
teachers, parent leaders and support personnel about what parents can do to be
involved, helps parents to know what exactly they can do and also helps to develop
their positive sense of efficacy and boosts their morale to be involved (HooverDempsey, et al., 2005; Gonzalez and Chrispeels, 2004; Patrikakou and Weissberg,
2000).
Another area in which they converge is the issue of parents contributing to decisionmaking (Epstein, 1995) or parents contributing to policy (Hornby, 2000). Once
again, they are talking about the same thing using different terminologies.
Parents must be allowed to contribute to the decision-making or the policy
implementation of the school. Whatever decisions or policies are made affects
children. This gives parents a right to be part of the decision-making process. Pugh
and De’Ath (1989) point out that parental views are vital and that parents have a
critical role to play in the planning and management of services for their children.
Their voice must therefore be heard and adhered to.
It has been suggested in the literature that all schools must have a written policy for
PI (Henderson and Mapp, 2007; Quiocho and Daoud, 2006; Hornby, 2000) Hornby
and Witte (2010) suggest that these policies should outline the ways parents can be
involved in their children’s education as well as how the schools and teachers intend
to help the parents to become involved in their children’s education. In the policy
document it would be relevant to have suggestions as to specific ways the parents
can contribute to the decisions and policies of the school.
Hornby and Witte (2010) suggest further that these policies should be developed in
collaboration with the parents so that the activities stated will be relevant to the
needs of the parents in their various communities. This suggestion is relevant to
Ghana since the nation is made up of people from various socio-economic and
socio-cultural backgrounds and they all have diverse needs. It will be necessary to
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find out exactly what the needs of the parents are before outlining activities for them
to be involved.
Decision-making involves a two-way dialogue whereby the parents and the
professional or school authorities respect each other and attempt to arrive at a
mutually acceptable agreement (Dale, 1996; Cunningham and Davis, 1985).
Hornby (2000) and Epstein (1995), however, did not deliberate on how the process
of decision-making or contribution to policy should be achieved. They just mention
that the parents should be involved in the decision-making process and contribute to
the policy of the school, as it is their right by virtue of the fact that they are the legal
custodians of their children. The mention of this specifically gives us one definite
way by which parents can be involved in their children’s education.
Another area where convergence can be implied is the concept of learning at home
by Epstein (1995) and collaboration by Hornby (2000). Learning at home, according
to Epstein (1995), is the involvement of parents in the academic learning of their
children in terms of helping them to do their homework, helping them to set goals
and involving themselves in other curriculum-related activities. Collaboration, to
Hornby (2000), involves how parents can help their children with their homework
and reading, maths, behaviour programmes and also how parents can have an
input in the assessment of their child’s need. Additionally, how parents with children
with SEN are involved in the development of their child’s IEP and even how the
parents are involved in the review of their children’s progress, and last but not least,
how the parents are encouraged to reinforce school programmes at home.
Learning at home, as presented by Epstein (1995), is a myopic way of viewing
collaboration. Learning at home is a minute aspect of the collaboration that parents
can do. Collaboration in the real sense would involve the parents and the school
working hand in hand to perpetuate the specific objectives set for the individual child
and to make sure that the parents and the school are constantly in touch with each
other. From this it can be said that Hornby (2000) expanded Epstein’s idea of
learning at home, thereby giving us a more comprehensive view of what
collaboration involves.
Differences exist in their models. The first type of PI as proposed by Epstein (1995)
which deals with the basic responsibilities of parents to care for their children and
create environments that are nurturing and supporting for learning, was not
mentioned by Hornby (2000). Additionally, the sixth type of PI proposed by Epstein
(1995) was not catered for by Hornby (2000). This has to do with harnessing
community resources to maximise learning and the functioning of the school. This is
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to get the whole community and its organisations involved in education, thereby
developing a holistic approach to dealing with educational issues.
Hornby (2000), on the other hand, identified that parents can give information about
their child to professionals or the school, to help them provide the children with the
exact service that they will need. Epstein (1995) did not mention information giving
but it is implied in her second type of PI. Two-way communications will involve
giving information as well as receiving information. Therefore, even though not
stated, it is implied in her category.
The main difference between what is proposed by Epstein (1995) and Hornby
(2000) on the issue of communication is that Hornby identifies it as a need for
parents while Epstein sees it as a way parents can be involved. Communication is
both a basic need of parents and a way parents can be involved in IE.
The most striking difference between the models proposed by Hornby (2000) and
Epstein (1995) is that the Hornby model consists of two pyramids, demonstrating
parental contributions and parental needs. He acknowledges that, as much as
parents have something to offer in terms of their involvement, they have some basic
needs that must be addressed to help facilitate their involvement. Without
addressing these needs PI may be affected. This is something that Epstein (1995)
failed to acknowledge initially. However, Epstein (1995) presented some challenges
and redefinition of her six types of involvement. For example, a challenge she
presented under her Type 1 of PI is “provide information to all families who want it
or who need it …” (p.705). This shows that she knows that parents have some
needs that have to be met. Despite this, it can be said that Hornby (2000) right from
the start categorically identified parental needs that have to be met to help facilitate
their involvement. By doing this he makes up for the lapse in the model proposed by
Epstein (1995). The two models taken together will therefore complement each
other and it is for this reason they are used as the theoretical basis for this research.
The model proposed by Dale (1996), on the other hand, focuses on the use of
negotiation as a means of arriving at decisions on service provision and partnership.
Her model does not go into the specifics of what parents need to do in order to be
involved. Additionally, her model focuses more on partnership than involvement,
while the models proposed by Hornby (2000) and Epstein (1995) focused more on
PI, and collectively they have identified how parents can be involved, what parental
needs are and what schools can do to facilitate PI.
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A number of factors were considered (including socio-cultural) before deciding upon
the models to guide the study. Among them was whether the model gave specific
indicators of what goes into PI, whether it recognised what parents can do, as well
as what they will need, to be effectively involved. Additionally, I had to reflect upon
whether the views of the model about PI reflected the current views about PI in
Ghana. After careful deliberation, the models proposed by Hornby (2000) and
Epstein (1995) have been chosen since they complement each other. The shortfalls
in Epstein’s model have been catered for in Hornby’s model. They have been
judged to be the best models to serve as the theoretical basis for a study of this
nature undertaken in Ghana. The model proposed by Dale (1996), on the other
hand, will help the researcher know how negotiation can be used as a means of
decision-making.
2.4.5

Demographic variations in parental involvement

Dhingra et al. (2007) reported that there are gender variations in the participation of
parents in school activities. However, they reported that more mothers engaged in
school visits and discussed academic issues with teachers than fathers. Williams et
al. (2002) reported that more mothers than father are likely to feel involved in their
children’s education if they do not choose to work full time. The findings on gender
variations are therefore mixed making it necessary to investigate the situation in
Ghana.
Ho Sui-chu and Willms (1996) reported that parents who have children with learning
and behavioural problems were less involved in their children’s education and had
less discussion about school activities with their children but were more likely to
have contact with school staff.
Research has found that parents with low literacy are less likely to help their
children with reading and writing (Parsons and Bynner, 2007; Williams et al., 2003)
and feel less confident in doing so (Williams et al., 2003). This implies that these
parents might not be very involved in helping their children with their homework.
This shows that parents’ education level may affect their involvement in their child’s
learning and education generally.
Since the international literature shows that parental demographic variables, such
as educational level, gender and having a child with SEN, can impact on PI, the
literature on Ghana in these areas is limited and especially so for IE. There is a
need to investigate this area further to find out what pertains in Ghana.
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2.5

Conclusion

The literature review suggests that PP, PE and PI may be interrelated. Russell
(2003) suggests that expectations determine behavioural choices. According to
Olsen et al. (1996) expectations can affect our beliefs, knowledge and experiences.
While Vrey (1990) views perception as a process of sensing and finding meaning,
these occur concurrently. This means that parents’ expectations may determine
their involvement in IE. What they perceive and find meaning in would also influence
their expectation and subsequent involvement. Also, there are some facilitators and
inhibitors to PI. Finally demographic variables of the parents (age, educational level,
gender and having a child with SEN or not) can impact on their perception,
expectation and involvement in IE. Based on the literature review, Figure 2-6 was
developed based on the hypothesis that PP, PI and PE may be influenced by
demographic variables in Ghana. Figure 2-6 gives an overview of the major areas of
the literature review and the possible relationships that may exist between
demographics variables and PP, PI and PE. Figure 2-6 will be further developed
based on the research questions and will guide the development of the instruments
for data collection (see Figure 4-1). Findings of the study will be used to bring
changes to Figure 4-1. The new Figure will then be used for the discussion chapter
(see Figure 7-1). The next chapter discusses the various methodologies used to
research into PP, PE and PI in IE.
IE and parental perception of IE
1. The concept of IE
2. Models of IE
3. IE in Ghana
4. Parental perception of IE
 Benefits
 Concerns,
 Placement preference

Demographics
of parents

Parental involvement (PI)
1. PI in education
2. Parents’ involvement in IE
3. Rationale and benefits of PI
4. Models of PI

Parental Expectation (PE)
1. PE of education
2. Parents’ expectation of IE

Figure 2-6: Conceptual framework and outline of the literature review
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CHAPTER THREE
3 REVIEW OF METHODS INVOLVED IN RESEARCH INTO
PARENTAL PERCEPTIONS, EXPECTATIONS AND
INVOLVEMENT IN INCLUSIVE EDUCATION
3.1

Introduction

The previous chapter reviewed literature on inclusive education, parental
perceptions, parental expectations and parental involvement in inclusive education
and education. The focus of this chapter is to review the methodologies used to
research parental perception, expectations and involvement in the inclusive
education of their children.

3.2

Methodological approaches

There are three main approaches that can be used in researching into parental
perceptions, expectations and involvement in IE. These are the qualitative,
quantitative and mixed method approaches.
3.2.1

Qualitative methods

According to Denzin and Lincoln (2011, p.3):
…qualitative research involves a qualitative interpretative,
naturalistic approach to the world. This means that qualitative
researchers study things in their natural settings, attempting to
make sense of, or interpret, phenomena in terms of the meanings
people bring to them.
Several researchers agree with this view (Creswell, 2012; Marshall and Rossman,
2010; Mason, 2000). Creswell (2012) after analysing the characteristics of
qualitative research presented by several researchers concluded that the common
ones are qualitative researchers:


Gather data in the participants’ natural settings. This involves the researcher
talking directly to the participants and seeing them behave or act in their
context and having face to face interaction with the participants overtime.
This in my view leads to the researcher understanding the participants. The
participant would also develop trust in the researcher, resulting in the
participant genuinely opening up and divulging information that he/she
otherwise would not reveal. The end result will be the compilation of data
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that can be accurately interpreted due to the in-depth understanding the
researcher has gained of the participant.


Collect data themselves using observations, interviews and documentary
analysis. The instruments they use are self-designed and involve openended questions.



Present a holistic account of their findings. Meaning that, they present
findings devoid of bias and consider all possible perspectives or features of
their data.



Use multiple methods of data which they review categorically or thematically.



Use complex reasoning which involves inductive and deductive reasoning as
they develop themes based on their data.



Focus on learning or understanding the meaning the participants have about
the issue being investigated and develop themes based on this. To do this
effectively, the researchers adopt methods that “are particularly well suited
for understanding values, personal perspectives, experiences and contextual
circumstances’’ (Hull, Taylor and Kass, 2001, p.146).



View the research process as emergent and therefore they are ready to alter
or change their initial plan of research when it is not working as expected.
They are ready to adopt the best method that will yield high quality data
even if it involves accepting issues raised by the participants that the
researcher may not have included in the research design.



Are reflexive so include in their research their background and how this
influenced their interest in the topic.

Inherent in these characteristics are the strengths of qualitative research. Qualitative
research importantly allows researchers to generate data that is rich in detail and to
understand their research participants in an in-depth way that quantitative research
lacks (Denscombe 2010; Marshall and Rossman, 2010; Mason, 2002). Also,
qualitative descriptions can play an important role in suggesting possible
relationships, causes, effects and dynamic processes (Johnson and Onwuegbuzie,
2004). This is probably because the researcher is able to interact with the research
participant and even interview them for further clarifications or justification of their
behaviours. This approach therefore allows the researcher to be able to identify
contextual and setting factors as they relate to the phenomenon of interest (Johnson
and Onwuegbuzie, 2004).
However, undertaking qualitative research requires researchers to spend longer
time collecting and analysing large volumes of data and that for most researchers it
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is a lonely time of struggling and deliberation over the data (Creswell, 2012;
Denscombe, 2010). Denscombe (2010) further mentions that it often deals with
small sample sizes which affect representativeness and generalisation. He therefore
suggested transferability of the results to other instances.
Additionally, it yields large volumes of data that can overwhelm the researcher
(Creswell, 2012; Denscombe, 2010). Denscombe (2010) reports that since the initial
data collected is unstructured it is more difficult and time consuming to analyse.
Despite these disadvantages, qualitative research is an effective approach that can
yield useful data and findings.
3.2.2

Quantitative methods

Quantitative research involves theory or hypothesis testing, deduction, confirmation,
explanation, prediction, standardised data collection, statistical analysis and it is
generally large scale (O’ Leary, 2009; Johnson and Onwuegbuzie, 2004). Creswell
(2009, p.5) describes quantitative research simply as:
A means for testing objective theories by examining the relationship
among variables. These variables in turn, can be measured typically
on instruments, so that numbered data can be analysed using
statistical procedures.
Because of the nature of quantitative research described above Denscombe, (2010)
and Creswell, (2009) observe that quantitative researchers are preoccupied with
issues of design, measurement, and sampling. The possible reason for this is the
fact that they use the deductive approach, which emphasizes detailed planning prior
to data collection and analysis.
Quantitative research, unlike its qualitative counterpart, results in findings that can
be generalised to the population from which the sample was selected (Johnson and
Onwuegbuzie, 2004). This is because it uses probability or random sampling which
allows tests of statistical significance from which inferences can be made (Bryman,
2012). Bryman (2012) points out that probability sampling is often time-consuming
and costly therefore some researchers use sampling procedures that are less
rigorous and this affects the sampling quality. Researchers should use sampling
procedures that best suit their research and produce high results as any
compromises will affect the findings.
Also, quantitative research tends to be more objective as the researchers adopt this
approach in order to understand the facts their data present to them (Johnson and
Onwuegbuzie, 2004). Their objectivity may be a result of the little or no contact they
have with their research participants. The advantage here is that the researcher
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would be more objective as he/she would have no emotional involvement with the
participants, unlike the qualitative approach which tends to be more subjective and
liable to bias.
Even though the quantitative method is objective, the absence of an interactive
relationship between the researcher and the participants can result in the
researcher not being able to understand the view of the participants. This can affect
the interpretation of the data collected.
The methods employed in the quantitative approach, such as correlational and
experimental methods, help to yield information about the relationship between
variables that are being investigated. Hence, Johnson and Onwuegbuzie (2004)
said it is useful for generating data which can be used for quantitative predictions.
This helps to predict or control future outcomes.
From the above discussions, it is evident that the two major approaches (qualitative
and quantitative) have their individual strengths and weaknesses. It is for this
reason that some researchers propose that the two methods should be combined,
to compensate for their mutual and overlapping weaknesses (Johnson and
Onwuegbuzie, 2004; Johnson and Turner, 2003). In my view, this may be the basic
genesis of the mixed method approach.
3.2.3

Mixed methods

Mixed methods research has been identified as the new wave in research and
identified to be the third major approach to research (Johnson, Onwuegbuzie and
Turner, 2007; Johnson and Onwuegbuzie, 2004). According to Greene (2006),
mixed methods research is an approach to investigating the social world that
involves more than one methodological tradition and, as a result, more than one
way of knowing, along with more than one kind of technique for gathering,
analysing, and representing human phenomena, for the purpose of better
understanding. Several researchers conceptualise mixed methods research as an
approach to inquiry that combines qualitative and quantitative approaches and
assumptions in a study (Creswell, 2009; Johnson, Onwuegbuzie and Turner, 2007;
Tashakkori and Creswell, 2007; Johnson and Onwuegbuzie, 2004). Therefore,
mixed methods research, as the name implies, involves using multiple methods in a
particular study such that the weakness of each approach will be neutralised by the
use of the strengths of the alternative approach. Creswell and Plano Clark (2007)
said that, it is more than just collecting and analysing qualitative and quantitative
data; rather it involves the use of both approaches such that the overall strength of
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the study is greater than when either of the methods are used alone and will be
evident in the analysis of data.

3.3

Review of research methodologies

This section reviews a number of studies which focused on parental perceptions,
expectations and involvement in IE. The selection of the studies included in this
section was based on the fact that they investigated the variables of interest to the
current study, used a qualitative, quantitative, or mixed methods approach and the
researchers explicitly described the methods they used. The purpose of conducting
this review was to find out how other researchers conducted similar studies using
the various approaches to research and to be informed about the strategies that
made their studies successful. It was also to identify any shortfalls in their
methodologies in order to avoid them when designing the methodology for my
study.
3.3.1

Research studies based on the qualitative approach

Seery et al. (2000), in a general education preschool programme in a large
Midwestern University in the USA, conducted a study to find out the hopes and
concerns of parents and professionals about inclusion. The three research
questions that guided the study were about the hopes and concerns of parents and
teachers about inclusion, whether the hopes and concerns between the two groups
were different and whether they change overtime.
Fifty-two respondents made up of 22 teachers and support staff, 20 parents of
typically developing children and 10 parents with children with SEN participated in
the study. Forty-nine of the respondents were females, while three were males. The
investigation was conducted in two phases, using open-ended interviews. The first
and second phase lasted six and three weeks respectively. This format was chosen
so that the graduate students who were told to conduct the interviews would be able
to contact all the parents. The interviewers were given a framework and were to
maintain a conversational tone during the interviews. Apart from the open-ended
questions, neutral probes were used to elicit further information.
Content analysis was used to uncover the descriptive qualities of their responses
from the two phases. The inter-rater reliability was 94% and a Kappa of 92% was
achieved.
Even though the study yielded information about the hopes and concerns of parents
and teachers about inclusion, it had some limitations. Due to the limited sample
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used, and the fact that the sample was selected from only one preschool in a
university setting, the results cannot be generalised. The implication of this for my
study is that I need to broaden the scope of my study by including a larger
representative sample size from all the regions where IE is being piloted in Ghana.
Runswick-Cole (2008) conducted a study on parents’ attitudes to inclusion using the
qualitative approach. The parents were contacted through three voluntary
organisations involved in supporting children with SEN. Thirty parents expressed
interest but 24 agreed to participate. This was made up of 17 mothers and seven
fathers. Additionally, seven professionals took part in the study.
Due to geographical constrains seven parents were interviewed in their homes and
17 by phone. The researcher conducted these narrative interviews.
The duration of the interviews was not stated. Also, the study included the opinions
of seven fathers. This is an under-representation of fathers. From the study, I learnt
that I should be prepared to interview my research participants anywhere
convenient for them, have equal representation of gender and state in my
methodology the duration of the interviews.
The inter-rater reliability of Seery et al.’s (2000) study shows that the training given
to the interviewers was adequate. The reliability results gave credibility to the study
and enhanced its objectivity.
Russell (2003), using semi-structured interviews and a sample of 19 parents who
had disabled children, investigated the parents’ expectations as their children
started school and also explored ways the parents could become involved in the
research process. Russell (2003) had made prior arrangements with the families
resulting in her interviewing the mother only in 16 out of the 19 families. In six of
these families the mother was the only carer and for one of the families she had to
interview the grandmother. One family requested an evening appointment so both
parents could attend, as the mother was not fluent in English. Russell used direct
questions to elicit details when required information was not forthcoming.
The arrangements Russell had with the families offered parents the opportunity to
decide who would be interviewed. Using direct questions to elicit the required
information helped to keep the research focused. When preparing my interview
schedule I will use direct questions to help elicit the required information.
From the above studies, it is clear that the qualitative approach can be used to
conduct research in the stated area which is able to yield useful data. However, all
the studies reviewed used small sample sizes and this limits the ability to generalize
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the findings. Reviewing the literature on Ghana, I did not come across any study
that used the qualitative approach.
3.3.2

Research studies based on the quantitative approach

Leyser and Kirk (2004) examined parental views and factors influencing their
perspectives about inclusion. The study was conducted in a Midwestern state in the
USA. Four hundred and thirty seven parents with children with mild to severe
disabilities responded to a “Parent Opinion About Inclusion or Mainstreaming”
questionnaire. The respondents were 343 mothers, 34 fathers, 60 couples and other
family members.
A five point Likert scale questionnaire made up of three parts was used to collect
data. The first part elicited information on the background of the respondents. The
second included an “Attitude towards inclusion/mainstreaming scale” and was
composed of 18 items selected and adapted for parent respondents from the
revised “Opinions Relative to Mainstreaming Scale” (ORM) by Antonak and Larrivee
(1995) and an earlier version of the scale by Larrivee and Cook (1979). Of the 18
items, eight items were in favour of inclusion and ten expressed negative attitudes
about inclusion. The scores of the negative items were reverse coded during the
analysis so that the low rating could be interpreted as favourable to inclusion.
The third part of the instrument include items requiring parents to rate their feelings
about placement of children with SEN, satisfaction with services, and teachers
available time. Space was provided for parents comments. Frequencies, means,
ANOVAs and t-tests were used to analyse the data. Even though the study yielded
information about parental views and factors influencing their perspectives about
inclusion, fathers were under-represented. The sampling procedure used was not
described thereby affecting ability to replicate the study.
Kalyva et al. (2007) explored the attitudes of Greek parents of primary school
children without SEN towards inclusion using a quantitative approach. The sample
comprised 338 parents selected from three randomly selected primary schools in
Thessaloniki. This was made up of 182 fathers and 156 mothers aged between 2758 years. The parents were asked to respond to ‘‘My Thinking About Inclusion
Scale’’ (MTAI) developed by Stoiber et al. (1998). This consisted of 12 Likert scale
items.
There were six reverse questions. A pilot study was conducted with 40 parents to
ensure that the data from these parents were well understood. Kalyva et al. (2007)
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reported that the parents were asked to complete another questionnaire devised by
Besevegis et al. (1997).
In all, 400 questionnaires were distributed to the parents via the children and
parents were asked to return them to the teachers. The return rate was 84.5%. Chisquare, MANCOVA, means and SDs were used for the analysis.
Whereas the study was based on self-report and there was no information on the
actual behaviour of the parents, observation of the actual reaction of the parents
would have yielded more information. It must be noted that self-report is used by
most surveys and the researchers take it on trust that the respondents will report on
what they actually feel or think; they accept whatever their research participants tell
them. Additionally, qualitative interviews could have been used to shed more light
on the information given through self-reports.
Chavkin and Williams (1993) conducted a study to investigate the attitudes and
practices of minority parents regarding their involvement in their children’s
education. The investigation was done in Arkansas, Louisiana, Mississippi, New
Mexico, Oklahoma and Texas. The study included 3,103 parents and 4,073
educators. A Parent Involvement Questionnaire (PIQ) was used to collect the data.
This is a self-reported Likert scale instrument consisting of 101 closed response
items.
The instruments were distributed at open house meetings sponsored by PTAs
across the six regions. Translators were provided for parents who could not speak
English. This gave such parents the opportunity to be part of the study. But what the
researcher failed to tell us is whether all the people who spoke English could
actually read, understand and complete the questionnaire or whether it had to be
interpreted to them.
Frequencies, rank orders, means and SDs were used to present the data. The
breakdown procedure was used to help interpret the comparisons among the ethnic
groups. Accordingly, the eta-squared statistic with a significance level of p ≤ .001
was used to estimate the amount of variance that could be accounted for by the
difference in ethnicity.
The study was able to yield some interesting and useful findings. However, the
researchers did not explicitly describe the type of sampling method they used. Also,
in investigating reasons for less PI, the researchers could have introduced a
qualitative element into the research such that the respondents would compose
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their own reasons as to why they involved themselves less in their children’s
education. This will have introduced depth and meaning to the study.
Again, the questionnaires they used had too many items (101). When
questionnaires are too long there is a tendency for fatigue to set in and the
respondents may just be responding without reading critically; this will affect the
findings.
An examination of the three studies described in this section shows that they all
used Likert scale items in their questionnaire. It is evident that Likert scale items are
able to yield useful data for this type of research.
The study conducted by Kalyva et al. (2007) yielded a high (84.5%) questionnaire
return rate. This significant return rate may be because the children who
disseminated the questionnaires impressed upon their parents to respond to the
questionnaire. The implication of this for my study is that I must adopt a
questionnaire dissemination strategy that will result in a high return rate, such as,
having personal contact with the respondents and following up to ensure the
questionnaire is returned, as the return rate can have an impact on my findings.
Having personal contact may lead to more time used for data collection and also
increase travel expenses.
Another observation made is that all the studies either used or adopted
questionnaires from previous studies conducted by other researchers. This is
something worth doing as the reliability and validity of these instruments has already
been established.
3.3.3

Research studies based on mixed methods approaches

Dhingra et al. (2007) researched into involvement of parents in school-related
activities. The sample comprised 1,000 parents, drawn from Jammu City in the K
state of India, made up of fathers and mothers who had children between classes
one to five.
A multi-stage sampling technique was used for the selection of the students whose
parents became the research participants. A self-devised questionnaire was used
for the data collection. The researchers used qualitative and quantitative methods to
analyse the data. Content analysis, t-test and Pearson’s chi-square were used to
analyse the data.
The researchers failed to tell readers how many fathers and mothers were used for
the study. As a result the reader cannot tell if comparatively both sexes were well
represented.
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Additionally, they did not describe how they generated the qualitative data for the
content analysis. Throughout their presentation, they made no specific reference to
the findings from the content analysis. Furthermore, there was no evidence of
qualitative components in the description of the questionnaire. The lack of
presentation of the qualitative finding supports Johnson and Onwuegbuzie (2004)
observation that, some researchers claim to use mixed methods yet in the analysis
of data they tend to present only the findings from one approach. To illustrate this
anomaly, Greene, Caracelli and Graham (1989) evaluated 57 articles and found that
only five articles integrated the quantitative and qualitative data in the analysis,
while 44% did not. Based on this evidence, Bryman (2006) and Niglas (2004)
arrived at the conclusion that researchers hardly integrate the qualitative and
quantitative data when analysing their data.
Possible reasons why researchers fail to report findings from both approaches may
be due to publication issues, methodological preferences, lack of exemplary mixed
methods studies, nature of the data, difficulty in bridging ontological drives, skill
specialism of the research team, structure of the research projects, timelines and
writing for different audiences (Bryman, 2007). Additionally, they may be saving the
information for another publication. Despite these reasons, I recommend that the
data from both methods should be presented to help strengthen the findings.
Foot et al. (2000) used questionnaires and interviews to investigate parents’
preference, knowledge and expectation of their child’s preschool education. It must
be noted that, even though this study is not directly related to IE, it gives insight to
how studies conducted on PE using the mixed method approach are conducted.
Foot et al. (2000) conducted their study using two successive stages. First they
distributed questionnaires comprising 34 items to 3,315 parents via their children.
Prepaid envelopes were included for their return. In all, 911 parents completed the
questionnaires and 91% of them were mothers. The response rate was 27.5%. For
representativeness, the schools were selected in proportion to the population of
children in each educational authority. The second stage was the use of in-depth
interviews. Parents were selected from preschools in Glasgow. Seventy-five schools
were contacted and 16 were used. Ninety-one parents were interviewed by phone.
The questionnaires were analysed using statistical means and descriptive statistics.
The discussion was based on the results of both instruments.
Apart from informing the reader the areas the interview data covered, the
researchers did not state how many items were in the interview schedule.
Additionally, they did not mention the number of males and females interviewed.

64
The return rate of the questionnaires (27.5%) was very low. If the parents had been
requested to return the completed questionnaire via their children rather than
mailing it, the return rate may have been higher. This is supported in the study by
Leyser and Kirk (2004) and reported in section 3.3.2.
Finally, although the writers reported that the results and discussion were based on
both data sets, it is difficult for the reader to identify the results of the interviews from
their write-up. Nevertheless, the study yielded useful results that contributed to
knowledge.
3.3.4

Justification for the mixed method approach

Bryman (2006) identified 16 reasons why researchers use the mixed method
approach. Some of these are: triangulation, instrument development, completeness,
credibility and offset. Completeness, credibility and offset are my reasons for using
this approach for my study.
Triangulation offers the advantage of corroborating the findings of one method
against another (Denscombe, 2010; Bryman, 2006). For example, the researcher
uses a questionnaire to gather information, but since it is based on self-report, the
researcher has no way of knowing whether the respondent is telling the truth. To
confirm what the respondents profess, the researcher can add observation of the
respondents in their natural environment, to observe if they really do what they said
in the questionnaire. Denscombe (2010) discusses four types of triangulation. They
are:


Data: this involves the use of variety of sources in a study. There are three
types of data triangulation: informant, time and space.



Investigator: this involves the use of different researchers.



Theory: this involves the use of multiple perspectives and theories to
interpret the results of the study.



Methodological: the use of multiple methods to study a research problem.

Even though my study did not specifically aim for triangulation, data and
methodological triangulation were used. For the data triangulation, my study elicited
information from parents and headteachers (informant triangulation) and gathered
data from the three regions in Ghana piloting IE (space triangulation).
For the methodological triangulation, I used questionnaires (with Likert scale items
and one open-ended question making it qualitative in nature) which were analysed
quantitatively (see chapter 5). The data from the interviews was analysed
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thematically although I quantified the number of interviewees who gave specific
responses (see chapter 6). I did not quantify the entire data from the interviews
because it was intended to add depth to the information derived from the
questionnaire. Using qualitative means of analysing information helped to add the
depth and understanding I anticipated.
Denscombe (2010) identified two types of methodological triangulation: within
methods and between methods triangulation. The former involves the use of either
multiple quantitative or multiple qualitative approaches in one study. The latter
involves the use of both quantitative and qualitative approaches in one study. Within
method triangulation has limited value because the weakness of the method being
used will still persist (Denscombe, 2010).
For my study, both quantitative and qualitative approaches were utilised. This
eventually facilitated the comparison of the results. Additionally, since I used two
sets of respondents (parents and headteachers), the information generated from
both groups further facilitated the comparison, as in most instances they were asked
to respond to the same sets of items (see Appendix B and C). This approach was
used because it helped me elicit useful and meaningful data.
Instrument development is another reason advanced by Bryman (2006) for the use
of mixed method research. This is the situation where the results obtained through
one method are used to shape subsequent instruments, sampling or analysis
strategies of the other method (Kelle, 2006), meaning that, one method shapes and
informs the next method. For example, after a review of the literature, a researcher
finds very little empirical information to help him/her develop a questionnaire. As a
result, the researcher decides to do some initial investigation to help understand the
issues before developing a survey.
He/she then decides to interview people for information. Based upon the information
generated, he/she develops a questionnaire and does his/her research. Or, for
example, in my current study I decide to first administer a questionnaire and then,
based on the responses, I decide the type of questions I would include in my
interview guide. This means that the information derived from the questionnaire
would assist me in the next stage of my research.
According to Bryman (2006) completeness is based on the view that mixed methods
research would result in a more rich and detailed or comprehensive study than the
use of only one method. This is because it offers the researcher the opportunity to
view the issue from different perspectives (Denscombe, 2010). Further advancing
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this view, Creswell and Plano Clarks (2010) suggest that this approach may be
used to enhance the study or when the researcher realises that one source of data
is insufficient.
In the current study, for example, the data that was generated from the interviews
was used to enhance meaningfulness in the statistical figures that the analysis of
the questionnaires generated. Kelle (2006, p.309) said that “results from the
qualitative part of mixed research design can help to understand previously
incomprehensible statistical findings”. Furthermore, the data from the qualitative
interviews helped me to identify unobservable heterogeneity in the quantitative data
and identify factors that impacted on PI in IE in Ghana.
According to Bryman (2006, p.106) ‘‘credibility refers to suggestions that employing
both approaches enhances the integrity of findings’’. Credibility or trustworthiness of
the findings is enhanced when the two methods used produce the same results.
Even if they produce different results the researcher can investigate the reason for
this and report the findings. This further adds to the authenticity of the study. The
credibility of the present study was enhanced when some of the findings from the
qualitative data confirmed that of the quantitative findings. Based on the quantitative
data, for example, parents volunteering their services recorded the lowest means,
meaning that not many parents did this (see Table 5-25 and 5-26). The results from
the interviews in section 6.4.1.5 confirm this result as 4 out of the 19 parents
interviewed said they engaged in this.
Offset is one of my rationales for engaging in mixed methods research. Bryman
(2006) points out that mixed methods research is used to utilise the strengths of
both methods and that the strengths of each method offsets the weaknesses in the
other. In the present study, for example, I was able to statistically establish
relationships among some of my variables using the quantitative data which I could
not do with the qualitative data (see section 5.4 for examples). The qualitative data
on the other had provided rich, accurate and detailed responses for example,
compare the information in Table 5-25 and parental responses on the same issue in
section 6.4.1.5.
In the literature search there were two studies that mentioned using the mixed
approach and they had nothing to do with IE (see section 3.3.3). Dhingra et al.
(2007) did not describe how they used the qualitative aspect in their methodology or
report its findings while Foot et al. (2000) failed to clearly report their interviews
results. Thus, even though the researchers reported using mixed methods, there is

67
no evidence, suggesting that, mixed methods research is professed to be used by
some researchers but in reality is not (Bryman, 2006; Niglas, 2004).
3.3.5

How the Review Informed the Study

From the above it is clear that there are two traditional approaches to research
which can yield useful information but have their inherent weaknesses. It is to
compensate for their mutual and overlapping weaknesses among other reasons that
it has become necessary to combine both methods in what has become known as
the mixed method design. This is not to say that it does not have its weaknesses,
for example, the tendency to report on only one methodology and ignore the other.
However, for my research the use of the mixed method approach helped to add
depth, better understanding, credibility, provide richer and more useful answers to
my research questions and offset the weaknesses of the methods.
In reporting, I made conscious effort to report both the qualitative and quantitative
findings. Also, the data I collected from the qualitative data were used for
explanation, elaboration and in certain cases corroboration.
I adopted data collection strategies that yielded a high questionnaire return rate. For
example, I distributed some of the questionnaires personally to the parents and for
those I could not reach I used the headteachers to personally give it to them.
Parents who could complete it immediately were encouraged to do so. Otherwise,
they returned the completed questionnaire on the agreed date to the headteacher
who then handed it to me on the agreed date. Initially, I planned that parents who
did not understand English would have the questionnaire translated into the local
dialect for them, but fortunately all the parents that the systematic sampling
procedure yielded were literate in English.
I ensured that in developing the questionnaire, close attention was paid to the
literature and also to previous instruments used to research into PP, PE and PI.
This helped to improve the reliability and validity of my instrument. I also ensured
that the questionnaire did not have too many items and that the language used was
at a level the respondents could understand and respond to. Finally, equal numbers
of fathers and mothers were sampled for this study, as the literature review revealed
that fathers had been grossly underrepresented in previous studies. The next
chapter presents the methodology of the study.
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CHAPTER FOUR
4 METHODOLOGY
4.1

Introduction

The previous chapter reviewed methods involved in research into parental
perceptions, expectations and involvement in IE. The study was guided by four
research questions which are stated in section 1.4. This chapter is devoted to the
discussion of the research design, population, sample, sampling techniques,
research instruments, pilot-testing of instruments, data collection procedure and
methods of data analysis.

4.2

Research design

A descriptive survey approach was used for this research project. This involves
collecting data in order to test a hypothesis or answering questions concerning the
current status of the subject of study. It determines and reports the way things are
(Gay, Mills and Airasian, 2009). According to Gay, Mills and Airasian (2011) and
Best and Kahn (2005), the descriptive survey method is useful for assessing a
group of people’s preferences, attitudes, concerns, interests, practices and
perceptions. Descriptive data are usually collected through questionnaires,
interviews or observations (Creswell, 2012; Robson, 2011).
In this study, questionnaires and interviews were used to collect the data.
Questionnaires were used to facilitate the collection of data from a large sample
(560 parents and 35 head teachers). It was also to enable statistical analysis to be
conducted in order to test for the relationship between the variables, for example, I
was able to use Pearson product-moment correlation coefficient to determine the
relationship between parents’ knowledge, perceived benefits and concerns about IE
and their current involvement in IE (see section 5.5.7). On the other hand,
interviews were chosen because of their ability to yield in-depth information and give
the respondents the opportunity to express their views about issues.
Questionnaires and interviews have inherent advantages and disadvantages
(Sarantakos, 2013; Robson, 2011; Sarantakos, 2005). For example, questionnaires
offers researchers the opportunity of having a larger sample size. However, it may
produce untrustworthy results because people may not be completely truthful in
their responses also the data may be influenced by the respondents’ characteristics
(Robson, 2011; Denscombe, 2010). Examples of these are experience, knowledge
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and literacy. Questionnaires require respondents who can articulate their thoughts
and sometimes put such thoughts into writing. The questionnaire is, therefore,
limited by illiteracy. However, for this study all the respondents were literate.
Gay et al. (2009) are also of the opinion that other challenges facing researchers
who use this approach are participants’ failure to return completed questionnaires,
their willingness to be interviewed and their ability to attend scheduled interviews.
They point out that ‘‘if the response rate is low then valid, trustworthy conclusions
cannot be drawn’’ (p.9). In other words, this will affect the generalisation of the
results. This study has not been affected by these factors as it yielded high
response rates (see section 4.9.1) and the interviewees willingly accepted the
opportunity to be interviewed and showed up on the expected day and time. In spite
of the other disadvantages, the questionnaire did generate useful data for this study.
In addition to utilising the descriptive survey design, the research employed both
quantitative and qualitative means of data collection and analysis. In other words, it
used the mixed method approach. Johnson, Onwuegbuzie and Turner (2007, p.123)
point out that:
Mixed method research is the type of research in which a
researcher or team of researchers combine elements of
qualitative and quantitative research approaches (e.g., use of
qualitative and quantitative viewpoints, data collection, analysis,
inference techniques) for the broad purposes of breadth and
depth of understanding and collaboration.

4.3

Regions involved in the pilot inclusive project

In Ghana, the first phase of the pilot project for IE operates in three of the ten
regions of the country. The breakdown of the number of schools and districts in the
three regions used for the piloting of IE is presented in Table 4-1 below.
Table 4-1: Data of regions, districts, number of schools and pupils
Region
Greater
Accra
Central

District
Accra Metro
Dangbe East
Ga West
Cape Coast
Ewutu/Efutu/ Senya
Agona Swedru

Eastern New Juabeng
Birim South
Yilo Krobo
Manya Krobo
Total

Location
Tudu
Ada Foah
Amasaman
Cape Coast
Winneba
Agona
Swedru
Koforidua
Akim Oda
Somanya
Odumase

Schools
4
3
3
4
4
3

Pupils
2,046
1,208
611
1,839
2,279
1,304

4
4
3
3
35

849
1,495
1,660
1,305
14,596
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Selection of the study area was determined by the regions in which the first phase
of the pilot inclusive programme was being run by the SpED of the MOESS.
4.3.1 Justification for using the pilot inclusive schools
The 35 schools used in the first pilot phase of the implementation of the inclusive
education programme in Ghana were used for the present study. These schools
were chosen because they have been exposed to IE for quite some time (from 2003
to date). Additionally, the teachers in these schools were exposed to a training
programme in relation to IE prior to the inception of the pilot programme. Therefore,
these schools provided the information which was being sought.

4.4

Population

The study included all 35 headteachers in the selected schools. Additionally, all
parents who had their children enrolled in the 35 pilot inclusive schools in Ghana
were part of the study. Determining the number of parents in each family was
problematic due to the complex nature of some family structures. For example,
single parent families or children with step parents. The number of pupils was used
as an indicator of the number of parents.
The total population of pupils in the schools was 14,596. This figure is based on the
most recent available statistics (2005/2006) from the SpED. Table 4-2 shows the
number of pupils in the respective schools. The total population of pupils, and hence
parents, was approximated to be 15,000.
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Table 4-2: Distribution of pupils in schools
Regions
District
Greater
Accra

Accra Metro

Dangme East

Ga West

Central

Cape Coast

Ewutu/Afutu/Senya

Agona Swedru

Eastern

New Juabeng

Brim South

Yilo Krobo

Manya Krobo

TOTAL

4.5

School

Pupils

Nungua AMA 4 Basic
Nungua AMA 7 Basic
Odorkor 6 Basic
Odorkor 7 Primary and JSS
Big Ada Methodist Basic
Big Ada Presby Basic
Gbedeku Basic
Malam D/A1A Primary
Malam D/A1B Primary
Malam D/ A 3 JSS

511
483
572
480
449
431
328
223
276
112

Pedu M/ AA
Pedu M A B
Christ OF Christ Basic
R/C Jubilee Basic
UniPra North Basic
Presby Primary and JSS
D/C Primary and JSS
AME Zion Primary and JSS
Swedru Presby Primary B
Swedru Sal Army Primary A
Swedru Presby A

446
421
513
459
496
605
594
584
458
399
447

Koforidua SDA Primary
Asokore R/C Primary
Koforidua Presby F. Primary
Ada Kyeremanten LA Primary
Oda Freeman Methodist
Oda St Anthony Primary
Oda Wesley Methodist Primary
Swedru St Andrew Primary
Somanya RC Primary
Somanya Presby Primary
Somanya L/A Primary
Mount Mary’s Primary
Akro Primary
Nuaso Presby Primary

281
170
256
142
352
373
403
376
516
553
591
469
474
362

10

14,596

Sample and sampling techniques

The sample size was 595. This comprised 560 parents and 35 headteachers. A
description of the sampling process is contained in the subsequent sections.
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4.5.1

Headteachers

All 35 headteachers were selected. The headteachers were purposefully used for
the study because they provided perspective about the nature of PI. These were
based upon the MOE directives and included how parents are to be involved in their
children's education. Also, they provided information on their perceptions of how
parents are actually involved in IE.
4.5.2

Parents

Cohen, Manion and Morrison (2004) suggest that with a population of approximately
15,000, the ideal sample size is 375. Cohen et al. (2004) recommend that, due to
the non-return of some of the questionnaires, the sample size can be increased to
about half of the required number. For this reason, 560 parents were used for the
study instead of the proposed 375. Based on the literature, this was a good
representation of the sample and also accommodated questionnaires that were not
returned. For representation purposes, the sample of parents was selected from all
35 schools.
The convenience sampling technique was considered initially to select parents for
the study. Using this method meant that parents who came to the school to consult
teachers or to discuss the progress of their child or for any other reason would be
invited to be part of the sample. The use of this sampling technique was abandoned
as it was likely to affect the ability to generalise results. Using the convenience
sampling method also implies that every member of the population will not be given
an equal chance of being selected. This was likely to introduce subjectivity into the
study. This is because the method itself is biased. Secondly, the researcher may be
biased and end up using their personal judgment to decide who will or will not be
part of the sample.
The systematic sampling procedure was chosen to enhance the opportunity to
generalise the results and lessen the possibility of introducing any form of
subjectivity into the study.
This technique involves the selection of ‘‘subjects from a population list in a
systematic rather than a random fashion’’ (Cohen et al., 2004, p.100). The first
respondent is usually randomly selected from the list and thereafter every nth
person is selected (Denscombe, 2010; Robson, 2002). It is recorded that the
systematic sampling procedure does not give an equal chance for every member of
the population to be selected, (Cohen, Manion and Morrison, 2007). The random
selection of the first respondent, however, lessens this effect (Cohen et al., 2007)
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The sample was weighted per region depending on the total population of parents
who had children attending the respective schools (see Tables 4-3, 4-4, 4-5 and 46). The systematic sampling technique was used on the list of pupils enrolled in the
schools. The parents were contacted once the pupils had been identified. The
parents became part of the sample for the study.
Parents with more than one child in the school were substituted after they had been
selected once. Also, I ensured that my sample comprised equal numbers of fathers
and mothers. This selection was done randomly until equal numbers of fathers and
mothers were selected.
In order to get a representative sample of parents based on the sampling procedure
described above, the following steps were taken. The first step was to count the
total number of parents who had their children in schools which were part of the first
phase of the pilot inclusive programme in each region. This was derived
approximately from the total number of pupils in the schools. The approximated
number of parents was based on the premise of one parent per child.
Table 4-3: Distribution of parents in the regions
Region
Number of parents
Greater Accra
Central
Eastern
Total

Number of schools

3,865

10

5,309

11

5,422

14

14,596

35

Based on Table 4-3, the proportion of each region was calculated (see summary on
Table 4-4) and distributed accordingly (see Table 4-5).
Table 4-4: Sample proportion
Region
Number of parents

Proportion

Greater Accra

3,865

27

Central

5,039

36

Eastern

5,422

37

Total

14,596

100

%

Table 4-5: Distribution of sample size among the regions
Region
Percentage
Sample per region
Greater Accra

27

151

Central

36

202

Eastern

37

207

Total

100

560
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Having derived the distribution of sample per region, the next step was to determine
the sample size per school (see Table 4-6).
Table 4-6: Distribution of sample per school in each region
Region

Number of schools

Sample per region

sample per school

Greater Accra

10

150

15

Central

11

198

18

Eastern

14

210

15

Total

35

558

From the calculation, the total sample of parents was 558. This fell short of two
people as the calculation was based on a sample size of 560. Two parents were
randomly selected from the Central region to make up for this shortfall. This region
is considered to be the cradle of education in Ghana (where the Government
focused on establishing model schools during the colonial era and after
independence in 1957). It therefore seemed appropriate to select the extra two
respondents from this region. It must be noted that the disproportionate sampling
technique was used to reflect the uneven population of parents per region (see
Table 4-6).
4.5.3

Interview with parents

Out of the 560 parents that were sampled for the study, 20 parents were purposively
selected and interviewed to help provide more information and explanation for
research questions two and three. Each interview lasted between 15 and 30
minutes. In purposively selecting the parents for the interviews, I first grouped them
based on regions as shown in Figure 4-1 and then selected parents who fulfilled the
criteria set till I had the required number per region.
Six parents each from the three regions were interviewed with an additional two
from the Central region (see section 4.5.2 for the reason given for selecting
additional sample from the Central region). In selecting the interviewees for each
region, I ensured that there were equal numbers of fathers and mothers and at least
2 parents who had children with SEN (see Figure 4-1). The rationale for the
distribution of the sample was that I wanted the opinion of parents from all the three
regions, as well as that of fathers and mothers and also parents with and without
children with SEN.
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Region

Parents per region

Subgroups

Male = 3
Females= 3

Greater Accra
region

6 parents

SEN= 2
No SEN = 4

Males = 4
Females = 4
8 parents

SEN = 3
No SEN = 5

Central region

Males = 3

6 parents

Eastern region

Female = 3
SEN = 2

No SEN = 4

Figure 4-1: Distribution of the parents interviewed
The sample of parents interviewed was relatively small because interviewing a large
number would have resulted in data that may have been too large to handle.

4.6

Research instruments

This section describes the research instruments that were used to gather data.
These were questionnaires for parents, headteachers and an interview schedule for
parents. A questionnaire was chosen because of its ‘‘ability to reach respondents
who live at widely dispersed addresses’’ and the ‘‘low cost of data collection’’
associated with it (Oppenheim 1992, p.102).
The interview as a data collection tool was chosen because of its ability to yield indepth information and offer the research participants the opportunity to say what
they think with greater richness and spontaneity (Oppenheim, 1992). The
instruments were developed based upon existing literature. In constructing items for
the section on PP of IE, a number of items were selected from the “Attitude towards
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inclusion/mainstreaming scale” by Leyser and Krik (2004, p.276-277). The major
difference between their instrument and the current instrument is that they had 18
five-point Likert scale items, while for this study 36 four-point Likert scale items,
divided into two major areas (knowledge and feelings about IE) were used. The
feeling about IE component was divided into benefits and concerns for the analysis.
Apart from adapting items from the instruments used by Leyser and Krik (2004),
additional items were developed based on the literature to bring the total number of
items in this section of the questionnaire to 36. The four-point Likert scale was
chosen for this study. This was based on personal experience in supervising
students conduct their research with teachers and parents in Ghana. When
respondents were given the neutral option, the majority of them end up selecting
that without critically reading the other items to form an opinion about them.
In developing the items, consideration was given to the terminologies used in the
Ghanaian context. In the literature, children with SEN is the current preferred
terminology. Using this term in the questionnaire meant parents would not have
known which children were being referred to. Children with disabilities is the term
that was used as this is familiar to Ghanaian parents.

Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns
4. Preference for placement

Demographics of
respondents

Parental involvement (PI) in IE
1. What the parents are currently doing
2. The additional ways parents want to
be involved
3. How the inclusive schools expect
parents to be involved
4. How the schools promote PI
5. Facilitators and inhibitors to PI

Parental expectations (PE) of IE
1. The expectations parents have of
their children in inclusive schools
2. The roles inclusive schools are
playing to fulfil parental
expectations for their children

Figure 4-2: The coverage of the instruments for data collection
Figure 4-2 was developed based on the literature, aims of the study and the
research questions. It gives a general overview of the areas the instruments for data
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collection covered. Sections 4.6.1, 4.6.2 and 4.6.3 give further details of the specific
areas covered by each instrument.
4.6.1

Questionnaire for parents

The parents’ questionnaire had four sections (A–D) (see Appendix B). Section A
elicited background information from the parents, that is, gender, age-range and
educational level of the respondent. Also, information was sought on whether the
respondent had a child with SEN or not, and the gender of the child was elicited.
Parents were asked to indicate where they thought children with SEN should
receive their education. They were to give reasons for their response. Section A had
seven items and respondents were required to either tick or supply their answer.
Section B sought information on perception about IE. The focus here was on
parental knowledge and their perception about the benefits of IE, and also their
concerns about IE. Data collected from this section of the questionnaire was used to
answer research question one. The four-point Likert scale format with 4 = strongly
agree, 3 = agree, 2 = disagree and 1 = strongly disagree was used for the 36 items
in this section of the questionnaire.
Section C elicited information to answer research question two and it was about the
expectations parents had for their children in inclusive schools, and whether IE was
meeting these expectations. Additionally, it yielded information on things the schools
were doing or should be doing to help fulfil these expectations. Parents were
expected to tick one of the options provided. Also, for the item that demanded a
‘‘yes’’ or ‘‘no’’ response, further explanation was elicited.
Section D elicited information on PI in IE. It was aimed at answering research
question three. The foci of the questions were: what the parents are currently doing
to be involved in their children’s IE, how the school is currently involving parents in
their children’s education and what roles Ghanaian parents think inclusive schools
should allow them to play in their children’s education. An open-ended item was
placed in this section to give parents the opportunity to suggest other ways they
would want the school to involve them in their children’s education. This was in line
with Robson (2002) and it gave the parents the opportunity to give a vivid
assessment or response based on their innermost beliefs and opinions.
Additionally, this section elicited information on factors that inhibited and facilitated
PI in IE. The total number of items in the questionnaire for parents was 83 (see
Appendix B).
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4.6.2

Questionnaire for headteachers

The headteachers’ questionnaire had two sections (see Appendix C). Section A
elicited information on the background of the respondents. This included their
gender, age-range, teaching experience in years and professional qualification.
Section B elicited information on how parents were currently involved in IE, how the
school involved parents in IE, and additional ways headteachers thought the
parents would want to be involved. Also, it elicited information on factors the
headteachers viewed as facilitators or inhibitors to PI in Ghana. The last item in the
questionnaire required respondents to rate PI in IE on a scale of 1–4. With 1 being
Poor, 2 Very low, 3 Low and 4 High. Most of the items in the questionnaire were
Likert scale and they were the same as that for the parents. The only difference was
that the statements were depersonalised while those of the parents were
personalised and started with ‘‘I’’. The total number of items for this questionnaire
was 45.
4.6.3

Interview schedule for parents

A structured interview schedule was developed for parents. This had three sections,
A to C (see Appendix D). Section A elicited background information about the
respondents, that is, their gender, age-range and educational qualification(s).
Section B elicited information on PE for their children. Section C elicited information
on PI in IE and factors that prohibited or facilitated PI in IE.

4.7

Pilot-testing of instruments

This section describes how the pilot-testing of the instruments was done. It
describes the pilot-testing of the questionnaires and the interview schedule.
4.7.1

Questionnaires

Five schools were randomly chosen for the instruments to be pilot-tested. Five
parents were randomly selected from each school and two headteachers (the head
and assistant) from the schools were used to pilot the instruments. In all, 25 parents
and ten headteachers were used to pilot-test the instruments in Ghana. The
research instruments were sent to Ghana to be piloted by a colleague who
completed his doctoral programme at the University of Leeds. Also, the instruments
were piloted on five Ghanaian parents who are currently living in Leeds.
Extra sheets of paper were added to the questionnaire for respondents to pass
comments on the clarity, weaknesses, inadequacies, ambiguities and problems on
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all aspects of the items in the instrument. As a result of such comments, statements
felt to be ambiguous or misleading or redundant were either removed or revised for
clarity before the actual data collection took place. To further refine the instruments,
they were given to a PhD student and a past PhD student in the field of SEN of the
University of Leeds for completion and their comments. Based on the pilot-testing,
the instruments were refined for the main study. The pilot-testing helped to ensure
that the final instruments were minimised of ambiguity. Additionally, it helped to
check the time needed to respond and to test the coding system (Cohen et al.,
2004; Sommers and Sommers, 2002; Morrison, 1993; Oppenheim, 1992).
4.7.2

Interview guide

The interview guide was pilot-tested in London and Leeds on the 14th and 22nd
August 2010. Four Ghanaian parents were interviewed. They all had children who
attended inclusive schools in Ghana before migrating to the United Kingdom
between 2007 and 2010. For ethical reasons, the interviewees, two males and two
females, were informed about the purpose of the pilot-testing and their written
consent was elicited for the exercise. They were contacted by phone prior to the
interview. Some information about the interview was given and the time and venue
for the interview were agreed. Parents were also asked to give their verbal consent.
The interviews lasted between 20 to 30 minutes each.
The parents’ responses gave an indication that parents were involved in the IE of
their children. The piloting showed that parents needed time to think and compose
their responses. Hence, I decided to give parents about 30 seconds before
prompting a response during the main study. In certain situations, the questions had
to be repeated before the parents attempted to answer. Parents were given options
of which educational qualifications they possessed. However, there was a pause
before parents said that their educational qualification was not listed. The options
were removed from the final instrument.
The interviewees fully understood all the questions asked and answered to the best
of their knowledge. Piloting the interview helped me to estimate the time it would
take to conduct the interviews and the type of questions parents might ask for
clarification.

4.8

Validity and reliability of instruments

Validity is defined as ‘‘the appropriateness of the interpretations, inferences, and
actions that we make based on test scores’’ (Johnson and Christensen 2004,
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p.140). They cautioned that, in ensuring validity, we must ensure that the test
measures what it is intended to measure, for the particular group of people and for
the particular context, and also that the interpretations that are made based on the
test scores are correct. As a result, Hair et al. (2005) opined that validity refers to
how well the concept is defined by the measure.
Reliability on the other hand, ‘‘refers to the consistency or stability of the test
scores’’ (Gay et al., 2009; Hair et al., 2005; Johnson and Christensen, 2004). This
means that the assessment tool would yield the same or almost the same scores
any time it is administered to the same individual or group.
There are several ways of determining the reliability of an instrument, for example,
there is the split half, test retest, alternative form methods and the internal
consistency method. The Crobach’s alpha is estimated to be the most widely used
method in estimating the internal consistency of an instrument (Kimberlin and
Winterstein, 2008). Kimberlin and Winterstein (2008) reported that it is used for
summated scales or Llikert scale items. Since the questionnaires were
predominantly Likert scale and I wanted to estimate the internal consistency of the
instruments, the Crobach’s alpha was deemed the best method to estimate the
reliability of the instrument. The Crobach’s alpha has a correlation coefficient
ranging in value from 0 to 1. The closer a reliability coefficient value is to 1, the more
reliable the test, while the closer the reliability coefficient value is to 0, the less
reliable the test (Gay et al., 2009). The reliability coefficient of the parents’
questionnaire was 0.83, while that of the headteachers’ was 0.73.
To establish the validity of the instruments, the questionnaire and interview
schedule were given to colleagues and three experts in the field (my supervisors
and a former PhD student of Leeds University) for their review, since face or content
validity can be determined by expert judgment (Gay et al., 2009). The suggestions
they made were used to restructure the items. According to Amedahe (2001) it is
the soundness of the interpretations given to the assessment scores that are
validated, not the instrument. If the instrument measures what it intends to measure
and the results are used for the intended purpose, then the instrument can be said
to be valid. The pilot-test helped to refine the research instruments. The
questionnaire was refined based on the comments made during the pilot study.
Additionally, to ensure the reliability of the interviews, Silverman (1993) suggests
that there is a need for the interviews to have the same structure, sequence of
words and questions for each respondent. The structured interview schedule that
was developed and used helped to achieve this (see Appendix D). Also, the
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prompts and probes used to elicit further information or clarification was the same
for all the interviewees.
Furthermore, in line with Gibbs (2007) concerning the reliability of qualitative
research, all the transcripts were crosschecked to ensure there were no apparent
mistakes. Also, I ensured that the codes were well defined and used consistently.
Lastly, the codes and the data were crosschecked by my supervisors for accuracy
and authenticity.

4.9

Data collection procedure

In this section, how the data were collected for the study is described. It describes
that of the questionnaires and the interview schedule.
4.9.1

Questionnaire

Permission to carry out the study was obtained via a letter from the Director of
SpED and the Regional Directors of Education (see Appendix G and H). Permission
was granted and the participating schools informed.
For ethical reasons, at the schools, I explained the rationale and all other ethical
issues involved in the study, to the headteachers and elicited their voluntary
consent. Their questionnaires were administered.
Before the data collection it had been planned that the parents’ questionnaire would
be mailed and would include a self-addressed return envelope. This method is
reported to decrease labour and travelling costs, and help standardisation
(Sarantakos, 2013; Sommers and Sommers, 2002). However, this method was
abandoned due to the cost of postage in Ghana and the reported low return rate
(Sarantakos, 2013; Sommers and Sommers, 2002; Oppenheim, 1992).
The lists of pupils obtained from the headteachers were used for the systematic
sampling. Letters were sent to parents of selected pupils, explaining the rationale
and ethical issues of the study. Parents’ written informed consent was elicited. My
contact details were provided so that parents could contact me for any clarification.
The questionnaire and the letter described was given to some of the parents
personally at their PTA meetings and, for those who did not turn up, the
headteachers gave it to them personally. The parents were given a maximum of
three weeks to return the completed questionnaire. The completed questionnaires
were returned to the headteachers, and these were then passed on ready for
analysis.
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The major challenges of using the questionnaire as the procedure for data collection
were the time and cost of travelling and the cost of phone calls to the headteachers.
This was worsened because some of the parents did not heed to the timeframe for
the return of the questionnaires and even returned them between one to six weeks
after the agreed period. The method employed, however, yielded high questionnaire
return rates: 97.1% for headteachers and 92.9% for parents.
4.9.2

Interviews

All interviewees were given copies of the interview schedule to study before the
interview was conducted. This was to facilitate interaction between the interviewer
(me) and the interviewees. The interviewees were given the opportunity to choose
the time, date and venue in order not to disrupt their normal schedules. Additionally,
they were assured of confidentiality and also that at no point in time would their
identities be revealed. No participant was pressured or forced to participate in the
study. The principles of informed consent and voluntarism were strictly adhered to
(Denscombe, 2010; Cohen et al., 2007; Sarantakos, 2005; Neuman, 2003;
Denscombe, 2002; Frankfort-Nachmias and Nachmias, 2000). Even though the
interviewees were given the option to choose where the interview should be
conducted (home, work or their child’s school), all of them opted to be interviewed in
their child’s school.
To ensure that the data were accurately recorded, permission was sought from the
interviewee to tape-record the session. Furthermore, after the interviews, the tape
was played back to each interviewee. This was to enable parents to correct
comments, add additional information or simply validate what they had said during
the interview.

4.10

Data analysis

As the study involved the collection of both quantitative and qualitative data, this
was taken into consideration when making decisions on the data analysis.
4.10.1 Questionnaires
The completed questionnaires were serially numbered for easy identification and
were coded. The completed and returned questionnaires totalled 520 for the parents
and 34 for the headteachers. Items on the four-point Likert scale were scored 4, 3, 2
and 1 for items with the response strongly agree, agree, disagree, and strongly
disagree, respectively. Items in the negative were reverse coded. The same scale
was used for items with the response always, often, sometimes, and never. Age-
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ranges of the respondents were coded 1 to 5, starting from the least to the highest
age-range (see Appendix B and C).
The educational levels of parents were coded 1 to 7, starting from Middle School
Leaving Certificate (MSLC), which is the lowest, to master’s degree, which was the
highest. To facilitate meaningful or significant results, GCE ‘O’ and ‘A’ level holders
were put together to constitute a group. Additionally, three Year Post-Secondary
certificate holders were merged with those who hold diploma certificates, as this is
equivalent to a diploma in Ghana (see section 2.3.1.1).
Lastly, the master’s degree holders were also merged with the degree holders to
constitute a group. As a result, the categories of educational level used for the
analysis in Sections B. C and D were reduced to four and were coded 1-4, with
MSLC being the lowest and degree the highest.
The professional qualification(s) of headteachers were coded on a scale of 1–5.
These were: 1=Certificate A 4 Year Post Middle, 2=Certificate A 3 Year PostSecondary; 3=Teacher’s diploma; 4=B. Ed degree, and 5=master’s degree. The
teaching experience of headteachers’ was coded on a scale of 1-4 for 1–5 years, 6–
10 years, 11–20 years and 21 years or more.
The options for where parents want their children to be educated were coded 1 to 3,
that is, 1 for regular schools, 2 for special schools and 3 for inclusive schools.
Finally, headteachers’ rating of PI was also coded on a scale of 1–4. Dichotomous
items were coded 1 and 2. For example, responses that demanded ‘‘male’’ or
‘‘female’’, and ‘‘yes’’ or ‘‘no’’ responses were coded 1 and 2 respectively.
Descriptive statistics (frequencies, percentages and cross tabulations when
necessary) were used to analyse and describe the responses for part of research
question one and two (see section 5.3.1 to 5.3.4, 5.4.1 and 5.4.2). Frequency and
percentage tables and charts were constructed to give an overall view of the
findings, to identify the trends and to display relationships between parts of the
findings (Sarantakos, 2005).
For part of research question one (specifically the variation in PP), one-way
between groups ANOVA was used to determine whether the perception of the
parents varied in terms of their age-range and educational level (see section 5.3.5.1
and 5.3.5.2). One-way ANOVA is a parametric test. It is used for analysing
numerical data and for comparing several means and for data that has been
collected using different participants in each condition (Pallant, 2010; Field, 2009).
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It is for these reasons that it was considered the best statistical measure for
comparing the means of the parents based on their educational level and their ageranges.
Where significant F values were identified from the ANOVA results, Hochberg’s GT2
post-hoc test was employed to examine the mean differences. The decision to use
Hochberg’s GT2 post-hoc test was based on an observation by Coakes’ (2005) that
a significant F value indicates that the population means are probably not equal.
Also, Black (2004) opines that post-hoc pairwise comparisons should be made after
the ANOVA to test for any significant differences in the samples based on a
significant overall F value. The main justification for using this test was because it is
the preferred post–hoc test if the sample sizes are different (Field, 2009). Since my
sample sizes were different (see section 5.2, Tables 5-1 and 5-2) and it passed the
test of homogeneity of variance, it was considered the best post-hoc test for the
study.
To determine parents’ perceptual variations based on gender and whether they had
a child with SEN or not, the independent sample t-test was used (see section
5.3.5.3 and 5.3.5.4). The t-test was chosen because it gave the opportunity to
compare the mean scores of the two groups in each category (Pallant, 2010; Field,
2009). Error bars with 95% confidence intervals were constructed to illustrate
findings when necessary.
The chi-square test of association was chosen to determine demographic variations
in PE and to help in answering research question two (see section 5.4.3). Chisquare is a non-parametric test and is recommended by Field (2009) for testing for
association between categorical variables. Since the PE component of the
questionnaires consisted of categorical variables, chi-square test of association was
deemed the best statistical measure to test for demographic variations between
them.
For part of research question three, means and SDs were used to determine the
nature and extent of PI in IE in Ghana (see sections 5.5.1, 5.5.2 and 5.5.4 to 5.5.6).
This helped to determine the areas where there was more or less PI and give
meaningful analysis of the data.
The ANOVA and post-hoc tests were used to explore the data further and determine
the variation in parents’ current involvement based on age-range and educational
level (see sections 5.5.3.1 and 5.5.3.2). For variations in parent’s current
involvement based on gender and parents with and without children with SEN, the
independent sample t-test was used and error bars with 95% confidence intervals
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were constructed to illustrate the findings. (see sections 5.5.3.3 and 5.5.3.4). Where
applicable, descriptive tables showing the mean scores across the set of items was
presented for the variations in PP and PI aspect of the analysis (see Tables 5-6 to
5-9, 5-27 to 5-29 and 5-31).
To explore the data further, Pearson product-moment correlation coefficient was
used to determine the relationship between parents’ knowledge, perceived benefits
and concerns about IE and their current involvement in IE (see section 5.5.7).
Correlation was further used to explore the relationship between parents’ knowledge
and perceived benefits of IE, parents’ knowledge and concerns about IE, and finally
parents’ perceived benefits of IE and their concerns about IE (see section 5.5.8).
Scatter plots were presented to show the nature and strength of the relationships
(see Figures 5-20 to 5-25).
4.10.2 Analysis and coding of the interview data
The aim of this section is to give an overview of how the interview data were
transcribed and coded. This is to aid future replication of the study.
Interviewing generates a large amount of data which needs to be meaningfully
analysed and the results presented. A common approach to analysing qualitative
data developed by Strauss and Glaser (1967) is Grounded Theory. With this
approach, the researcher is supposed to approach the data with a blank mind and
let the data speak for itself. Using this approach alone was not considered the most
feasible for this study, as the research questions and instruments were developed
based on the literature. Also, it would have meant that I would have had to rid
myself temporarily of all previous knowledge gained from my readings and
experience. Bryman (2012) and Bulmer (1979) question whether this is possible.
Bryman suggests that ‘‘social researchers are typically sensitive to the conceptual
armoury of their disciplines, and it seems unlikely that this awareness can be put
aside’’ (p. 574).
Having read works of various researchers on qualitative analysis Grounded Theory
did not appear to be a viable option (Robson, 2011; Taylor and Gibbs, 2010;
Creswell, 2009; Teddie and Tashakkori, 2009; Braun and Clarke, 2006; Glaser and
Strauss, 1967). Some of the core principles of the thematic approach to qualitative
data analysis (Braun and Clarke, 2006) were adapted for use in this study. Thematic
analysis ‘‘is a method for identifying, analysing, and reporting patterns (themes)
within the data. It minimally organises and describes your data set in (rich) detail’’
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(Braun and Clarke 2006, p.79). The general approaches to analysing qualitative
data were considered (Creswell 2009, chapter 9). The steps were:
1. Organising and preparing the data for analysis.
2. Reading through the data for familiarisation.
3. Coding the data.
4. Using the coding process to generate themes or descriptions.
5. Describing how the descriptions and themes will be represented in the
analysis.
6. Making interpretation or meaning of the data.
Even though it had some similarities with that of Braun and Clarke (2006), I
preferred the latter because I could effectively adapt it to my study. Thematic
analysis by Braun and Clarke (2006) has six phases which have been stated and
described in Table 4-7
Table 4-7: Phases of the thematic analysis
1. Familiarising yourself with the data:

Transcribing the data (if necessary),
reading and re-reading the data, noting
down initial ideas.
2. Generating initial codes:
Coding interesting features of the data in
a systematic fashion across the entire
data set, collating data relevant to each
code.
3. Searching for themes :
Collating codes into potential themes,
gathering all the data relevant to each
potential theme.
4. Reviewing themes:
Checking if the themes work in relation
to the coded extracts (level 1) and the
entire data set (level 2), generating a
thematic ‘map’ of the analysis.
5.Defining and naming themes:
On-going analysis to refine the specifics
of each theme, and the overall story the
analysis tells, generating clear definitions
and names of each theme.
6. Producing the report:
The final opportunity for analysis.
Selection of vivid compelling abstracts
examples, final analysis of selected
extracts, relating back of the analysis to
the research question and literature,
producing a scholarly report of the
analysis.
Adapted from Braun and Clarke (2006, p. 87)
The analysis was conducted thematically building on the steps outlined above. The
following section describes how it was done.
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1) Familiarisation with the data
The audio recordings of the interviews were listened to repeatedly for familiarisation
purposes (Gay et al., 2009). Each interviewee was given a numeric code for easy
referencing (Sommers and Sommers, 2002). The code assigned was based on the
order in which the parents were interviewed (1-20). The recording of each interview
was typed verbatim and hesitations and pauses were noted (McLellan, Macqueen
and Neidig, 2003). The goal was to preserve originality and ensure that no
information was misinterpreted or lost. Three of the interviews were in the
vernacular. These were translated and transcribed verbatim into English. Examples
of how a pause was recorded include ‘(long pause) In fact academically’ (Parent 1)
and a hesitation ‘Well, urm urm….socially’ (Parent 3).
The transcribed version was read through while listening to the audio tape several
times to ensure there were no omissions. Each interview was then summarised.
Doing this helped to conceptualise what the interviewees said and identify
similarities and differences in their statements. It also drew attention to the close link
between the research questions and the responses given. Additionally, general
notes and comments were written about initial thoughts and relevant issues that
were starting to emerge from the data. This stage subsumes the first two stages in
the approach to qualitative analysis suggested by Creswell, (2009). The
modifications made to this phase of thematic analysis as described by Braun and
Clarke (2006) was to give each interviewee a code and to write the summary of
each interview.
2) Generating initial codes
Coding is part of analysing qualitative data and helps the researcher to think
critically about the meaning of the data (Bryman, 2012; Huberman and Miles, 1994).
Robson (2002) defines codes as ‘‘a symbol applied to a section of a text to classify
or categorise it’’ (p.447). Coding, according to Taylor and Gibbs (2010), is the
process of examining the data for themes, ideas and categories and marking similar
passages of text with a code label so that it can easily be retrieved at a later stage
for further comparison and analysis. Similarly, Creswell (2007, p.148) describing the
steps in the coding process, said:
Central steps in coding data (reducing the data into meaningful
segments and assigning names for the segments), combining
the codes into broader categories or themes, and displaying and
making comparisons in the data graphs, table, or charts. These
are the core elements of qualitative data analysis.
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Robson (2011) points out that the segment of the raw data to which the codes will
be applied should be meaningful and should have something of interest and be
related to the study.
The units of analysis were identified. These are described as the basic text unit that
contains the essential idea in relation to the research questions (Zhang and
Wildemuth, 2009). The similar essential ideas were colour-coded, underlined and
notes made to make meaning of the text (Taylor and Gibbs, 2010). This process
was guided by the general topics under investigation. These were:


PE for their children in inclusive schools.



How parents were involved in IE.



The factors that affected PI.

To address coding of multiple issues in a single response, I split the response into
segments and coded them under the appropriate theme or sub-theme. For example,
a response given by Parent 3 was coded as follows:
Well, by also involving me in their decision-making. {decisionmaking} They also tell me what they want me to do for my child and
what I am to do or not for my child. {informed/educated} Don’t forget
the encourage me to come to PTA in the school. {PTA/other school
activities} Most important, l has to give my child all his needs to learn
effectively if he is to excel. {provide needs}
Four codes could be identified from the response. Sometimes the response was
based on a single issue making it easier to give a code. For example, Parent 7’s
response, ‘Culturally, he should know what we as Ghanaians admire or love and
always do them’, was coded as ‘‘learn the cultural norms and values’’ (see Appendix
F for a sample of the coded transcripts). The interviews were coded manually due to
not being very conversant with the available software programmes like Nvivo
despite having undertaken some training in this area.
3) Searching for themes
Braun and Clarke (2006, p.89) point out that searching for themes:
Involves sorting the different codes into potential themes, and
collating all the relevant coded extracts within the identified
theme. Essentially, you are starting to analyse your codes and
consider how different codes may combine to form an
overarching theme.
This stage involves thinking about the relationship between codes, themes,
subthemes, and re-arranging and organising the coded extracts to be meaningful. In
doing this, the procedure outlined by Braun and Clarke (2006) was not followed.
This was because I used a structured interview schedule and had predefined main

89
themes that were closely linked to the research questions and the quantitative data.
However, I was able to identify one main theme that was not predefined. This was
‘‘parents’ emotions’’.
The subthemes however, were not predefined but rather identified from the data.
The process of arriving at the final subthemes or ideas involved constant referral to
the transcribed interviews and the already identified ideas/themes; if they matched
existing ones l added them, if not, they were named and included.
This exercise helped me to see how the different parts of the data fitted together to
form a whole and helped to generate a framework for the analysis. Braun and
Clarke (2006) advocate ending this stage with ‘‘a collection of candidate themes and
subthemes and all extracts of the data that have been coded in relation to them’’
(p.90). The main themes were compiled along with the extracts and the codes given
to them. By the end of this stage I had nine main themes as seen in Figure 4-3 and
4-4.
4) Reviewing subthemes
The model proposed by Braun and Clarke (2006) was adapted to help to review the
subthemes. I evaluated and tried to refine the subthemes instead, since the main
themes were predefined. I crosschecked the data and ensured that I had captured
all subthemes, their relevant verbatim examples and codes, and that they were
coherent and meaningful and they all had a story to tell. I realised that all was in
order and therefore no change occurred at this stage.
5) Defining and naming subthemes
According to Braun and Clarke (2006), this stage was in order to ‘‘define and further
refine the themes you will represent for your analysis, and analyse the data within
them’’ (p. 92). Again this process was adapted to the subthemes. I further read the
coded data and the illustrative extract of the responses, and organised it into a
coherent whole. I ensured that the names I had given to the subthemes were
‘‘concise, punchy, and immediately give the reader a sense of what the theme is
about’’ (p.93). By the end of the whole process, I had nine main themes and forty
nine subthemes. Figure 4.3 and 4.4 gives a summary of them; for the details and
examples of the coded extracts see Appendix J.
6) Producing the report
According to Braun and Clarke (2006), writing the report is an integral part of the
analytic process. At this stage the researcher has to make sense of the raw data
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and present it in a way that it will be understood by others. Furthermore, it is
important that the analysis gives a ‘‘concise, coherent logical, non-repetitive and
interesting account of the story the data tell – within and across themes’’ (p.93).
Also, the ‘‘write-up must provide sufficient evidence of the themes within the data ie, enough data extracts to demonstrate the prevalence of the theme’’ (p.93).
In view of this, when writing the findings chapter of the study, all the ideas were
reviewed and put under themes. The main themes were selected and included in
the final report. This offered the opportunity for the ‘‘selection of vivid, compelling
extract examples, final analysis of selected extracts, relating back of the analysis to
the research question and literature’’ (Braun and Clarke 2006, p.87). The selections
of verbatim extracts included in the final write-up were chosen from the pool of
responses based on their detail, clarity, relevance and vividness. Also, the number
of responses used to support each theme varied; this was to lay emphasis and also
to illustrate the different aspects of the responses to that particular theme. I tried to
go beyond just describing the data to interpret the results obtained in the analysis.
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Figure 4-3: Summary of themes and subthemes
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Figure 4-4: Summary of themes and subthemes continued

4.11

Ethical consideration

In order to address ethical issues, ethical approval was sought for the research from
AREA Faculty Research Committee, University of Leeds, for clearance to conduct
the study. This clearance was given via a letter (see Appendix A). After this, I
obtained approval from SpED. They granted approval and gave me a letter
introducing me to the schools (see Appendix I).
I went to the regional offices and the Directors of Education wrote to the respective
schools informing them of my research. I then went to the selected schools to inform
the headteachers and parents about the study. Informed consent was sought
directly from the parents and headteachers thereby avoiding an observation by
Homan (2001) that sometimes educational researchers do not directly seek
informed consent from their research subjects. Neuman (2003) points out that ‘‘it is
not enough to get permission from people; they need to know what they are being
asked to participate in so that they can make an informed decision’’ (p.124).
Participants become aware of their rights and the details of the study when they
read and sign a statement giving informed consent (Sarantakos, 2005; Neuman,
2003). This statement need not always be written; it can also be given verbally.
In this study, full details were made explicit to the research participants at their
normal school PTA meeting and opportunity was given to them to ask any question
for clarification. This was done by the researcher herself. However, I made sure the
headteachers were well-informed about the study for them to be able to give the full
details to parents who had not attended the PTA meeting. My contact details were
provided so that I could be contacted directly if there were any questions that the
headteachers could not answer relating to my study. This was to ensure that the
parents fully understood what the research was about. The research participants
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were made aware that their participation was voluntary and that they had the right to
withdraw from the study at any time. At the PTA meeting parents’ verbal consent
was obtained.
Secondly, when disseminating the questionnaires a letter explaining the details of
the study was attached. Parents were told the period within which to return the
questionnaire if they decided to participate in the study. It was agreed between the
headteacher and the parents at the PTA meeting that the questionnaires were to be
returned to the headteachers. The parents requested the headteachers reminded
them about the return date if they had not returned the completed questionnaire
within one week of the deadline. The headteachers handed the completed
questionnaires over to me after the agreed time. I was therefore in constant touch
with the headteachers.
The parents were sent letters inviting them to participate in the interview. They were
requested to indicate their consent by indicating ‘‘Yes I will take part’’ or ‘‘No I will
not take part’’ on a sheet of paper and then return this to the headteacher stating
where and when they wanted the interview to take place. On the day of the
interview they signed consent forms (see Appendix E).
Another issue that arises about giving full or explicit information in the process of
obtaining informed consent is the assurance of confidentiality and anonymity. This
helps to establish trust between the researcher and participant. Assurance of
confidentiality means that the researcher promises that any information divulged by
the participant will be treated as private and will not be revealed publicly
(Denscombe, 2010; Cohen et al., 2007; Sarantakos, 2005; Neuman, 2003).
In this research, the participants were assured of confidentiality and anonymity in
the letters that were sent out to them and at the PTA meeting (Sommers and
Sommers, 2002). They were assured that their identity and comments would not be
revealed without their approval. Additionally, the questionnaire and interview
schedule excluded any identification details such as name and address of the
respondent. Other forms of identifiers were replaced with pseudonyms immediately
after the questionnaire and interview data were recorded (Creswell, 2009; Sommers
and Sommers, 2002).
As mentioned in section 4.9.2 the interviews were tape-recorded with permission
from the interviewees after they had been assured of confidentiality. The data
collected has been stored under lock and key and is only available to my
supervisors on request. The interview recordings and transcripts have been stored
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in the University of Leeds M drive and a personal storage device. These are both
encrypted and password protected and therefore no unauthorised person has
access to them. Sieber (2008) suggests that after the analysis the data should be
kept for five to ten years before being discarded. Based on this, the data would be
kept for five years. The next chapter presents the analysis of the quantitative data.
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CHAPTER FIVE
5 DATA ANALYSIS OF QUESTIONNAIRE DATA
5.1

Introduction

In the previous chapter, the methodology used for the study was presented. This
chapter presents the results of the analysis of the questionnaire data. The analysis
is presented in four sections (A to D). Section A presents the background
information of the respondents. Section B focuses on PP about IE and the
demographic variations in PP and it answers research question one. Section C
addresses PE of their children in inclusive schools and the demographic variations
in PE. It answers research question two. While Section D addresses PI in IE and it
answers research question three. The focal points of the analysis are the research
questions stated in section 1.4.

5.2

Section A: Respondents’ demographic information

This section relates to the background information of the parents and headteachers
who responded to the questionnaires. Demographic variables for the parents
included gender, age-range, and educational level of their child. The demographic
variables for the headteachers include gender, age-range, teaching experience in
years and professional qualification. The excerpt from Figure 4-2 indicates the data
to be analysed in this section (see Figure 5-1 below).
Demographics of
respondents
Figure 5-1: Excerpt one from Figure 4-2
5.2.1

Gender of respondents

More females than males completed the questionnaires. Out of the 554 (100%)
respondents, 301 (54.3%) were females while 253 (45.7%) were males. The
parents totalled 520 (93.9%) and headteachers 34 (6.1%). Of the 520 parents 275
(52.9%) were females and 245 (47.1%) were males. Eight (23.5%) out of the 34
(100%) headteachers were males.
5.2.2

Age-range of respondents

The results in Table 5-1 indicate that 191 (36.7%) parents were aged 41–50, 155
(29.8%), were aged 31–40, 125 (24%) were aged 21–30 and 12 (2.3%) were 20
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years or below. The majority 28 (82.4%) of the headteachers were between 41–50
years and none were below 31 years of age.
Table 5-1: Age-range of respondents (N=554)
Parents
Headteachers
Age-range
Freq
%
Freq
%
20 and below

Total
Freq

%

12

2.3

-

-

12

2.2

21 - 30

125

24.0

-

-

125

22.6

31 - 40

155

29.8

1

2.9

156

28.2

41 – 50

191

36.7

28

82.4

219

39.5

51 – 60

37

7.1

5

14.7

42

7.5

Total
5.2.3

520

100

34

100

554

100

Analysis of parents’ educational level

Table 5-2 shows that 270 (51.9%) of parents had below tertiary level education. Out
of this number 185 (35.6%) had a MSLC and 18 (3.5%) had a GCE ‘A’ level. Among
those with tertiary level qualification, 162 (31.2%) were diploma holders and 9
(1.7%) were master’s degree holders. All the parents involved in the study had
above basic level of education and were literate (see section 2.3.1.1).
Table 5-2: Educational level of parents (N=520)
Educational level

Freq

%

MSLC

185

35.6

GCE ‘O’ level

67

12.9

GCE ‘A’ level

18

3.5

3 Year Post Secondary

15

2.8

Diploma

162

31.2

Degree

64

12.3

Master’s

9

1.7

Total
5.2.4

520

100

Information about the children of the parent respondents

In all, 348 (66.9%) parents did not have children with SEN in the pilot inclusive
schools. In Ghana, national data on the prevalence rate of children with SEN in
schools are not available. However, at the inception of the pilot IE programme in the
2003/2004 academic year, all 14,596 children in the targeted schools were
screened and assessed. Children with SEN identified were 255 (1.8%). Of this, 101
(0.7%) had intellectual or learning difficulty and 154 (1.1%) had hearing problems
(GES, SpED, 2005). Since then, there has been no further screening and
assessment. Noting that the population of the children in the schools were used to
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determine that of the parents (see section 4.5.2), the 172 (33.1%) of the parents
with children with SEN in the current study are 1.2% of the total population. Based
upon this it is reasonable to suggest that the 172 (33.1%) parents with children with
SEN in the pilot inclusive schools in this study was a representative sample.
A total of 272 (52.3%) and 248 (47.7%) parents had male and female children
respectively. Table 5-3 shows that out of the 172 (33.1%) parents who had a child
with SEN attending the school, 80 (46.5%) said their child was between 6–11 years,
while 60 (34.9%) said their children fell in the 12–14 age-range. One (6%) parent
had a child below 6 years. Comparing this to the parents who said they did not have
children with SEN, the majority 193 (55.5%) had children aged 6–11. On the other
hand, 88 (25.3%) had children within the age-range of 12–14 and 12 (2.3%) had
children aged below 6 while 87 (16.7%) had children above 15 years. Over half of
the parents 265 (52.5%) had children between 6–11 years. Parents who had
younger children in the schools were in the majority. This was consistent with the
fact that this was a pilot project and early intervention is essential.
Table 5-3: Age-range of children with and without SEN
Children with SEN
Children without SEN
Age-range
Freq
%
Freq
%

Freq

%

Below 6

Total

1

.6

11

3.2

12

2.3

6– 8

30

17.4

88

25.3

118

22.7

9 – 11

50

29.1

105

30.2

155

29.8

12 – 14

60

34.9

88

25.3

148

28.5

15 and above

31

18.0

56

16.0

87

16.7

Total
5.2.5

172

100

348

100

520

100

Headteachers’ teaching experience

In all, 27 (79.4%) of the headteachers had 21 or more years of teaching experience,
while 6 (17.7%) and 1 (2.9%) had 11–20 and 6–10 years of teaching experience
respectively. Comparing the 27 (79.4%) of the head teachers with 21 or more years
teaching experience with their age-ranges in Table 5-1 suggests that they had
acquired a considerable amount of teaching experience before they became
headteachers.
5.2.6

Headteachers’ qualifications

More than 85% of the headteachers had a tertiary level professional qualification.
Table 5-4 shows that 18 (53%), 9 (26.5%) and 3 (8.8%), have a Bachelor of
Education degree, teacher’s diploma and master’s degree in education respectively.
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Altogether, 4 (11.7%) headteachers had Certificate ‘A’ 4 Year Post Middle and
Certificate ‘A’ 3 Year Post Secondary certificate in teaching.
Table 5-4: Headteachers’ professional qualification (N=34)
Professional qualification
Freq

%

Certificate of ‘A’ 4 Year Post Middle

1

2.9

Certificate ‘A’ 3 Year Post Secondary

3

8.8

Teacher’s diploma

9

26.5

Bachelor of Education degree

18

53.0

Master’s degree in Education

3

8.8

Total

34

100

Cross-referencing the demographic detail about the sample of headteachers and
parents used for the study suggests that they are fully representative of the
population of the headteachers and parents in the pilot inclusive schools in Ghana.
This gives me confidence in the sampling approach I adopted (see section 4.5).
Based upon this the generalisation of the results is plausible.

5.3

Section B: Parental perception about inclusive education

The excerpt from Figure 4-2 indicates the data to be analysed in this section (see
Figure 5-2 below). The Likert scale format with scores ranging from 1 to 4 on a fourpoint scale was used for the items. The responses were strongly agree, agree,
disagree, and strongly disagree. They were scored 4, 3, 2, and 1 respectively.
Comparison was made by gender and between the response of parents who have
children with SEN and those who do not.

Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns
4. Preference for placement

Figure 5-2: Excerpt two from Figure 4-2
5.3.1

Parental knowledge about inclusive education

Figure 5-3 shows that parents are knowledgeable about IE. This is evident from the
percentages of parents who either agreed or strongly agreed to the statements. For
example, items a, b, g, h, i, k, and l recorded 26.2% to 38.1% and 39.4% to 54.1%
of parents strongly agreeing and agreeing to the statements in Figure 5-3.
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Even though statements c and j had 35.0% to 56.7% of the parents strongly
disagreeing and disagreeing, critical analysis of these statements ‘‘Inclusion
benefits only those with SEN’’ and ‘‘Inclusion is about children with disability and
and SEN only’’ shows that the parents understand IE.
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Figure 5-3: Parents’ knowledge about IE (N=520)
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5.3.2

Parents’ perceived benefits of inclusive education

The results in Figure 5-4 indicate that parents regard IE as beneficial. This can be
seen from the way the majority of the parents are in agreement with the statements.
Between 24% - 38.9% and 43.3% - 55.4% of the parents agreed and strongly
agreed with the statements.
It must be noted that some of the parents did not perceive the benefits of IE. In all,
14.8% - 32.5% parents disagreed with the statements. Even though they are in the
minority, it is important to note that this can influence their involvement in their
child’s IE.
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Figure 5-4: Parents’ perceived benefits of IE (N=520)

103

5.3.3

Parental concerns about inclusive education

Figure 5-5 shows that issues raised in statements b, j, and l pose concerns to over
half of the parents as they strongly agreed or agreed to the statements. The majority
of the parents’ strong disagreement or disagreement to statements a, c, d, e and g
is an indication that they did not pose a worry to them. A major area of concern to
81.7% of the parents was IE will require intensive teacher retraining. Some other
concerns are that children with SEN are likely to:
a. Slow the learning rate of those without SEN in inclusive settings (strongly
agree 20.8% agree 37.7%).
b.

Be bullied, teased or harmed in inclusive settings (strongly agree 22.3%,
agree 35.6%).

Figure 5-5 also shows the areas that the majority of parents were not concerned
about. These were:
a.

Contact with children with SEN can be harmful to children without SEN
(strongly disagree 46.7%, disagree 29.8%).

b.

Presence of children with SEN in the same class will not motivate my
child or other children to learn (strongly disagree 36.2%, disagree
36.0%).

Figure 5-5 shows that the areas the majority of the parents did not express
concerns outnumbered the areas concerns were expressed.
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Figure 5-5: Parents’ concerns about IE (N=520)
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5.3.4

Parental preferences for placement

Twenty nine (5.6%) parents opted for regular school placement for children with
SEN, 251 (48.2%) preferred special schools while 240 (46.2%) preferred inclusive
school placements. This means that more than half, 280 (53.8%) of the parents
preferred children with SEN receiving their education outside the inclusive schools.
5.3.4.1 Parents’ reasons for choice of placement options
Parents were required to give reasons for their choice of placement option. The
reasons have been grouped into seven categories and compared with the
placement option the parents chose for children with SEN in Table 5-9. Out of the
520 (100%) parents, 38 (7.3%) did not respond to the item.
Table 5-5: Comparing parental choice of placement option with reasons
for choice of placement option (N=482)
Regular
Special
Inclusive
Total
Reasons
Freq
%
Freq %
Freq
% Freq %
Good education

7

1.5

87

Equal treatment

8

1.6

36

7

1.5

8

2

.4

93

0

0

7

0

0

0

0

18.0

39

8.1

133

27.6

7.5

81

16.8

125

25.9

1.7

88

18.3

103

21.4

7

1.5

102

21.1

1.7

0

0

7

1.5

2

.4

5

1.1

7

1.5

5

1.0

0

0

5

1.0

Children learn from
each other and
socialise
They have specially
trained teachers

19.2

Children with SEN will
spread their disability
Schools are nearer
home and cheaper
Children with SEN will
disturb other children’s
learning

Table 5-5 shows that out of the 133 (27.6%) parents who gave good education as a
reason for their choice, 87 (18%) think that children with SEN should be in special
schools as against 39 (8.1%) who view inclusive schools to be the best placement
option. Another reason given in favour of special schools by 93 (19.2%) parents is
that ‘‘they have specially trained teachers’’ while 7 (1.5%) gave the same reason for
inclusive schools.
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On the contrary, out of the 125 (25.9%) parents who gave ‘‘equal treatment’’ as a
reason for their choice, 81 (16.8%) opted for inclusive placements as against 36
(7.5%) for special schools. Also, ‘‘children learning from each other and socialise’’ is
the reason given by 88 (18.3%) parents in favour of inclusive schools as against 8
(1.7%) for special school placements.
Three of the reasons recorded the least numbers of parental responses. The first is
‘‘children with SEN will spread their disability’’, said by 7 (1.5%) parents. Due to this,
these parents believe that children with SEN should be in special schools. The
second is ‘‘schools are nearer home and cheaper’’, said by 7 (1.5%) parents. Out of
this number, 5 (1.1%) parents were in favour of inclusive schools and 2 (.4%) were
in favour of special schools. The third is, ‘‘children with SEN will disturb other
children’s learning’’ was the reason given by 5 (1.0%) parents who for this reason
choose special schools as the best placement option for children with SEN.
From Table 5-5 it can be concluded that the parents gave three major reasons for
choosing the inclusive school placement as the best placement option for children
with SEN. These are that children can learn from each other and socialise, they
receive equal treatment and a good education. Parents who favour special school
placement do so because they have specially trained teachers, they provide good
education and it leads to equal treatment.
5.3.5

Demographic variations in parental perception of inclusive education

This section addresses how the components of PP as shown in the excerpt from
Figure 4-2 varies in terms of the demographic variable of the parents (see Figure 56 below).
Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns
4. Preference for placement

Demographics
of parents
Figure 5-6: Excerpt three from Figure 4-2
One-way between groups ANOVA was used to identify variations based on agerange and educational levels for knowledge, benefits and concerns. The
independent sample t-test was used for variations based on gender and between
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parents with and without children with SEN for the three variables mentioned (see
section 4.10.1 for justification of the chosen statistical tools). Where statistically
significant results were obtained from the ANOVA, Hochberg’s GT2 post-hoc test
was conducted to identify where the differences were coming from. To illustrate the
results 95% confidence intervals were generated. The mean overall and SDs for
knowledge was (M = 2.79, SD = 0.41), Benefits was (M = 3.00, SD =0.52), and
concerns was (M = 2.40, SD =0.55).
For the analysis of variations based on placement options, frequency and
percentage distributions were used. This was because parents were required to
choose one option only, therefore frequency count and percentages indicating the
proportions of parents’ choice were deemed the best choice.
5.3.5.1 Variations in parental perception based on age-range
Table 5-6 presents the descriptive statistics for PP (knowledge, benefits and
concerns) about IE based upon the age-range of the parents. Figures 5-7, 5-8 and
5-9 present the 95% confidence intervals of parental knowledge, benefits and
concerns about IE based on the respondents’ age-range.
Table 5-6: Descriptive statistics for age-range variations in parental
perception about IE (N=520)
Variable
Age-range
N
Mean
SD
Knowledge
≤ 20
12
2.82
0.37

Benefits

Concerns

21-30

125

2.80

0.42

31-40

155

2.79

0.39

41-50

191

2.79

0.39

51-60

37

2.80

0.48

≤ 20

12

2.90

0.56

21-30

125

3.02

0.49

31-40

155

2.93

0.53

41-50

191

3.05

0.48

51-60

37

2.98

0.67

≤ 20

12

2.58

0.35

21-30

125

2.42

0.54

31-40

155

2.36

0.61

41-50

191

2.37

0.51

51-60

37

2.52

0.51
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Table 5-6 shows that the means were close for the various age-ranges. The parents
aged 20 and below had the highest mean and lowest SD (M = 2.82, SD = 0.37) for
knowledge. For perceived benefits of IE, parents aged 41-51 had the highest mean
and lowest SD (M = 3.05, SD = 0.48).
Amongst the three variables concerns recorded the lowest means, indicating that
parents had less concerns about IE. The findings above are further confirmed by the
95% confidence intervals in Figures 5-7, 5-8 and 5-9.

Figure 5-7: Error bar of
age-range and
knowledge

Figure 5-8: Error bar of
age-range and benefits

Figure 5-9: Error bar of
age-range and concerns

A one-way between groups ANOVA results show that there were no statistically
significant effects of age on knowledge, F (4,515) = .29, P=.998, benefits, F (4,515)
= 1.409, P =.230 or concerns, F (4,515) = 1.089, P = .361 about IE. The 95%
confidence intervals in Figures 5-7, 5-8 and 5-9 confirm this finding. The ANOVA
results imply that parental age has no influence on their knowledge or what they
consider to be the benefits and concerns about IE. The conclusion is, parents of
different ages have similar perceptions about IE.
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5.3.5.2 Variations in parental perception based on educational level
Table 5-7 presents the descriptive statistics for PP (knowledge, benefits and
concerns) about IE based upon the educational level of the parents. Figures 5-10,
5-11 and 5-12 present the 95% confidence intervals of parental knowledge, benefits
and concerns about IE based on the parents’ educational level.
Table 5-7: Descriptive statistics for educational level variations in parental
perception (N=520)
Variable
Educational level
N
Mean
SD
Knowledge

MSLC

185

2.81

0.44

85

2.68

0.46

Diploma

177

2.81

0.36

Degree

73

2.82

0.34

MSLC

185

2.96

0.57

85

2.89

0.49

177

3.08

0.46

73

3.02

0.51

185

2.47

0.56

85

2.36

0.50

177

2.34

0.53

73

2.38

0.60

GCE

Benefits

GCE
Diploma
Degree
Concerns

MSLC
GCE
Diploma
Degree

Table 5-7 shows that within the knowledge component, with the exception of the
GCE holders who had (M = 2.68, SD = 0.46), the other groups had means that were
very close. From their means overall it can be seen that they had knowledge of IE.
The 95% confidence intervals in Figures 5-10, 5-11 and 5-12 confirm the findings in
Table 5-7. The one-way between groups ANOVA was again conducted to evaluate
whether parental knowledge, benefits and concerns about IE vary by educational
level.
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Figure 5-10: Error bar of
educational level and
knowledge

Figure 5-11: Error bar of
educational level and
benefits

Figure 5-12: Error bar of
educational level and
concerns

A one-way between groups ANOVA revealed that there was a statistically significant
main effect of educational level on knowledge F (3, 516) = 2.707, p = .045, adjusted
R2 = .010 indicates that 1.0% of the variation in knowledge is accounted for using
the predictor variable educational level. A statistically significant main effect of
educational level on benefits was also obtained, F (3, 516) = 3.199, p = .023,
adjusted R2 = .013. There was no statistically significant effect of educational level
on concerns F (3, 516) = 1.791, p = .148.
As a result of the statistically significant result obtained for knowledge and benefits,
Hochberg’s GT2 post–hoc tests were conducted. The results for knowledge show
no statistically significant effect. The results for benefits indicates that there was a
statistically significant difference between the mean scores of diploma holders (M =
3.08, SD = 0.46) and GCE holders (M = 2.89, SD = 0.49). This was further
confirmed by the descriptive statistics and the 95% confidence intervals in Figure 5-
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11. This means that diploma holders perceived IE to be more beneficial than the
GCE holders.
5.3.5.3 Variations in parental perception based on gender
Table 5-8 presents the gender variations in PP of IE. Additionally, Figures 5-13, 514 and 5-15 present the 95% confidence intervals for the variables knowledge,
benefits and concerns respectively.
Table 5-8: Descriptive statistics for gender variations in parental perception of
inclusive education (N=520)
Variable
Gender
N
Mean
SD
Knowledge

Benefits

Concerns

Male

245

2.80

0.39

Female

275

2.78

0.42

Male

245

3.02

0.52

Female

275

2.98

0.51

Male

245

2.39

0.56

Female

275

2.40

0.53

Table 5-8 shows that the means response of the males and females were very
close on the variables, knowledge and concerns. There were variations in the
responses of the parents based on the SDs. Within the knowledge variable males
recorded the least variation (M = 2.80, SD 0.39). Additionally, the means of the
benefit variable show a difference between the males (M = 3.02, SD = 0.52) and the
females (M = 2.98, SD = 0.51).
The 95% confidence intervals in Figures 5-13 and 5-15 also shows that the means
of males and females were very close; while that of Figure 5-14 shows that there
was a difference. This confirms the results of the descriptive statistics in Table 5-8.
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Figure 5-13: Error bar of
gender and knowledge

Figure 5-14: Error bar of
gender and benefits

Figure 5-15: Error bar of
gender and concerns

In order to ascertain whether gender variations exist in PP of IE, an independent
sample t-test was employed to test the significance of the differences observed in
the data. No statistically significant effects of gender were found on parents’
knowledge, t (518) = .702, p = .483, benefits, t (518) = .020, p = .308 or concerns, t
(518) = -.067, p = .947.
5.3.5.4 Variations in parental perception based on parents with or without
children with SEN
Table 5-9 presents variations in PP of IE based on parents with and those without
children with SEN. Additionally, Figures 5-16, 5-17 and 5-18 present the 95%
confidence intervals for the variables knowledge, benefits and concerns
respectively.

113
Table 5-9: Descriptive statistics for variations in parental perception based on
parents with or without children with SEN (N=520)
Variable
Child with SEN
N
Mean
SD
Knowledge

Benefits

Concerns

Yes

172

2.79

0.41

No

348

2.79

0.41

Yes

172

3.00

0.51

No

348

2.99

0.52

Yes

172

2.35

0.53

No

348

2.42

0.55

Table 5-9 shows that means and SDs of both groups on knowledge and benefits are
close. There was a little difference between parents with children with SEN (M =
2.35, SD = .053) and parents without children with SEN (M = 2.42, SD = 0.55) on
their concerns about IE.

Figure 5-16: Error bar of
child with SEN or not and
knowledge

Figure 5-17: Error bar of
child with SEN or not and
benefits

Figure 5-18: Error bar of
child with SEN or not and
concerns
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In order to ascertain whether perceptual variations exist in IE based on parents with
and without children with SEN; an independent sample t-test was employed to test
for the difference. The results show that there is no statistically significant difference
in the two groups of parents based on their knowledge, t (518) = -.089, p = .929,
benefits, t (518) = .105, p = .916 and concerns, t (518) = -.1404, p = .161. The 95%
confidence intervals in Figures 5-16, 5-17 and 5-18 confirms the results in Table 5-9
and the t-test.
5.3.5.5 Variations in parents’ preference for placement
Table 5-10: Variation in preference placement based on age-range (N=
520)
Regular
Age-range

Freq

Special
%

Inclusive

Total

Freq

%

Freq

%

Freq

%

20 and below

3

25.0

3

25.0

6

50.0

12

100

21-30

5

4.0

61

48.8

59

47.2

125

100

31-40

9

5.8

75

48.4

71

48.8

155

100

41-50

11

5.8

93

48.7

87

45.5

191

100

51-60

1

2.7

19

51.4

17

45.9

37

100

The results in Table 5-10 shows that 6 (50.0%) of the parents in the age-range 20
and below prefer inclusive placements for children with SEN. Also, the majority 19
(51.4%) of the parents in the age-range of 51-60 opted for special school
placement. Apart from the parents aged 20 and below and 31-40, the percentages
of the other age-ranges in the table indicate higher preference for special school
placement for children with SEN. The conclusion drawn from the evidence in the
Table 5-10 shows that parents aged 20 and below and 31-40 years preferred
inclusive placements more than parents aged 41-60 years.
Table 5-11: Variation in preference placement based on educational level
(N=520)
Regular
Special
Inclusive
Total
Educational level

Freq

%

Freq

%

Freq

%

Freq

%

15

8.1

94

50.8

76

41.1

185

100

GCE

6

7.1

37

43.5

42

49.4

85

100

Diploma

7

4.0

97

52.5

77

43.5

177

100

Degree

1

1.4

27

37.0

45

61.6

77

100

MSLC

115
The results in Table 5-11 shows that parents with MSLC recorded the lowest
percentage of parents who preferred inclusive placements for children with SEN.
The majority 97 (52.5%) of diploma holders opted for special school placements.
Table 5-11 further shows that apart from degree holders who had the majority, 45
(61.6%), of them opting for inclusive placements for children with SEN, over 50.0%
of MSLC, GCE and diploma holders opted for educational placements outside the
inclusive school.
Table 5-12: Variation in preference placement based on gender (N=520)
Regular
Special
Inclusive
Total
Gender Freq
%
Freq
%
Freq
%
Freq
%
Male

4

1.6

122

49.8

119

48.6

245

100

Female

25

9.1

129

46.9

121

44.0

275

100

The results in Table 5-12 show that males are more favourable to IE than females.
In all, 119 (48.6%) males opted for IE as against 121 (44%) females. However, both
groups showed that they preferred special school placement for children with SEN
rather that IE. Hence, 122 (49.8%) males and 129 (46%) females opted for special
school placement for children with SEN. More females 25 (9.1%) opted for regular
school placement as against 4 (1.6%) males.
Table 5-13: Variation in placement option based on having a child with SEN
or not (N=520)
Regular
Special
Inclusive
Total
Child with SEN?

Freq

%

Freq

%

Freq

%

Freq

%

Yes

9

5.2

72

41.9

91

52.9

172

100

No

20

5.7

179

51.4

149

42.8

348

100

Table 5-13 shows that 91 (52.9%) parents, with children with SEN want their
children to attend inclusive schools. However, 72 (41.9%) other parents are of the
view that they should be in special schools.
On the contrary, 179 (51.4%) parents without children with SEN view special school
placement as the best option for children with SEN. Another 149 (42.8%) of them
opted for inclusive schools. From this, it can be concluded that parents with children
with SEN perceive inclusive placement as a better option than parents without
children with SEN.
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5.4

SECTION C: Parental expectations

This section presents the analysis of parental responses on the expectations they
have for their children in pilot inclusive schools in Ghana. The major areas
discussed are shown in the excerpt from Figure 4-2 (see Figure 5-19 below).

Demographics of
parents

Parental expectations (PE) of IE
1. The expectations parents have of their
children in inclusive schools
2. The roles inclusive schools are playing to
fulfil parental expectations for their children

Figure 5-19: Excerpt four from Figure 4-2
For this analysis, frequency and percentage distributions of the various expectations
parents have for their children has been presented in a tabular form. This helped to
identify three top priority expectations that parents have for their child. Analysis of
parents’ responses on the question; ‘‘is your child’s current educational placement
helping to fulfil the expectations you have?’’ has been presented. Also, analysis of
parents’ responses on the reason why their child’s current placement is helping/not
helping to achieve their expectations has been presented. Cross-tabulation was
used to identify the activities parents think inclusive schools are doing or yet to do to
help them fulfil the expectations they have set for their children.
5.4.1

Parental expectations for their children in inclusive schools

From Table 5-14 ‘‘ability to read and write’’ is the top expectation of 308 (59.2%)
parents. This is followed by ‘‘developing social skills’’, with 264 (50.8%) parents
selecting it. The third is ‘‘doing well academically’’ which recorded 236 (45.4%)
affirmative responses. The three lowest hierarchy expectations are ‘’be accepted in
class’’, ‘‘make friends’’, and ‘‘learn the culture of my people’’ recording 117 (22.5%),
94 (18.1%) and 42 (8.1%) approvals respectively.
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Table 5-14: Parental expectations
Expectations

Freq

%

Ability to read and write

308

59.2

Develop social skills

264

50.8

Do well academically

236

45.4

Be treated equally

202

38.9

Be a good citizen

192

36.9

Learning a trade or skills for future employment

151

29.2

Be accepted in class

117

22.5

Make friends

94

18.1

Learn the culture of my people

42

8.1

Parents were asked whether their child’s current educational placement was helping
to fulfil the expectations they have: 407 (78.3%) said ‘‘Yes’’ while 113 (21.7%) said
‘‘No’’. Parents were required to give reasons for their response.
These reasons have been categorised based on the response of 416 (80%) parents
as 104 (20.0%) did not respond to the item. The first major reason given by 240
(57.7%) parents is the ‘‘improvement in academic performance’’ of their child.
Followed by ‘‘child’s needs not being met’’ and ‘‘promoted social acceptance’’ said
by 79 (19.0%) and 77 (18.5%) parents. Last in the group is ‘‘leads to equal
treatment’’ which was said by 20 (4.8%) parents.
5.4.2

Role of inclusive schools in helping to fulfil parental expectations

Parents were asked to indicate the things the school is doing or yet to do to fulfil the
expectations they have for their children. The analysis of their response is
presented in Table 5-15.
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Table 5-15: Activities being done or yet to be done to fulfil parental
expectations
Being done
Rank To Be done Rank
Activities
Freq
%
Freq
%
1. Making good use of academic
learning time

451

86.7

1

69

13.3

6

425

81.7

2

95

18.3

5

413

79.4

3

103

20.6

4

355

68.3

4

165

31.7

3

277

53.3

5

243

46.7

2

248

47.7

6

272

52.3

1

2. Involving parents in decisionMaking
3. Keeping me informed about my
child’s progress in school
4. Taking into consideration my
child’s needs when teaching
5. Making the curriculum flexible
to meet the needs of my child
6. Giving my child one-to-one
Support

From Table 5-15, it is clear that parents report that the schools are ‘‘making good
use of academic learning time’’, ‘‘involving parents in decision-making’’ about their
children’s education, keeping parents informed about their children’s progress and
taking into consideration the children’s needs when teaching. This was supported by
451 (86.7%), 425 (81.7%), 413 (79.4%) and 355 (68.3%) parents respectively.
There is evidence from the affirmative responses of 248 (47.7%) parents that the
schools are giving the children one-to-one support. However, over half 272 (52.3%)
of the parents said that this is yet to be done for their child. One-to-one support has
therefore been ranked as number one among the activities that are yet to be done
because of the number of negative responses received from the parents. This is
followed by ‘‘making the curriculum flexible to meet the needs of their child’’, and
then taking into consideration their child’s needs when teaching with 243 (46.7%)
and 165 (31.7%) parents supporting that it was yet to be done.
To further assess whether there is a difference in the responses given by parents
with children with SEN and those without, comparison was done between parental
responses on what was being done or yet to be done to help fulfil PE for their child
and whether parents had children with SEN or not. The results are presented in
Table 5-16.
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Table 5-16: Comparison of activities to fulfil parental expectations and
whether parents have a child with SEN N=520
Child with SEN?
Yes
No
Being done
To be done
Being done To be done
Activities

Freq

%

Freq

%

Freq

%

Freq

%

144

83.7

28

16.3

307

88.2

41

11.8

130

75.6

42

24.4

295

84.8

53

15.2

140

81.4

32

18.6

273

78.4

75

21.6

112

65.1

60

34.9

243

69.3

105

30.2

80

46.5

92

53.5

56.6

151

43.4

88

51.2

84

48.8

46.0

188

54.0

1 Making good use of
academic learning
time
2. Involving parents
in decision making
3. Keeping me
informed about my
child’s progress in
school
4. Taking into
consideration my
child’s needs when
teaching
5. Making the
curriculum flexible to
meet the needs of my

197

child
6.

Giving my child

one-to-one support

160

Table 5-16 shows that apart from ‘‘making use of academic learning time’’, ‘‘keeping
me informed about my child’s progress’’ and ‘‘giving my child one to one support’’
that higher percentage of parents with children with SEN reported that it was being
done, on all the other activities parents without children with SEN recorded a higher
affirmative responses on things ‘‘being done’’ by the schools.
5.4.3

Demographic variations of parental expectations

The excerpt from Figure 4-2 shows the area being addressed in this section see
(see Figure 5-20 below). The demographic variables variations discussed are agerange, educational level, gender and parents with and without children with SEN.
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Demographics
of parents

Parental expectations (PE) of IE
1. The expectations parents have of their
children in inclusive schools
2. The roles inclusive schools are playing to
fulfil PE for their children

Figure 5-20: Excerpt five from Figure 4-2
5.4.3.1 Variations in parental expectations based on age-range
Table 5-17 presents the percentage responses and chi-square of association results
of the expectations of the parents by age-range (see section 4.10.1 for the reason
chi-square was used).
Table 5-17 shows that, overall, over 50% of the parents within the age-ranges
expect their children to be able to read and write. However, parents within the agerange of 21-30 recorded the least percentage response (52.0%).
Also, 50.0% and over of parents within the age-ranges of 20 and below to 31-40
expected their child to develop social skills, while, less than 50% of parents aged
41-60 had a similar expectation.
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Table 5-17: Comparing parents’ age-range and parental expectation
2

21-30
n=125
%

31-40
n=155
%

41-50
n=191
%

51-60
n=37
%

χ

Expectations

≤ 20
n=12
%

p

Cramer’
sv

Ability to read

58.3

52.0

60.6

62.8

59.5

3.863

4

.425

.086

50.0

60.0

53.5

42.9

48.6

9.504

4

.050

.135

58.3

42.4

41.9

48.7

48.6

3.006

4

.557

.076

33.3

43.2

37.4

38.7

32.4

1.925

4

.749

.061

58.3

31.2

38.7

38.7

32.4

4.924

4

.295

.097

16.7

25.6

28.4

30.9

37.8

3.349

4

.501

.080

16.7

27.2

18.1

23.0

24.3

3.669

4

.453

.084

8.3

21.6

18.7

17.3

10.8

3.260

4

.515

.079

8.3

8.0

9.7

6.3

10.8

1.737

4

.784

.058

df

and write
Develop
social skills
Do well
academically
Be treated
equally
Be a good
citizen
Learning a
trade/skills
for future
employment
Be accepted
in class
Make friends
Learn the
culture of my
people

Additionally, while 58.3% of parents in the age-range 20 and below expect their
child to learn to be a good citizen whilst at school. All the other age-ranges recorded
31.2% to 38.7% of the parents having this expectation. ‘‘Learn the culture of my
people’’ recorded the lowest percentage of parental responses. Although the
percentages in the table shows that there are some variations in the expectations of
the parents based on their age, the chi-square test of association shows no
significant association of 8 of the items and the age-range of the respondents. Only
one item ‘‘develop social skills’’ shows borderline association, chi-square = 9.504, df
= 4, p = 0.05, Cramer’s V = 0.135). In other words, there is no relationship between
the age-range of parents and the expectations they have for their children in
inclusive schools.
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Table 5-18: Comparing parents’ age-range and school fulfilment of
expectations
School fulfilment of expectations
Age-range
Yes %
No %
20 and below

83.3

16.7

21-30

77.6

22.4

31-40

78.7

21.3

41-50

80.1

19.9

51-60

67.6

32.4

Table 5-18 shows that parents aged 20 and below had the most affirmative
responses (83.3%) about the fact that their child’s educational placement was
helping to fulfil their expectations. Although 67.6 % of the parents aged 51-60 also
responded ‘‘Yes’’, they recorded the highest number of negative responses (32.4%).
5.4.3.2 Variations in parental expectations based on educational levels
Table 5-19 presents the percentage responses and the chi-square test of
association results of the expectations of the parents by educational level.
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Table 5-19: Comparing parents’ educational level and parental expectations
MSLC GCE Diploma Degree χ2
df p
Cramer’s
n=185 n=77
n=185
n=73
V
Expectations
%
%
%
%
Ability to read
65.4
58.8
53.7
57.5
5.278 3 .153
.101
and write
Develop

47.6

49.4

57.1

45.2

4.530

3

.210

.93

44.3

50.6

37.9

60.3

11.59

3

.009

.149

33.0

41.2

45.2

35.6

6.207

3

.102

.109

34.1

45.9

37.3

32.9

4.107

3

.250

.089

36.2

25.9

24.9

24.7

7.217

3

.065

.118

22.2

20.0

22.0

27.4

1.343

3

.719

.051

22.7

12.9

18.1

12.3

5.816

3

.121

.106

9.7

4.7

6.2

12.3

4.586

3

.205

.094

social skills
Do well
academically
Be treated
equally
Be a good
citizen
Learning a
trade/skills
for future
employment
Be accepted
in class
Make friends
Learn the
culture of my
people

The result in Table 5-19 shows that 65.4% of the parents having MSLC expect their
children to be able to read and write as against 57.5% of the parents with a degree.
Also, 57.1% of the parents with a diploma expect their children to develop social
skills, while the other educational levels recorded less than 50% of the parents
having this expectation.
Table 5-19 further shows that 60.3% of the parents with a degree expect their
children to do well academically, while only 37.9% of the parents with a diploma had
this expectation. The chi-square test of association shows that this item is the only
one that shows significant association with educational level (chi-square = 11.59, df
= 3, p = 0.009, Cramer’s V = 0.149). Based on this identified association it may be
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concluded that there is a relationship between the parents’ educational level and the
academic expectations they have for their child.
Table 5-20: Comparing parents’ educational level and school fulfilment of
expectations
School fulfilment of expectations
Educational level
Yes %
No %
MSLC

81.1

18.9

GCE

76.5

23.5

Diploma

76.8

23.2

Degree

78.7

23.3

Table 5-20 shows that over 76% of the parents in all the educational levels said
their expectations for their children were being met by the inclusive schools.
5.4.3.3 Variations in parental expectations based on gender
Table 5-21 presents the percentage response and chi-square test of association
results of the expectations of the parents by gender.
Table 5-21: Comparing parents’ gender and parental expectations
Males
Females
χ2
df
p
n= 245
n=275
Expectations
%
%
Ability to read and write
55.9
62.2
2.105
1
.147

Cramer’s
V
.064

Develop social skills

52.9

48.2

.005

1

.946

.003

Do well academically

49.0

42.2

2.415

1

.120

.68

Be treated equally

42.4

35.6

2.531

1

.112

.070

Be a good citizen

34.3

39.3

1.384

1

.239

.052

for future employment

26.9

30.9

.991

1

.319

.044

Be accepted in class

20.4

24.4

1.163

1

.281

.047

Make friends

19.2

17.1

.383

1

.536

.027

8.6

7.6

.153

1

.696

.017

Learning a trade/skills

Learn the culture of my
people
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Table 5-21 shows that there are some percentage variations within the respondents
based on gender. A greater proportion of females (62.2%) than males (55.9%)
expect their children to be able to read and write.
Furthermore, a greater proportion of males (49.0%) than females (42.2%) expect
their children to do well academically. Similarly, 52.9% of the males and 48.2% of
the females expect their children to develop social skills.
Although the percentages in the table shows that there are variations in the
expectations of the parents based on gender, chi-square test of association shows
no significant association of all the items and the gender of the respondents. This
means that, statistically, there is no relationship between the gender of parents and
the expectations they have for their children in inclusive schools.
Table 5-22: Comparing parents’ gender and school fulfilment of expectations
School fulfilment of expectations
Gender
Yes %
No %
Male

79.6

20.4

Female

77.1

22.9

Table 5-22 shows that a greater proportion of males (79.6%) than females (77.1%)
said inclusive schools were helping to fulfil the expectations they had for their child.
5.4.3.4 Variations in parental expectations based on having a child with SEN
or not
Table 5-23 presents the percentage responses and chi-square of association results
of the expectations of the parents based on having a child with SEN or not.
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Table 5-23: Comparing categories of parents and parental expectations
Child
No child
χ2
df
p
with SEN with SEN
n= 172
n=348
Expectations
%
%

Cramer’s
v

Ability to read and write

59.3

59.2

.001

1

.981

.001

Develop social skills

48.3

52.0

.650

1

.420

.035

Do well academically

35.5

50.3

10.203

1

.001

.140

Be treated equally

41.9

37.4

.983

1

.321

.043

Be a good citizen

29.1

40.8

6.806

1

.009

.114

for future employment

35.5

25.9

5.151

1

.023

.100

Be accepted in class

26.2

20.7

1.977

1

.160

.062

Make friends

22.7

15.8

3.668

1

0.55

.084

5.2

9.5

2.801

1

.094

0.73

Learning a trade/skills

Learn the culture of my
people

Table 5-23 shows that both groups of parents have the same three top priority
expectations. The table also shows that a higher percentage (50.3%) of parents
without children with SEN have expectations that their children will do well
academically and be good citizens (40.8%) compared to parents with children with
SEN who recorded 35.5% and 29.1% of responses respectively. A higher
percentage of parents with children with SEN alternatively wanted their children to
learn a trade for future employment (35.5%), be accepted in class (26.2%) and
make friends (22.7%) than parents without children with SEN who recorded 25.9%,
20.7% and 15.8% of responses respectively.
The chi-square test of association shows that the items ‘‘do well academically’’, ‘‘be
good citizens’’ and ‘‘learning a trade/skills for future employment’’ shows significant
association with having a child with SEN or not. They recorded the following values;
(chi-square = 10.203, df = 1, p = 0.001, Cramer’s V = 0.140), (chi-square = 6.806, df
= 1, p = 0.009, Cramer’s V = 0.114) and (chi-square = 5.151, df = 1, p = 0.023,
Cramer’s V = 0.100) respectively. Based on these identified associations it may be
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concluded that there is an association between the parents with and without
children with SEN and parental expectations for their children in inclusive schools.
Table 5-24: Comparing categories of parents and school fulfilment of
expectations
School fulfilment of expectations
Gender
Yes %
No %
Child with SEN

76.2

23.8

No child with SEN

79.3

20.7

Table 5-24 shows that a greater proportion of parents without children with SEN
(79.3%) than parents with children with SEN (76.2%) reported that the inclusive
schools were helping to fulfil their expectations for their children. The majority of the
parents in both groups have their expectations for their children being fulfilled. The
conclusion for this section is that there are variations in PE based on educational
level and having a child with SEN or not.

5.5

Section D: Parental involvement in inclusive education

This section presents the analysis of the parents’ and headteachers’ responses on
PI in IE. The components to be discussed are presented in the excerpt from Figure
4-2 (see Figure 5-21 below).

Parental involvement (PI) in IE
1. What the parents are currently doing
2. The additional ways parents want to be involved
3. How the inclusive schools expect parents to be involved
4. How the schools promote PI
5. Facilitators and inhibitors

Figure 5-21: Excerpt six from Figure 4-2
For this analysis, mean and SD distribution scores of the parents’ current
involvement and how the school currently tries to involve them have been
presented. Also, one-way ANOVAs and independent sample t-tests were used to
identify variations in the parents’ current involvement based on their age-range,
educational level, gender and having a child with SEN or not, 95% confidence
intervals were further used to confirm the results. Additionally, factors that facilitated
or hindered PI in IE have been presented. Also, the ways the parents want the
school to involve them and the ways the headteachers think parents want to be
involved in IE have been presented.
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5.5.1

Parents’ current involvement

Parents were required to respond to statements about their current involvement in
IE. The mean and SD of their responses have been presented in descending order
in Table 5-25.
Table 5-25: Parents’ current involvement (N =520)
Statements
1. I take care of my child’s personal care

M
SD
3.37 0.66

2. I attend PTA meetings

3.26 0.89

3. I provide all information the school will need about my child

3.26 0.86

4. I contribute to decision-making in my child’s school

2.91 0.98

5. I create a conducive home environment for learning

2.84 0.93

6. I help my child with his/her homework

2.82 1.02

7. I contact the school for information about my child’s progress

2.59 1.02

8. I set learning goals with my child

2.46 1.06

9. I go to the school to look through my child’s books and discuss

1.98 0.99

issues with the teacher
10. I volunteer my services to the school

1.73 0.96

Rated on a 4 point scale where 1 = Never and 4= Always
Results in Table 5-25 show that the parents report that they are engaged in a
number of activities as far as their current involvement in their children’s education
was concerned. The majority of the parents report that they took care of their
children’s personal care; this had a high mean score of 3.37. Also, attending PTA
meetings and providing all the information the school will need about their children
had the same mean score of 3.26 and SD of 0.89 and 0.86 respectively. Finally, the
mean score of 2.59 and SD of 1.02 indicate that parents contacted the school for
information about their children’s progress.
Table 5-25 further shows that some of the activities recorded lower parental current
involvement. Amongst them were parents’ volunteering their services to the school
(M = 1.73, SD = 0.96) and going to the school to look through their children’s books
and discussing issues with the teacher (M = 1.98, SD = 0.99).
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5.5.2

Headteachers’ views of parents’ current involvement

The headteachers were also required to respond to a set of items on parental
current involvement in IE. The means and SDs of their responses have been
presented in descending order in Table 5-26.
Table 5-26: Headteachers’ response on parents’ current involvement IE
(N=34)
Statements
M
2.62
1. Parents take care of their children’s personal care
2. Parents provide all information the school will need about their

SD
0.78

2.59

0.70

3. Parents attend PTA meetings

2.50

0.79

4. Parents contribute to decision-making in the school

2.34

0.78

5. Parents create a conducive home environment for learning

2.21

0.59

6. Parents help their children with their home work

1.88

0.48

7. Parents contact the school for information about their child’s

1.88

0.48

1.50

.056

1.50

0.71

1.50

0.62

child

progress
8. Parents come to the school to look through their child’s books and
discuss issues with the teacher
9. Parents set learning goals with their child
10. Parents volunteer their services to the school
Rated on a 4 point scale where 1 = Never and 4 = Always.
The results in Table 5-26 show that headteachers were of the view that there are
very few activities that the parents currently did to be involved in the IE of their
children. These were ‘‘parents take care of their children’s personal care’’ (M = 2.62,
SD = 0.78), ‘‘parents provide all the information the school will need about their
child’ (M = 2.59, SD = 0.70) and ‘‘parents attend PTA meetings’’ (M = 2.50, SD =
0.79).
The means of the headteachers’ in Table 5-26 shows that to them, the majority of
the parents were not doing some of the other activities. Three of such activities have
the same lowest mean. They are, ‘‘parents come to the school and look through
their child’s books and discuss the issues with the teacher’’, ‘‘parents set learning
goals with their child’’ and ‘‘parents volunteer their services to the school’’. They had
means of 1.50 and SD of 0.56, 0.71 and 0.62 respectively. These activities therefore
recorded the lowest PI.
Comparing the means of the parental responses of their current involvement in their
children’s education in Table 5-25 to that of the headteachers in Table 5-26, one
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finds some discrepancies. The discrepancy can be seen with parents helping their
children to do their homework and contacting the school for information about their
children’s progress. The means for the parents on these items are 2.82 and 2.59
while the SD is 1.02 each. The headteachers had means of 1.88 and SD of 0.48 for
both items which shows that to them, the majority of the parents do not engage in
these activities. Additionally, the majority of the parents do not set learning goals
with their children and engage in volunteer work in the school.
In six out of ten activities, the headteachers means show that the majority of the
parents do not do them. Since the headteachers reported their perception of what
the parents did, their perceptions may not be right. As a result of their perception,
when they were asked to rate PI in IE in their school on a 5 point scale with 1=poor
and 5=very high, the mean of their response was 2.88 and the SD was .81. This
shows that to the headteachers, PI in IE was just above average.
5.5.3

Demographic variations in parents’ current involvement

To investigate whether the parents’ current involvement varied in terms of their agerange, educational level, gender and between parents with and without children with
SEN, one-way ANOVAs and independent sample t-tests were used. Where
statistically significant differences were identified for the ANOVA, Hochberg’s GT2
post-hoc test was conducted to identify where the differences were coming from. To
further confirm the results error bars with 95% confidence intervals were generated.
The mean overall and SD for the parents’ current involvement was M = 2.75, SD =
0.61.
5.5.3.1 Age-range
Table 5-27: Descriptive statistics of age-range variation in parents’ current
involvement
Variable
Age-range
N
Mean
SD
Current involvement
≤ 20
12
2.90
.52
21-30

125

2.75

.63

31-40

155

2.78

.61

41-50

191

2.75

.61

51-60

37

2.58

.57

Table 5-27 shows that age-ranges 21– 30, 31– 40 and 41– 50 had means and SDs
that were close. These were (M = 2.75, SD = 0.63), (M = 2.78, SD = 0.61) and (M =
2.75, SD = 0.61) respectively. Amongst the groups, parents aged 20 and below had
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the highest mean (M = 2.90, SD = 0.52) and those within 51-60 years had the
lowest.

Figure 5-22: Error bar of age-range and current involvement
The 95% confidence intervals in Figure 5-22 show that the means of the parents
aged 20 and below and those who were 51-60 years were different. The one-way
between groups ANOVA that was conducted to compare whether parents’ current
involvement varied with their age-range showed that there were no statistically
significant difference of age-range on the parents’ current involvement F (4, 515) =
.979, p = .419.
5.5.3.2 Educational level
Table 5-28: Descriptive statistics of educational level variation in parents’
current involvement
Variable
Educational level
N
Mean
SD
Current involvement

MSLC

185

2.70

0.63

85

2.65

0.65

Diploma

177

2.85

0.56

Degree

73

2.76

0.60

GCE
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Table 5-28 shows that differences in the means exist. The means of the MSLC
holders (M = 2.70, SD = 0.63) and degree holders (M = 2.76, SD =0.60) were close.
Diploma holders had the highest mean (M = 2.85, SD = 0.56).

Figure 5-23: Error bar of educational level and parents’ current involvement
The 95% confidence intervals in Figure 5-23 confirm that differences exist between
the means of the various groups and especially between diploma holders and GCE
holders. The one-way between groups ANOVA that was conducted to compare
whether parents’ current involvement varied with their educational level show that
there was a statistically significant difference between educational level and parents’
current involvement F (3,516) = 2.715, p = .044 and the adjusted R2 = .010. This
indicates that 1% of the variation in the parents’ current involvement is accounted
for using the predictor variable educational level.
Due to the statistically significant difference identified by the ANOVA represented by
p=.044, Hochberg’s GT2 post-hoc test was conducted. The post–hoc test results
(see Appendix K) show that there was no statistically significant differences even
though the overall ANOVA result show (p=.044) a statistically significant difference.
This shows that, even though differences in means exist, these differences were not
statistically significant. The conclusion is that, educational level is showing an effect
on parents’ current involvement in IE, but the post–hoc test was unable to identify
where this difference was coming from.
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5.5.3.3 Gender
Table 5-29: Descriptive statistics of gender variation in parents’ current
involvement
Variable
Gender
N
Mean
Current involvement
Male
245
2.82
Female

275

2.69

SD
0.55
0.65

The independent sample t-test conducted to explore variations in parental current
involvement based on gender shows that there was a statistically significant
difference t (518) = 2.304, p = .022, adjusted R2 = .008 indicates that 0.8 % of the
variation in the parents’ current involvement is accounted for using the predictor
variable gender.
Table 5-29 confirm the statistically significant result obtained from the t-test. The
table shows that males (M = 2.82, SD = 0.55) have a higher mean than females (M
= 2.69. SD = 0.65). The 95% confidence intervals in Figure 5-24 confirm that males
are scoring higher on the average. The conclusion is that gender does have an
effect on parents’ current involvement in IE. Males report being more currently
involved than females.

Figure 5-24: Error bar of gender and parents’ current involvement
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5.5.3.4 Having a child with or without SEN
In this section, comparisons have been done between the current involvement of
parents with and without children with SEN using the means and SDs. The results
are presented in Table 5-30. An Independent sample t-test and 95% confidence
intervals have been used to further ascertain which of the two groups were more
currently involved in their children’s IE.
Table 5-30 shows that the means of the two groups of parents are close across the
responses. Parents without children with SEN in all instances recorded higher
means than the parents with children with SEN. This shows that the parents without
children with SEN report being more involved in IE than the parents with children
with SEN. It must be noted however that, the differences between the two groups
are small.
Table 5-30: Comparing categories of parents and their involvement

Parent’s current involvement

Child with SEN?
Yes
No
M
SD
M
SD

1. I take care of my child’s personal care

3.64

0.68

3.68

0.65

2. I attend PTA meetings

3.13

0.94

3.33

0.86

3. I provide all information the school will need

3.19

0.85

3.29

0.87

2.70

1.07

3.02

0.92

2.70

0.94

2.91

0.91

6. I help my child with his/her home work

2.60

1.07

2.92

0.98

7. I contact the school for information about

2.54

1.06

2.61

0.99

2.27

1.06

2.55

1.05

1.86

0.94

2.04

1.01

1.58

0.96

1.81

0.95

about my child
4. I contribute to decision-making in my child’s
School
5. I create a conducive home environment for
Learning

my child’s progress
8. I set learning goals with my child
9. I go to the school to look through my child’s
books and discuss issues with the teacher
10. I volunteer my services to the school

Rated on a 4 point scale where 1 = Never and 4 = Always
When the means and SDs of both groups were computed in Table 5-25 ‘‘I set
learning goals with my child’’ recorded a low mean (M = 2.46, SD = 1.06) showing
that many of the parents did not do this. However, the results in Table 5-30 (M
=2.55, SD = 1.05) show that more parents without children with SEN were setting
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learning goals with their children as against fewer parents (M = 2.27, SD = 1.06)
with children with SEN.
The independent t-test conducted to explore variations in parental current
involvement based on parents with or without children with SEN showed a
statistically significant difference t (518) = 3.499, p = .001, adjusted R2 = .02. The
adjusted R2 indicates that 2.1% of the variation in the parents’ current involvement
is accounted for using the predictor variable parents with or without children with
SEN.
Table 5-31: Descriptive statistics of parents’ current involvement variation
based on parents with or without children with SEN
Variable
Child with SEN?
N
Mean
SD
Current involvement

Yes

172

26.2

0.66

No

348

2.82

0.57

Table 5-31 confirms the statistically significant result obtained from the t-test. The
table shows that parents without children with SEN (M = 2.82, SD = 0.57) recorded
a higher mean than parents with children with SEN (M = 2.62, SD = 0.57). The 95%
confidence intervals in Figure 5-25 confirm that parents without children with SEN
are scoring higher on average. The conclusion is that having a child with or without
SEN does have an effect on parental current involvement in IE. Parents without
children with SEN report being more currently involved in their children’s IE than
parents with children with SEN.
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Figure 5-25: Error bar of parents with and without children with SEN and
parents’ current involvement
5.5.4

How the school involves parents in inclusive education

5.5.4.1 Parental responses on how the schools involve them in inclusive
education
The parents were required to respond to a set of statements on how the school
involved them in IE. The means and SDs of their response have been presented in
descending order in Table 5-32.
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Table 5-32: Parents’ responses on how schools involve them in IE (N=520)
Activities

M
3.52

SD
0.79

2. My child’s school keeps me informed of PTA activities

3.40

0.98

3. My child’s school contacts me when they want any information

3.07

0.98

2.89

0.98

2.87

0.97

6. The school educates me on how to take care of my child

2.84

.096

7. The school communicates with me about every aspect of my

2.67

0.97

2.66

1.02

2.02

1.01

1.74

0.88

1. My child’s school encourages all parents to be part of the PTA

about my child
4. My child’s school has laid down rules as to what parents can or
cannot do as far as their children’s education is concerned
5. My child’s school offers me the opportunity to be part of the
decision-making process in the school

child’s education
8. The school authorities encourage me to come to the school to talk
about my child’s education
9. My child’s school encourages me or invites me to act as a
volunteer
10. Staff members from my child’s school visit our home to discuss
educational issues.
Rated on a 4 point scale where 1 = Never and 4= Always.
The means in Table 5-32 show that the majority of the parents reported that the
schools involved them in a number of activities. Prominent amongst them are,
encouraging parents to be part of the PTA (M = 3.52, SD = 0.79), keeping parents
informed about PTA activities (M = 3.40, SD = 0.98) and contacting parents when
they want information about their children (M = 3.07, SD = 0.98). Additionally, the
results for the statements ‘‘my child’s school has laid down rules as to what parents
can or cannot do as far as their children’s education is concerned’’ (M = 2.89, SD =
0.98) and ‘‘my child’s school offers me the opportunity to be part of the decisionmaking process in the school’’ (M = 2.87, SD = 0.97), shows that many parents are
of the opinion that the school does the mentioned activities to enhance their
involvement in IE.
However, in two areas the effort of the schools to involve the parents appears to be
less. These activities are, staff members visiting parents’ homes to discuss
educational issues (M = 1.74, SD = 0.88) and the school inviting parents to act as
volunteers either in fundraising, teaching or being resource persons (M = 2.02, SD =
0.88).
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5.5.4.2 Headteachers’ responses on how the school involves parents in
inclusive education
The headteachers also responded to a set of items on how the schools involved
parents in IE. The means and SDs of their responses have been presented in
descending order in Table 5-33.
Table 5-33: Headteachers’ responses on how schools involve parents in IE
(N=34)
Statements
M
SD
1. The school encourages all parents to be part of the PTA
3.85 0.36
2. The school keeps parents informed of PTA activities

3.82 0.39

3. The school offers parents the opportunity to be part of the

3.59 0.66

decision-making process in the school
4. The school authorities encourage parents to come to the

3.50 0.71

school to talk about their child’s education
5. The school contact parents when they want any information

3.47 0.79

about their child
6. The school educates parents on how to take care of their child

3.38 0.74

7. The school has laid down rules as to what parents can or cannot

3.35 0.88

do as far as their children’s education is concerned
8. The school communicates with parents about every aspect of

3.06 0.81

their child’s education
9. The school encourages parents or invites them to act as a

2.06 0.65

volunteer
10. Staff members from the school visit parents at home to

1.94 0.81

discuss educational issues
Rated on a 4 point scale where 1 = Never and 4= Always.
The results in Table 5-33 show that the head teachers reported high school
involvement of parents in IE. Analysis of the result shows that almost all the
activities were reportedly being done by the school to enhance PI. The results are
similar to that of the parents’ responses in that the parents also recorded high
school involvement in most of the activities with the exception of the school
encouraging or inviting parents to act as volunteers and home visits by school staff
to discuss educational issues just like the headteachers.
Overall, the headteachers recorded higher means and lesser SDs than the parents.
Meaning that more headteachers perceived the school to be involving parents in
their children’s IE.
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5.5.4.3 Additional ways parents want to be involved in inclusive education
Parents were required to indicate other ways they would like to be involved in their
children’s IE. The headteachers were also asked to indicate other ways they think
parents want to be involved. Responses of both groups were collated and presented
in Table 5-34.
Table 5-34: Other ways parents want to be involved in IE

Activities
1. Assisting children with road crossing

Parents
Freq
%

Headteachers
Freq
%

369

71.0

26

76.5

2. Helping in the school library

280

53.8

17

50.0

3. Listening to pupils read in class

276

51.3

15

44.1

4. Acting as guest speaker on speech

240

46.2

25

73.5

233

44.8

11

32.4

6. Helping on class trips.

228

43.8

15

44.1

7. Helping in the school canteen

202

38.8

19

55.9

8. Helping with sports coaching

163

31.3

23

67.6

before and after school

Days
5. Helping in preparing teaching and
learning materials

Table 5-34 shows that ‘‘assisting children with road crossing before and after
school’’ recorded the highest number of responses for both parents 369 (71%) and
headteachers 26 (76.5%). The second and third items with more parental responses
were ‘‘helping in the school library’’ 280 (53.8%) and ‘‘listening to pupils read in
class’’ 276 (51.3%). These had 17 (50%) and 15 (44.1%) headteachers selecting
them. ‘‘Helping on class trips’’ is an activity that had close to the same percentage
of parents, 228 (43.8%), and headteachers 15 (44.1%) selecting it.
‘‘Helping with sports coaching’’ was the activity which least percentage of parents
163 (31.3%) want to be involved in. On the contrary, a higher percentage of the
headteachers 23 (67.7%) are of the view that parents would want to be involved.
It is evident from the results in Table 5-34 that apart from assisting with road
crossing and helping on class trips which had closer percentages of parents and
headteachers choosing it, on all other activities, the parents and headteachers had
different opinions. However, the three top ways that parents want to be involved in
IE based on the parents’ responses in Table 5-34 are, ‘‘assisting children with road
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crossing before and after school’’, ‘‘helping in the school library’’ and ‘‘listening to
pupils read in class’’.
Parents were requested to supply other ways they wanted to be involved in their
children’s education that were not stated in the options, 264 parents responded. Out
of this number, 132 (50.0%) wanted to be part of the decision-making process, 35
(13.3%) ‘‘wanted to be able to raise funds and volunteer as a resource person’’,
another 35 (13.3%) said they needed further education on how to help their child, 25
(9.5%) wanted to be involved in the discipline of their child, 20 (7.5%) were of the
view that it is the government’s responsibility not theirs and finally 17 (6.4%) wanted
to be able to ‘‘decide what goes into the curriculum of their children’’.
In addition to the three top ways identified in the parents’ section of Table 5-34, it
may be concluded that some parents also want to be part of decision-making,
volunteering, and be involved in disciplinary decisions. However, some parents
were of the view that they need more education on how to help their child. Other
parents took the stand that it is the responsibility of the government rather than
being theirs.
5.5.5

Factors that facilitate parental involvement in inclusive education

Parents and headteachers were asked to indicate their views as to whether some
specific factors facilitated PI in IE or not. The means and SDs of their responses has
been collated and presented in Tables. 5-35 and 5-36.
5.5.5.1 Parents’ responses on factors that facilitated parental involvement
The means and SDs of the parents’ responses to factors that facilitated PI in IE has
been presented in descending order in Table 5-35.
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Table 5-35: Parents’ responses on factors that facilitated PI in IE
Factors

M

SD

3.25

0.71

2. A school environment that makes parents feel welcomed

3.24

0.73

3. Schools educating parents on the need of involvement and

3.21

0.71

4. Effective communication between the school and the home

3.17

0.75

5. School authorities treating parents as equals

3.04

0.81

6. Government introducing a policy on PI

3.04

0.87

7. Intensive teacher training on how to involve parents in their

3.01

0.81

2.93

0.76

1. School authorities and teachers respecting parental decisions
and views

how to be involved

children’s inclusive education
8. Schools providing support for parents and addressing their
Concerns
Rated on a 4 point scale where 1 = strongly disagree and 4= strongly agree
The means in Table 5-35 shows that the majority of the parents are of the view that
all the factors mentioned facilitated PI in IE. The item that had the highest mean was
‘‘school authorities and teachers respecting parental decisions and views’’ (M =
3.25, SD = 0.71. This was followed by ‘‘a school environment that makes parents
feel welcomed’’ (M = 3.24, SD = 0.73).
‘‘Schools educating parents on the need of involvement and how to be involved’’
was the next facilitator of PI (M = 3.21, SD = 0.71). The facilitator of PI which had
the lowest mean was ‘‘schools providing support for parents and addressing their
concerns’’ (M = 2.93, SD = 0.76).
5.5.5.2 Headteachers’ responses on factors that facilitated parental
involvement
The means and SDs of the headteachers’ responses to factors that facilitated PI in
IE have been presented in descending order in Table 5-36.
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Table 5-36: Headteachers’ responses on factors that facilitated PI in IE
Factors

M

SD

1. Government introducing a policy on PI

3.44

0.82

2. Schools educating parents on the need of involvement and

3.44

0.50

3.38

0.65

4. School authorities treating parents as equals

3.35

0.77

5. Effective communication between the school and the home

3.32

0.64

6. A school environment that makes parents feel welcomed

3.29

0.80

7. Schools providing support for parents and addressing their

3.09

0.57

3.06

0.95

how to be involved
3. School authorities and teachers respecting parental
decisions and views

Concerns
8. Intensive teacher training on how to involve parents in their
children’s inclusive education
Rated on a 4 point scale where 1 = strongly disagree and 4= strongly agree
The means of the headteachers’ responses in Table 5-36 show that they viewed all
the factors stated as facilitators to PI. The headteachers perceived facilitators to PI
in IE that had the highest means were ‘‘government introducing a policy on PI’’ (M =
3.44, SD = 0.82) and ‘‘schools educating parents on the need of involvement and
how to be involved’’ (M = 3.44, SD = 0.50). The next facilitator to PI was ‘‘school
authorities and teachers respecting parental decisions and views’’ (M = 3.38, SD =
0.65). The perceived facilitator to PI that had the lowest mean was ‘‘intensive
teacher training on how to involve parents in inclusive education’’ (M = 3.06, SD =
0.95).
From Tables 5-35 and 5-36 it can be seen that the priority placed by the parents
and the headteachers on the individual factors vary. For example, while the parents
had ‘‘government introducing a policy on PI’’ as the sixth facilitator when they were
arranged according to descending means, it was the first factor for the
headteachers. It can be concluded that both parents and headteachers considered
a number of things as facilitators to PI. Amongst them are, ‘‘a school environment
that makes parents feel welcomed’’, ‘‘schools educating parents on the need for
involvement and how to be involved’’, ‘‘good communication between the school
and the home’’ and the ‘‘government introducing a policy on PI’’.
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5.5.6

Factors that inhibit parental involvement in inclusive education

Parents and headteachers were asked to respond to a set of items on factors that
inhibited PI in IE. Means and SDs of their collated responses are presented in Table
5-37 and 5-38.
5.5.6.1 Parental responses on factors that inhibit parental involvement in
inclusive education
Table 5-37 shows the means and SDs of the parents’ responses to factors that
inhibit PI in IE in descending order.
Table 5-37: Parents’ responses on factors that inhibit PI in IE
Factors

M

SD

1. Parental lack of financial resources

2.80

0.99

2. Parental lack of knowledge on how to help their child

2.61

0.93

3. Lack of parental knowledge on how to be involved

2.58

0.90

4. Parents’ inability to communicate effectively in English

2.54

1.01

5. Parents and school authorities having opposing view about

2.49

0.95

6. Parents not having time for their children

2.44

1.08

7.Teachers not having adequate training on parental

2.34

0.93

2.27

1.00

what should be involved in the IE of the child

Involvement
8. Lack of communication between the school and the home

Rated on a 4 point scale where 1 = strongly disagree and 4= strongly agree
From Table 5-37 it is evident that the majority of the parents consider four factors as
inhibitors to PI in IE. These are, ‘‘parental lack of financial resources’’ (M = 2.80, SD
= 0.99), ‘‘parental lack of knowledge on how to help their child’’ (M = 2.61, SD =
0.93), ‘‘lack of parental knowledge on how to be involved’’ (M = 2.58, SD = 0.90)
and ‘‘parents’ inability to communicate effectively in English’’ (M = 2.54, SD = 1.01).
Table 5-37 further shows that ‘‘teachers not having adequate training on parental
involvement’’ (M = 2.34, SD = 0.93) and ‘‘lack of communication between the school
and the home’’ (M = 2.27, SD = 1.00) were amongst the factors that a substantial
number of parents did not consider as inhibitors to PI in IE.
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5.5.6.2 Headteachers’ responses on factors that inhibit parental involvement
in inclusive education
Table 5-38 shows the means and SDs of the headteachers’ responses to factors
that inhibit PI in IE in descending order.
Table 5-38: Headteachers’ responses on factors that inhibit PI in IE
FACTORS
M

SD

1. Parents not having time for their children

2.94

1.25

2. Parental lack of financial resources

2.85

0.99

3. Lack of parental knowledge on how to be involved

2.68

0.98

4. Parents’ inability to communicate effectively in English

2.50

1.13

5. Parental lack of knowledge on how to help their child

2.32

0.91

6. Teachers not having adequate training on parental involvement

2.18

0.90

7. Lack of communication between the school and the home

2.18

1.11

8. Parents and school authorities having opposing view about

2.15

0.99

what should be involved in the IE of the child
Rated on a 4 point scale where 1 = strongly disagree and 4= strongly agree
From Table 5-38 it is evident that the majority of the headteachers, just like the
parents, perceived four factors that are inhibitors to PI. These are ‘‘parents not
having time for their children’’ (M = 2.94, SD = 1.25), ‘‘parental lack of financial
resources’’ (M = 2.85, SD = 0.99), ‘‘lack of parental knowledge on how to be
involved’’ (M = 2.68, SD = 0.98) and ‘‘parents’ inability to communicate effectively in
English’’ (M = 2.50, SD = 1.13). The headteachers were in agreement with the
parents on three of the factors being inhibitors to PI.
However, differences in opinion of the two groups occurred. The parents’ responses
showed that ‘‘parental lack of knowledge on how to help their children’’ was an
inhibitor while the headteachers perceived ‘‘parents not having time for their
children’’ as an inhibitor. Since we are dealing with their perception and opinion this
naturally may vary.
Despite this, based on the responses of both groups, it can be concluded that
overall, all the following factors inhibit PI in IE:


Parents not having time for their children.



Lack of parental knowledge on how to be involved.



Parental inability to communicate effectively in English.



Parental lack of knowledge on how to help their children.



Parental lack of financial resources.
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However, a substantial number of people in both groups did not consider the
following as inhibitors to PI:


Teachers not having adequate training on PI.



Lack of communication between the home and the school,



Parents and school authorities having opposing view about what should be
involved in the education of the child.

On all the factors, parents recorded means of above 2.25 meaning that over half of
them consider them as barriers to their involvement.
5.5.7

Relationship between parental perception and parents’ current
involvement in inclusive education

In this section, the relationship between the components of PP shown in the excerpt
from Figure 4-2 and the parents’ current involvement is explored (see Figure 5-26).
The bold black arrow in Figure 5-26 is to depict the exploration of the relationship
between the excerpts from Figure 4-2.

Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns

Parental involvement (PI) in IE
1. What the parents are
currently doing

Figure 5-26: Excerpt seven from Figure 4-2

146
5.5.7.1 Knowledge and parents’ current involvement

Figure 5-27: Relationship between knowledge and parents’ current
involvement
The regression line in Figure 5-27 is angled upwards suggesting a positive
relationship. This indicates some association between parents’ knowledge about IE
and their current involvement in IE. To quantify the relationship the Pearson product
moment correlation coefficient was used. The result shows there is a positive weak
relationship r = .175, n = 520, p < 0.001 between knowledge and parents’ current
involvement, implying that the relationship is statistically significant but has a small
strength. The effect size (r2 = .031) means that 3.1% of the variation in one variable
is shared with the other variable. Although the correlation is statistically significant

it only explains a small portion of the variance and therefore in realistic terms
may not be logically significant. Despite this, it may be said that high levels of
knowledge in IE may tend to be associated with high levels of parents’ current
involvement in IE.
5.5.7.2 Benefits and parents’ current involvement
The regression line in Figure 5-28 is angled upwards to the right suggesting a
positive relationship. This means that there is some association between parents’
perceived benefits of IE and their current involvement in IE.
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Figure 5-28: Relationship between benefits and parents’ current involvement
To quantify the relationship the Pearson product moment correlation coefficient was
used. The result shows that there is a positive relationship r = .152, n=520, p <
0.001 between benefits and parents’ current involvement. This implies that the
relationship is significant but has small strength. The effect size (r2=.023) means
that 2.3% of the variation in one variable is shared with the other variable. Although
the correlation is statistically significant it only explains a small portion of the

variance and therefore in realistic terms it may not be logically significant.
Despite this, it may be said that high levels of perceived benefits of IE may tend to
be associated with high levels of parents’ current involvement in IE.
5.5.7.3 Concerns and parents’ current involvement
The regression line in Figure 5-29 is showing zero slope, indicating that there is no
relationship. Meaning that, there is no association between parents’ concerns about
IE and their current involvement in IE.
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Figure 5-29: Relationship between concerns about IE and parents’ current
involvement
The Pearson product moment correlation coefficient shows that there is no
relationship r = -.015, n = 520, p < .725 between concerns and parents’ current
involvement. This implies that the parents’ concerns and their current involvement
are not linked.
5.5.8

Relationship between the components of parental perception

This section explores the relationship between the components of PP shown in
Figure 5-21 in section 5.5. The Pearson product moment correlation coefficient was
used to run the tests.
5.5.8.1 Knowledge and benefits
The regression line in Figure 5-30 is evidently angled upwards and it shows that
there is a positive relationship between parents’ knowledge about IE and their
perceived benefits of IE.
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Figure 5-30: Relationship between parents’ knowledge and perceived benefits
of IE
The Pearson product moment correlation coefficient shows that there is a significant
strong positive relationship r = .490, n=520, p < 0.000 between parents’ knowledge
and their perceived benefits of IE. The effect size (r2=.240) means that 24% of the
variation in one variable is shared with the other variable. It may be said that high
levels of knowledge in IE may tend to be associated with high levels of perceived
benefits of IE.
5.5.8.2 Knowledge and concerns
The regression line in Figure 5-31 is angled upwards to the left. This suggests that
there is a negative relationship between parents’ knowledge about IE and their
concerns about IE.
The Pearson product moment correlation coefficient shows that there is a negative
weak relationship r = -.130, n = 520, p < 0.003 between parents’ knowledge and
their concerns about IE

150

Figure 5-31: Relationship between parents’ knowledge and concerns about
IE
The effect size (r2 = .017) means that 1.7% of the variation in one variable is shared
with the other variable. Although the correlation is statistically significant it only

explains a small portion of the variance and therefore in realistic terms it may
not be logically significant. Despite this, it may be said that as parental knowledge
increases their concerns about IE may decrease.
5.5.8.3 Benefits and concerns
The regression line in Figure 5-32 is angled upwards to the left. This suggests that
there is a negative relationship between parents’ perceived benefits about IE and
their concerns about IE.
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Figure 5-32: Relationship between parents’ perceived benefits and concerns
about IE

The Pearson product moment correlation coefficient shows that there is a negative
relationship r = -.370, n = 520, p < 0.003 between parents’ perceived benefits and
their concerns about IE. The effect size (r2 =.137) means that 13.7% of the variation
in one variable is shared with the other variable. Although the correlation is

statistically significant it only explains a small portion of the variance and
therefore in realistic terms it may not be logically significant. Despite this, it
may be said that as parental perceived benefits of IE increase their concerns about
IE may decrease.

5.6

Summary

The analysis shows that parents have knowledge about IE and perceive it as
beneficial but have some concerns. It be concluded that age, gender and having a
child with SEN or not has no effect on the knowledge parents have, the benefits
they perceive of IE and the concerns they have about IE. The educational level of
parents was found to have a significant effect on parents’ perceived benefits of IE.
The difference was between diploma holders and GCE holders.
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From the analysis it can be concluded that the majority of parents’ preference
placement for children with SEN was outside the inclusive schools. Males were
more favourable to IE than females. While parents with MSLC, GCE or a diploma
preferred educational placements outside the inclusive schools for children with
SEN, degree holders preferred inclusive placements. Younger parents preferred
inclusive placement more than older parents.
The three top PE for their children in inclusive placements were ‘‘ability to read and
write’’, ‘‘developing social skills’’ and ‘‘doing well academically’’. The majority 407
(78.3%) of the parents said the inclusive schools were helping to fulfil the
expectations they had for their children. Some of the ways the inclusive schools
were helping to achieve PE are ‘‘making good use of academic learning time’’,
‘‘involving parents in decision-making’’ and keeping parents informed about their
children’s progress.
The study found no relationship between the age-range and gender of parents and
the expectations they have for their children in inclusive schools. However, there
was an association between the parents’ educational level and the academic
expectations they have for their child. Also, there is an association between the
parents with and without children with SEN and parental academic and social
expectations for their child.
Additionally, the study found that the majority of parents engaged in a range of
activities that showed their involvement in IE. Amongst them were taking care of
their children’s personal care, attending PTA meetings and providing all the
information the school needs about their children.
Furthermore, a one-way ANOVA test conducted found no statistically significant
difference of age-range on the parents’ current involvement. The study found that
gender and having a child with or without SEN does have an effect on parents’
current involvement in IE. Males and parents without children with SEN report being
more currently involved in IE than females and parents with children with SEN.
Finally, educational level showed an effect on parents’ current involvement in IE, but
the post-hoc test was unable to identify the source of the difference.
The majority of the parents reported that the schools involved them in a number of
activities. However, parents wanted to be part of the decision-making process, raise
funds or volunteer as a resource person, be involved in the discipline of their
children and be given further education on how to help their children among other
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things. Twenty parents (7.5%) were of the view that it is the responsibility of the
government.
Some facilitators to PI in IE are ‘‘school authorities and teachers respecting parental
decisions and views’’, ‘‘a school environment that makes parents feel welcomed’’
and ‘‘schools educating parents on the need of involvement and how to be
involved’’. Some inhibitors identified were parents not having time for their children,
lack of parental knowledge on how to be involved and on how to help their children.
Using the Pearson product moment correlation coefficient the study found a positive
weak relationship r = .175, n = 520, p < 0.001 between knowledge and parents’
current involvement and r = .152, n = 520, p < 0.001 between benefits and parents’
current involvement. There was however no relationship r = -.015, n = 520, p < .725
between concerns and parents’ current involvement.
Finally, using the Pearson product moment correlation coefficient the study
established the existence of a significantly strong positive relationship r = .490, n =
520, p < 0.000 between parents’ perceived knowledge and their perceived benefits
of IE and a negative relationship r =-.370, n=520, p < 0.003 between parents’
perceived benefits and their concerns about IE. There was also a negative weak
relationship r = -.130, n = 520, p < 0.003 between parents’ perceived knowledge
and their concerns about IE. Despite the statistically significant results obtained
from the correlations I acknowledge that they only explain a small portion of the

variances in the tests conducted. In realistic terms therefore they may not be
logically significant. The results therefore must be interpreted cautiously. The
next chapter presents the analysis of the interview data.
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CHAPTER SIX
6 DATA ANALYSIS OF THE INTERVIEWS
6.1

Introduction

Analysis of the questionnaire data were presented in the previous chapter. This
chapter presents the analysis of the interview data. The background of the
interviewees is presented along with an overview of four of the interviews. The
analysis is presented thematically. The PE and PI analysis were based on the
responses of 20 and 19 parents respectively as a parent opted out of the interview
since he had difficulty expressing himself. The information in this chapter is aimed at
answering research questions two and three. Code identities given to parents and
some words and phrases are in bold type for emphasis and attention. Also, verbatim
responses are in italics and single quotation marks.

6.2

General background information of interviewees

There were 20 interviewees with equal numbers of males and females. The
interviews took place in the inclusive schools. Nine of the interviewees were
between 31-40 years, six were 41-50, three were 21-30 and two were 51–60. Four
interviewees had a MSLC, two had GCE O Level, one had GCE A Level, and two
had a certificate A 3 year qualification. There were six diploma holders, four degree
holders and one person with a master’s degree (see Appendix L). Six interviewees
were purposively selected from each of the three regions used for the study. Two
additional interviewees were selected from the Central region for the same reason
given in section 4.5.2.
6.2.1

Overview of a cross section of the interviews

The analysis is presented across all the interviews. However, to illustrate the
diversity within the group, interview summaries from four parents are highlighted in
Figures 6-1 to 6-4 below.
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Parental expectations and how schools were helping to fulfil them
She is a female aged 21-30 with a degree. Academically, her child should be able to
read, write and perform well. Socially, she should mingle with others in the school
and community. Culturally, she should ‘… know the culture of the society or the
family …’.
The school is teaching her child reading and writing and ‘takes care of what the
child will need educationally to learn by focusing on only her and helping her to
understand things’. Also, she takes part in ‘some school or learning decisions to
improve the child and other children learning’. The school engages children in group
work through which children learn to socialise and make friends. Culturally, the
school teaches children the dances, art and societal values.
How she was involved and how the school involved her in IE
On her current involvement, she reports that she supplies her child with the
necessary logistics to ‘learn effectively’ and:
‘normally come to the school to enquire about my child’s well doing,
how she is coping with the lessons, then during open days I come to
the school to look into her books, then interact with the teachers
then during PTA meetings too we discuss the welfare with the
teachers’.
She is expected to go to the school to talk about her child’s educational progress,
attend all school activities including PTA meetings, answer questions, provide
information about her child and provide her child’s basic needs.
Describing how the school involves her in her child’s IE, she said they informed and
invited her to attend school meetings, invited parents to come to the school regularly
to enquire about their child’s progress, the school communicated all information
about her child’s education and let her know their expectations as a parent.
She reported that she attended all school meetings (PTA meetings, open days and
sporting activities). She was asked if the school engaged her in the development of
IEP and setting specific educational goals for her child with SEN. She said this was
not being done. She was however, willing to be involved in these, as it will help
increase involvement in her child’s IE.
Additional ways she wants to be involved in her child’s inclusive education
She wants to be involved in decision-making. The decisions made should be
implemented in teaching and learning to enable her child ‘to perform well and fit well
in the society’. She said that PTA meetings can be a forum where parents can be
educated on PI. For a change, teachers should engage in home visits to discuss
educational issues as it will be beneficial to herself and her child and she ‘will feel
more supported by the school’.
Facilitators and inhibitors to her involvement
Communication facilitated her involvement in her child’s IE and helps her know what
was happening and how her child was faring. Having the opportunity to take
decisions at PTA meetings showed that the school valued her contribution and used
it to implement strategies that promoted the smooth running of the school. To her,
these factors made it easy for her child to fit in the society.
Her non-involvement in all decisions was a challenge. She attributed this to
reluctance on the school’s part or that they feel it is not part of GES procedure to
involve parents in all decisions. Other challenges were, opposing views about
education leading to misunderstandings and financial constrains resulting in inability
to provide all her child’s needs. To overcome the challenges, she discussed them at
PTA meetings and has resulted in an improvement in the way teachers talk to
parents.
Figure 6-1: Summary of Parent 4’s interview
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Parental expectations and how schools were helping to fulfil them
The interviewee was a male aged 21-30 and had a GCE ‘O’ Level qualification.
Academically he wanted his child to complete JSS with certification as this would
gladden him. Socially he expected his child ‘to make friends and interact with
everyone’. Culturally, ‘he should know the culture of his ethic group’, use the culture
appropriately and answer questions correctly about it.
Teachers are teaching his child well and he can read, thereby fulfilling his
expectations. Socially he said:
‘well, well the school gets the children to play together, football for
example as a result they learn to interact and the group work they
do in class, sitting in circles and in fours or fives also helps children
take turns and accept whoever they are to work with and do same
outside school, l think’.
Culturally, the school was engaging the children in cultural dances, teaching of art
and culture.
How he was involved and how the school involved him in IE
According to him he supplies all his child needs to facilitate his education, attends
PTA meetings when possible and monitors his child’s academic progress.
The school expects him to be part of the PTA, attend meetings and monitor his
child’s progress. These he does willingly.
Describing how the school involves him in his child’s education, he said, they invite
him for various meetings, encourage him to engage in school visits to talk to the
teacher about the child’s progress, send him regular reports on his child’s
performance, regularly communicate with him and answer all questions about his
child’s education, and let him know what he should do for his child.
He said he had not attended any open days but, he had attended PTA meetings,
speech days and school dramas. He had not heard of IEPs so it was briefly
explained to him. He had not been involved in the development of any IEP nor was
he engaged in setting specific educational goals for his child with SEN. He was
however willing to be involved in them.
Additional ways he wants to be involved in his child’s inclusive education
He will like to be more involved in decision-making and wants the school to educate
him more about what to do for his child.
Facilitators and inhibitors to his involvement
He reported that taking part in decision-making was a facilitator and that it made him
feel ‘important’ knowing his ‘views are sought.
Inability to go to school meetings due to insufficient time or work load, not being
given the opportunity to take part in decisions, opposing views or desires by the
parents and the school, lack of communication and when the school do not tell him
all he needs to know about his child’s education were inhibitors to his involvement.
He has done nothing to try and rectify the situation and is ‘hoping that things will sort
themselves out’
Figure 6-2: Summary of Parent 6’s interview
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Parental expectations and how schools were helping to fulfil them
She was a female aged 51- 60 and had a MSLC. She expects her child to be able to
read and write. Socially, she wants her child ‘to grow up to become a good adult
and a good Ghanaian and treat all people as her own self.’ Culturally, her daughter
should be respectful. To fulfil her expectations for her child she reports that:
‘The teachers are teaching the children well in all areas that is
socially, academically and culturally to grow up to become a good
citizen in the future. They also invite us the parents to discuss and
arrive at learning decisions at meeting. My child and other children
get to learn the dances and art in the country and also get to
socialise through group games’.
How she was involved and how the school involved her in IE
She attends PTA meetings, school functions, goes to school to monitor her child’s
progress and look through her books and discuss it with the teacher, monitors her
child’s attendance, engages in volunteering and provides her child’s personal
needs.
She said the school expects her to supply her child’s basic needs, continue coming
to the school to monitor her child’s academic progress and provide teachers with the
information they needed about her child.
She said, the school informs parents about pending activities, encourages them to
attend and to come to the school to discuss their child’s welfare. The school invites
individual parents for parent-teacher meetings and at times tells parents what they
expect them to do for their children.
Additional ways parents want to be involved in their child’s education
She said she needs more information/education on what to do for the progressive
learning of her child and how to be involved educationally. She advocated for home
visits by teachers.
Facilitators and inhibitors to parental involvement
She reported that knowing that her child’s current education ‘will help her become
an independent adult and a good citizen in future’, the welcoming attitude of the
school staff and the advice and patience they have to listen to her, involvement in
decision-making and the implementation of these decisions makes her feel that her
contribution is valued and her help needed. Finally, communication with the
teachers about her child’s education and being informed that all is well was a further
facilitator to her involvement.
She had the following to say about inhibitors to her involvement:
‘… when I am so busy and I cannot make time to visit the school, or
they bring homework and me and my man do not understand and so
we cannot help the child or it is French which we do not understand,
or sometimes the school forget to send notice of a meeting and you
do not go and they blame you for it. Sometimes too they will tell you
this is school decision so what you as a parent say do not matter’.
She has done nothing to overcome the challenges as she cannot control them.
Figure 6-3: Summary of Parent 8’s interview
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Parental expectations and how schools were helping to fulfil them
The interviewee was a male aged 31–40 with a master’s degree. Academically he
expected his child to ‘excel in her studies’ and be able to read and write. Socially,
she should be able to interact with people in the society. Culturally, she should know
the culture of the society.
Academically the school was helping to fulfilling his expectations by teaching his
child based on the curriculum. Socially he said;
‘Yes, socially I think in the school there is a lot of group work that
the students are normally involved. They play games here and
there. They will work together on assignments or whatever it is and
I think that is also helping the child in the social life. They also
engage the children in extracurricular activities through which they
socialise’.
Culturally, the school teaches Religious and Moral Education (RME) which deals
with culture and societal values. The children are also taught cultural performances.
How he was involved and how the school involved him in IE
He said, he provided his daughter’s basic needs, attended PTA and other meetings,
monitored her school attendance and helps with homework. He said the school
expects him to attend PTA meetings, school activities and support his child with
school materials and her studies.
He said, the school invites him to activities which he is to attend, communicate
information about the child through reports, informs parents of their expectation of
them, lets parents know they are welcomed at any time to discuss their children’s
education and expect parents to support the school financially.
Additional ways he wants to be involved in his child’s inclusive education
He wants to be more involved in decision-making, be a member of the school board
to influence decisions in parents favour, and he can assist the school to run INSET
programmes for teachers provided he is informed. His opinion was parents needed
‘more education on what is expected of them and their responsibilities as far as their
involvement in their children’s education was concerned’.
Facilitators and inhibitors to his involvement
Communication, welcoming attitude of staff and the physical environment were
facilitators to his involvement. Communication makes him aware of school activities.
His main challenge was the inability to attend school functions due to his work
schedule, the imposition of decisions by the school (in his opinion, this was
autocratic and unhelpful), and conflict due to opposing desires and wishes of the
parents and the school. He said if he was unable to attend a school meeting his wife
goes and he has raised his concerns with the head or at PTA meetings about the
other issues which he says the school is ‘trying to work at it but there is more room
for improvement’.
He had the following suggestion when asked if he had something to say:
‘Ok, I will only want to suggest that if possible the school should
periodically organise some sort of workshop or seminar for parents.
To educate parents on what they expect the parents to do or to be
involved in the education of their children. Not just assume that
parents should know these things or know that. But if they can invite
us to the school and probably give us some sort of education on the
extent to which they want us to be involved in the education of our
children that will be very good for us’.
Figure 6-4: Summary of Parent 19’s interview
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From the summaries of the interviews, it can be concluded that, the parents gave
some similar responses (for example, see parent 4, 8 and 19 responses on
academic expectations) despite the diversity in their educational level, gender and
age-ranges. In the subsequent sections, the analysis of the interviews is presented
thematically based on the responses of all the parents interviewed.

6.3

Parental expectations for their children

The excerpt from Figure 4-2 indicates the interview data to be analysed in this
section (see Figure 6-5 below).

Parental expectations (PE) of IE
1. The expectations parents have of their
children in inclusive schools
2. The roles inclusive schools are playing to
fulfil parental expectations for their children
Figure 6-5: Excerpt one from Figure 4-2
Parents were required to talk about their expectations for their children
academically, socially and culturally. Their responses were grouped and presented
below.
6.3.1

Academic expectations

Out of the 20 parents interviewed 14 want their children to be able to read, write and
manipulate figures. The parents want the children to be very skilful in these areas.
Hence, a parent specifically said ‘I want the child to be able to read, write and
manipulate figures effectively’ (Parent 2). The parents actually want their child to be
able to acquire these skills at a functional level. For example, Parent 10 said:
‘Academically, I expect the child to be able to read and write and to
be able use this to communicate effectively in English and the local
dialect and I expect him also to be able to do basic numeracy where
he can buy things on his own’.
The parents recognise the need for education and know that it helps to increase
chances of future employability. They therefore want their children to be gainfully
employed and be financially independent in the future. Hence they said:
‘If my child goes to school in future when I am not there he can look
after himself when I am not there but when I am not around he
cannot do anything without education. Education helps us get good
jobs in the future’. (Parent 5)
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‘I like my ward to achieve academically because at long last the
educated child is supposed to know how to read and write in future
and also use it to seek something for feeding him or her and the
family as a whole and then even the nation entirely’.
(Parent 1)
Also, 9 out of 20 parents want their children to do well academically and acquire
certification and go to the university or go up the academic ladder. In the light of
this, a parent said ‘I also want him to do well so that he can go very high in
education, right to the university to get a degree’ (Parent 5). While another said.
‘...He should do so well that he gets a degree or even a PhD in future to make me
proud’ (Parent 15). Some of the parents’ aspiration for their children was not to get
to the ultimate level of the educational ladder but at least to get certification for
whatever level they were at. An example of what a parent said in connection to this
was, ‘If he can at least finish the Junior Secondary School and get a certificate to
show for it I will be glad’ (Parent 6).
6.3.2

Social expectations

The parents reported four social expectations for their children. The first expressed
by 12 out of 20 parents was that they want their child to be able to mingle with peers
or others in the community and make friends. Four of them with children with SEN
expressed this expectation. Two parents said:
‘I want my child to interact with, communicate, and play with other
children and make as many friends as he can’. (Parent 11)
‘Socially I want her to mingle with the colleagues in school, here and
there even with the teachers, to cooperate with the teachers and
other colleagues in the school. Not only in the school even our
surrounding areas where we stay she should be able to mingle with
all the people around there and even to the church everywhere we
go she should be able to socialise with everybody’. (Parent 17)
The parents were expecting their child to socialise with people in their whole
community not only their peers.
The second was said by 7 out of 20 parents. They wanted their child to treat and be
treated equally. One parent’s response was:
‘Well, urm urm……socially he should not say that because of his
disability he cannot be treated the same. Socially I want him to
respect everybody as equal partner, treat everybody equal and be
treated likewise because each person has strengths and
weaknesses where one person might be weak another person might
be strong. So in an inclusive setting, to be able to appreciate the
strengths of people with visual challenges, hearing challenges and
their strengths so that he will be able to accept them as equal
members of the society’. (Parent 3)
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From this, it may be said that the parent does not want the child’s disability to affect
how he is treated or how he threats others. Inherent in her statement was the need
to look beyond the disability or weakness of people and consider their strengths and
their right to equal treatment.
The third was expressed by 5 out of 20 parents. They want their child not only to fit
into the society but be accepted:
‘Is also a bit of it because without sociality I don’t think he can fit into
the society I like the sociality also so that my child can be accepted
by people’. (Parent 1)
‘He should be able to live in the community and the community
accept him as one of them’. (Parent 9)
What these parents are saying is that they want their children to be not only
physically present but be accepted as full members of the society.
Lastly, 3 out of 20 parents interviewed expect that their child will ‘be a good adult
and citizen’ (Parent 20) in the future as a result of the training they receive in
school. One of them after careful thought (indicated by three hesitations and a long
pause before responding) said:
‘Actually…. {Pause} ….socially…. I expect the training she is getting
in this school to mould her into a responsible, good woman and a
very good and obedient citizen in the future’. (Parent 17)
6.3.3

Cultural expectations

In relation to culture, 16 and 4 parents respectively reported two main expectations
of their children in inclusive schools. These were to learn the cultural norms and
values of the people and be respectful and polite especially to elders. Excerpts of
their comments are:
‘Culturally, I want my child to know the values of our nation and our
society, to know the culture of a place, for instance, we are in
{Mankobi}, I want my child to know the way they speak, the
language they speak, dress and what have you so that he will not be
an outcast of his own culture and people’. (Parent 18)
‘I want my son to know all the cultural values of our society. You
know society is such that, we have our own way of doing things and
culture differs from one society to the other so I want my child to be
able to greet people, for example, especially the elderly when he
meets them, know how to eat like nowadays we use fork and knife
so I want my child to know all those things so that he will be
accepted or he will get all the cultural things in our society’. (Parent
16)
‘What is important in our culture is to talk nicely and respectfully to
people especially older people; this is a virtue I want my child to
have’. (Parent 14)
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‘My boy should be respectful and behave very well as the Ghanaian
culture demands. When he sees an elderly person on the bus
standing for example, he should give up his seat without being told
to do so’. (Parent 15)
Evident from these excerpts are the different aspect of cultures. These are the way
people speak, their language, dress and the norms and values that they uphold.
Parents want their children to imbibe all these so that they will be accepted in their
cultural setting.
A statement made by a parent draws attention to the fact that apart from the culture
of the society there is the culture of the school since the school is a micro-organism
of the larger society. This parent wanted his child not only to know the culture of the
society but that of the school as well. This is what he had to say ‘I want her to learn
the culture of our tradition and the culture they have at school itself, I want her to
know everything about that’ (Parent 17). When he was asked what he meant by the
culture of the school his response was ‘That is the way the school or the children
are supposed to do their things the school logo, song or anything that makes the
school special’ (Parent 17).
6.3.4

Role of schools in helping to fulfil parental expectations

The parents were required to talk about how the schools were helping their children
fulfil the expectations they have academically, socially and culturally. The roles they
mentioned have been grouped and presented.
6.3.4.1 Ways the school fulfil academic expectations
According to 19 out of the 20 parents interviewed, the teachers are teaching their
children numeracy and literacy (reading and writing) or giving them the necessary
education and using the learning time effectively:
‘Erm…. in fact academically, teachers are doing their best of
teaching my ward how to read and write so academically he is
getting good education as the nation demands, I like it in that way’.
(Parent 1)
Other parents said:
‘Well, academically I think that the school’s curriculum has been
able to capture all these subjects they are teaching and that has
been able to help her academically’. (Parent 19)
‘The school is doing their best by giving my child the correct
education that she needs…’ With the teachers teaching, my child
can read and write’. (Parent 2)
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‘He teaches all of them how to read, write and do maths. They go by
the timetable and make sure they teach everything they are asked to
by the government’. (Parent 5)
From the statements it is evident that the schools are teaching the children literacy
and numeracy which is consistent with the parental expectations.
Additionally, 13 out of 20 parents said that the schools are involving them in
decision-making for academic excellence at PTA meetings. Two parents’ comments
on this are:
‘I as a parent, my opinion in decision is accepted and used to
fashion school teaching. This decision-making is mostly done when
we the parents go for PTA meetings’. (Parent 12)
‘At parents’ meetings too, we as parents help to take some
decisions to improve the school and teaching and learning’. (Parent
7)
The parents were involved in decisions that helped to improve the learning of the
children. Based on the parents’ comments, parents were involved in decisions about
whether or not the school should engage in extra classes to help improve the
children’s academic performance among others. Parent 14 made the following
comment about the benefit of letting her child engage in extra classes:
‘Academically I’m seeing improvement in her studies after the last
decision that we took at PTA meetings that the children should have
one hour lessons to improve their learning after school’
From Parent 14’s statement, it may be said that the decision to engage in extra
classes was a good one as it improved the learning of her child.
Finally, 2 out of 20 parents said:
‘They give all attention to him and make sure he is comfortable
and can hear the teacher as he has hearing problems’. (Parent 3)
‘Takes care of what the child will need educationally to learn by
focusing on only her and helping her understand things’. (Parent 4)
The bolded aspect of the comments shows that the parents were talking about the
teachers giving their children individual attention and focusing on the children’s
needs when teaching. This means that apart from teaching, teachers paid attention
to the individual and peculiar needs of the children, as without this, it may be difficult
for the children to achieve academically and ultimately fulfil their parents’ academic
expectations.
From the above, it may be said that to fulfil parental academic expectations for their
children in inclusive schools, the teachers were teaching the children well and using
academic learning time efficiently. Additionally, they were engaging parents in some

164
academic decisions at PTA meetings to help improve the learning of the children.
Lastly, they focused on the learning needs of some of the children.
6.3.4.2 Ways the school fulfils social expectations
The parents reported that the schools were doing three things to help their children
achieve the social expectations they have of them. These were organising
extracurricular activities to promote socialisation, schools/teachers engaging
children in group work to promote social acceptance and socialisation and the
children learning to make friends and playing together during games.
Eleven out of 20 parents made comments in relation to the schools or teachers
engaging children in group work to promote social acceptance and socialisation.
Some of these comments are:
‘What I know is that in the classroom they encourage the children to
do group work, then during break the opportunity is given to the child
to play around with his friends’. (Parent 20)
‘Socially, they learn in the same classroom, they are given group
assignment where both children with handicap conditions and
regular children work together and in groups and in teams and by so
doing they interact and so they feel free with each other. They
respect things that they say’. (Parent 10)
From the excerpts, engaging the children in group work was helping them learn the
ability to mingle or interact with others, treat others equally and be treated as such
and fit in the society. Parent 6 specifically mentions that group work ‘helps children
take turns and accept whoever they are to work with and do same outside school’.
Parent 10 also pointed out that in these groups the teachers combine both children
with and without SEN.
Additionally, 10 out of 20 parents mentioned that the schools were organising
extracurricular activities to promote socialisation. While some of the parents
mentioned ‘extracurricular activities’ for example, Parent 19, others mentioned ‘after
school clubbing activities’ for example, Parent 15. Other parents went on to give
examples of these activities. Below are excerpts of the comments of the latter group
of parents:
‘The school also has funfairs drama, sports, and reading groups that
is done after classes to get the children socialising’. (Parent 16)
‘Another is that after school things like Scripture Union or drama
groups meetings that take place too children learn to socialise and
share their interests’. (Parent 18)
The parents observed that when children engaged in these activities, they learn
behaviours and the rubrics of socialisation.
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Lastly, half of the parents interviewed (10) were of the view that ‘children learn to
make friends and play during games’ (Parent 2). Apart from learning to socialise
and make friends, children ‘learn not to discriminate’ (Parent 7). Possibly, playing is
an effective medium through which children learn to socialise and acquire social
skills in order to fulfil PE.
6.3.4.3 Ways the school fulfils cultural expectations
Fifteen out of 20 parents were of the view that parental cultural expectations for their
children were being met by the school through the teaching of RME and social
studies. Some parents’ comments are:
‘The school teaches cultural studies as a subject and also RME
which has parts of it teaching religion and the culture of our land’.
(Parent 3)
‘Quite apart from that there is this subject that they teach which is
religious and moral education which talks about the cultural study of
the children of the community and the children are taught societal
values’. (Parent 19)
The comments show that the parents are saying almost the same things. To them,
the teaching of RME and social studies was one of the ways the school were
teaching the children Ghanaian culture and subsequently helping to fulfil PE for their
children.
Cultural displays, cultural group activities, art and craft and teaching values that
society accepts are other ways the schools are helping to fulfil parental cultural
expectations. Some parents said:
‘Then when it comes to culture aspect, nowadays they have been
organising this cultural display and so she has been learning a lot
from it’. (Parent 14)
‘….{Pause}….urm….urm, Yes that too, grouping the children for
dancing and art teach them our culture and they end up teaching all
the things that Ghanaians love and treasure’. (Parent 4)
It was the opinion of these parents that as children engaged in these activities they
learn Ghanaian dances, art, indigenous customs and cultural activities. Additionally,
the teachers use these to portray societal values. Through this, parental desire of
their children acquiring the Ghanaian culture is satisfied.
Summary
From the above, it may be said that, parents have a number of expectations for their
children academically, socially and culturally. Prominent among their academic
expectations are, wanting their children to be able to read, write and do well

166
academically. Socially, parents expect children to develop social skills, interact with
others in the society, be accepted, treat and be treated equally and become good
adults and citizens. Culturally, parents expect their children to learn the Ghanaians
cultural norms, values, and be respectful and polite.
The schools are playing an active role in meeting parental academic expectations
for their children through teaching, involving parents in decision-making, and giving
individual attention to children who need it. Socially, the teachers are engaging
children in group work, games, play activities and organising other extracurricular
activities to help them acquire social skills and to socialise them. Finally, culturally,
the teachers are teaching children the specific subjects to help them learn the
culture and engaging them in specific cultural activities.

6.4

Parental involvement in inclusive education

This section presents the analysis of PI in IE. The components of PI that will be
presented are shown in the excerpt from Figure 4-2 (see Figure 6-6 below). An
additional component, ‘parents’ emotions’ is also presented.

Parental involvement (PI) in IE
1. What the parents are currently doing
2. The additional ways parents want to be involved
3. How the inclusive schools expect parents to be involved
4. How the schools promote PI
5. Facilitators and inhibitors

Figure 6-6: Excerpt two from Figure 4-2
6.4.1

Parents’ current involvement

The responses related to parents’ current involvement in IE were analysed using
five themes. These were: school visits, helping with homework, supplying
personal/basic needs, attending school functions/meetings and volunteering.
Analysis of this section was based on these themes. The number of parents who
made comments that were in line with the identified themes is mentioned.
Additionally, some of their verbatim responses are presented.
6.4.1.1 School visits
The parents interviewed gave responses that were categorised as school visits.
These visits were for various reasons. Sixteen of the parents interviewed visited the
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school to find out about their child’s progress or how well their children were
performing academically. Some parents’ comments to this effect are:
‘Sometimes….{Pause}.... sometimes I used to go to the school to
interact with my child’s teacher. To interact with him to verify how my
child is doing in class and school work’. (Parent 1)
‘Yes, I come to the school often to find out my child’s current
performance. Today for example, apart from this interview that is my
other aim for coming to the school, after this l am going to talk to the
teacher’. (Parent 6)
‘I come to the school two times a term to interact and discuss issues
about my child so that the teachers can handle and educate my
child well for me. This way I can find out how well he is doing in
learning’. (Parent 7)
Other parents (9 out of 19), do not only go to their child’s school to inquire about
their child’s current academic progress, they were also interested in going through
the child’s books and discussing whatever they see with the teacher and getting
reassurance from them. These parents were interested in monitoring their child’s
school work. Some parents, for example said:
‘…. I go there to have a look at his exercises books and other work
to find if improvement has come from last. What I see, I talk to the
teacher about it. Even sometimes when my child comes home and I
tell her to read and she is not able to do so. I go to the school to
discuss this with the teachers and the teachers assure me that it will
be well’. (Parent 8)
‘From time to time I visit the school to see how he is coping in class.
On such visits I examine his books, taking note of his marks and
tidiness of his work. I then discuss this with the teacher. Most of the
time she tells me that my boy is doing fine and l do not have to
worry. With this, l am happy and know all is ok’. (Parent 10)
Furthermore, 9 out of 19 parents said that sometimes their aim for undertaking
school visits was to monitor their child’s attendance at school. Some parents who
said this mentioned that their child had been a truant in the past and as such
needed to be monitored to ensure they were going to school. Some parents, for
example said:
‘My daughter sometimes lies to me about going to school when she
does not. On such times she leaves the house wears school uniform
and goes to play with other friends. The only way I can be sure that
she actually goes to the school is by going there to talk to the
teacher and look at the school register. Since I started doing this a
year ago she always goes to classes’. (Parent 1)
‘Also in the case of (Mensahbaboni) he sometimes plays football
instead of going to school. l have to go and check-up that he goes to
school otherwise my hard earned money will be wasted’. (Parent
12)
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Going to school to check on the child’s attendance could be just a precautionary
measure to ensure the child always attends school as seen from the parent’s
comment below:
‘To be sure he always goes to school I sometimes go to ask the
teacher if he is always in school, you can never tell with these
children you know’. (Parent 10)
Parents’ school visits may also be a way they show concern about their children’s
IE. In the words of a parent:
‘Am a parent who is much concern in my child’s education so from
time to time, I visit my school to talk…. I visit my child’s school, talk
to the teachers about her work’. (Parent 2)
Evident in the parents’ comments is concern for their child. This is apparent through
the use of phrases such as ‘wellbeing’, ‘verify how’, ‘coping’ and ‘how my child is
faring’.
‘I normally come to the school to enquire about my child’s
wellbeing, how he is coping with the lessons’. (Parent 3)
‘From time to time I visit the school to see how he is coping in
class’. (Parent 10)
The conclusion that may be drawn from the analysis is that parents visit their child’s
school for various reasons, whatever the reason it is in the best interest of their
child. Attesting to the benefits of school visits one parent had this to say:
‘This has made the child feeling very feel free because I visit the
school when I can and I know her problems, whenever she is in
need, I know she needs those things so I give it to her and because
she sees me frequently in the school she becomes very happy and
that has made learning very simple and easy for her’. (Parent 15)
Her appeal to the parents was:
‘I will like to entreat or encourage all parents to do the same, to be
very familiar with the teachers visit them regularly and know the
things that are going on in the school and especially, how their
children are faring so if they have any advice, they can give to the
child if the child comes to the house. So because I have gained a lot
from visiting the school frequently, I will like all parents to visit the
school frequently’. (Parent 15)
6.4.1.2 Helping with homework
In all, 10 out of 19 parents confirmed that they helped their child with their
homework. Some parents, for example said:
‘My child is given homework three times in a week; I make sure she
does it and sometimes help her with the ones she find hard’. (Parent
5)
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‘I also take an interest in his homework and look at the comments
that has been written and if possible help him to overcome them.
Sometime, I have to do the homework with him if it is a bit complex’.
(Parent 10)
Sometimes in helping children do their homework the parents encountered some
difficulties, especially when they do not understand what the subject matter is about
or what is required. Some parents, for example said:
‘Yes, yes with her homework too I help her do it if is not too difficult
for me. As some things they teach the children now in school we
never did it in our days at school. What l do not know how can I
teach or help my child with it’. (Parent 14)
‘What I think should be done to help my child’s education I do it for
example supervising the child to do homework sometimes this is
hard as I may not understand well even though I have a diploma but
I do my best’. (Parent 18)
From Parent 13’s comment, ‘Another thing is not getting time to help my son with
his homework all the time’, it can be seen that it was not only the issue of lack of
subject matter that could pose a problem but also lack of time.
6.4.1.3 Supplying personal/basic needs
Almost all (18 out of 19) of the parents who responded to this aspect of the interview
were quick to mention that they took care of their child’s personal or basic needs.
Examples of these basic/personal needs parents gave are food, clothing, grooming,
school books and providing any other thing the child will need to study. A parent
made a strong case for feeding her child before going to school by saying:
‘I make sure my child has eaten very well before going to school as
if he is hungry he cannot learn. I buy all books and clothes he will
need. I also buy anything the school wants me to get for him to do
well’. (Parent 12)
Another parent also said:
‘Provision of his basic needs, like food and shelter. Without this he
cannot have peace of mind to learn and be who l want him to be in
the future’. (Parent 10)
Yet another parent echoed a similar view but added the need for parents to ensure
that their child is well groomed for school. She said:
‘The first thing is you will have to take care of the appearance or the
dressing of your child. Every time you need to make sure your child
appears neat and all the child’s needs has to be provided. I have to
provide anything at all the school asks me to give to the child. Also,
l need to feed the child well when going to school as this will help
the child to learn well’. (Parent 5)
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Another parent pointed out the need to not only supply the child’s need but that
parents need to get the child ready for school on time:
‘The specific things I do is that I prepare him to go to school early.
Taking care of anything he needs to go to school with it like books
and school uniform’. (Parent 17)
From the above discussion, it is clear that the parents interviewed were of the view
that supplying basic needs are part of parental responsibilities for successful IE.
Parents are to ensure that their children are well groomed, fed and all their needs
met if they are to learn effectively.
6.4.1.4 Attending school functions/meetings
Attending school functions and meetings was another thing parents mentioned as
part of what they currently did to show their involvement in IE. Sixteen of the parents
interviewed specifically mentioned that they attended PTA meetings. In their own
words, ‘Yes…. urm, l attend PTA meetings anytime l am informed about them’
(Parent 5).
To confirm their attendance at PTA meetings and other school functions, parents
were asked to mention the school activities they were involved in. All the parents
(n=19) reported that they took part in PTA meetings or they were members of the
PTA. Some of the parents’ statements have been presented below:
‘Well here I am one of the executives of the PTA so in the decisionmaking I take part and I am also the secretary to the executive
committee so I am always present, yes’. (Parent 3)
‘Like I said initially, I always attend PTA, I always make sure that
that I go for PTA meetings and contribute my quota to the
development of the school and for that matter my child’. (Parent 16)
Being a member of the PTA was not optional; all parents were automatic members
and were expected to attend meetings (see Parent 10’s comment in section
6.4.3.1). Yet some parents did not attend or attended meetings only when they felt
they had the time to, for example, Parent 10 said ‘Currently I’m a member of PTA
even though I do not get time to go’.
Nevertheless, the parents acknowledged the importance of PTA meetings and gave
reasons for attending them:
‘When the school call me for PTA I go because there we discuss
things that will help all the children in the school I always make sure
I go’. (Parent 1)
‘I have the chance to be part of decision-making through being a
member of the PTA. This gives we the parents the opportunity to
make our voices heard and be part of the group that decides what
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goes on in our child’s education and the school. This makes me feel
important’. (Parent 2)
Parent 1 reported that he attends School Management Committee (SMC) meetings
when invited. Parents went to these meetings because there they have the
opportunity to discuss and make decisions about the education of their children in
the school and also it gave them the opportunity to air their views. This according to
Parent 2 made him ‘feel important’.
When parents were asked to mention what they specifically do to show their current
involvement in their child’s IE, six of them said they attended other school functions
or activities. Examples of other school functions and activities they mentioned were
attending opening days where parents go to the school to look at children’s books
and craft on display, cultural and drama displays, chorus night in December and
speech and prize giving day. Yet, when they were asked to talk about the school
activities they were involved in 16 of them said they attended other school functions
(examples of which have been mentioned above). For example, a parent said:
‘I attend open days and then sometimes the school organises sporting
activities where parents are invited and I try as much as possible to be
present when there is this sports. Other times too, they organise cultural
activities which I like so most of the time I go for these cultural
programmes which is organised by the school’. (Parent 16)
6.4.1.5 Volunteering
Four parents mentioned that they volunteered their services to the school. Those
who did acted as resource persons and they teach the children either craft or local
dance or give talks to the children or help in sports. One mother said that she was
‘called to teach cultural dance and raise funds this l did. I help the school whenever.
Sometimes I teach craft’ (Parent 2). A father also said that ‘I sometimes go to help
them during sports as l was a very good sports man’ (Parent 1). The third parent
said he at times helped with school repairs as he was ‘good with his hands’. (Parent
11) The fourth parent said, ‘I have been to the school to give talks; I do this only
when they request it’. (Parent 13)
For confirmation, parents were asked to talk about the school activities they were
involved in. Examples of what the parents said are:
‘I remember that one time a teacher wanted to handle a concept in
the syllables and according to the teacher, she wasn’t all that
abreast with the issues so I was consulted if I could help and yes,
fortunately for the teacher, I knew something about what she was
trying to put across and therefore I was invited to the school to be a
resource person to help the children get that very concept’. (Parent
11)
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‘Sometimes I’m invited to be a resource person as I just like to help
in some of the areas. I remember I was once called to give the
children a talk on the HIV/AIDS and I was able to deliver because
when they saw me, they saw me as a different person, not that their
teacher. They saw me as a parent so I was able to go through the
thing with them bringing in practical examples and all that so they
appreciated from the way they clapped and they shouted and the
questions that came showed that they were very interested’. (Parent
13)
The comment made by Parent 13 indicates that when parents are engaged in
teaching as resource people, it had a positive impact on the children’s learning.
Even though the other two parents probably forgot to mention what they did in this
capacity in the course of the interview, their response implied they volunteered their
services. An example was Parent 1 who said, ‘SMC, sometimes they invite me and
I do support them in whatever they like me to do’.
This shows that he willingly volunteered in whatever capacity when required. The
responses of the parents actually confirmed that they volunteered their services to
the school.
The statements by the parents show that there were various opportunities given by
the school to involve parents. The parents displayed their current involvement by
going on school visits for various reasons. These were to:


find out about the progress of their child;



looked through their child’s books;



discussed issues with the teachers; and



monitor their child’s progress.

Additionally, parents helped their child with their homework when they could. They
also attended PTA meetings and other school functions. Some parents volunteered
their services to the school. The majority (n=18) of the parents provided their child’s
personal or basic needs.
6.4.2

How the school want parents to be involved in inclusive education

Each parent’s responses on how their child’s inclusive school wanted them to be
involved in IE were analysed. Analysis of each parent’s responses shows that the
parents identified six ways they think their child’s school wanted them to be
involved. These have been presented below.
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6.4.2.1 Provision of basic needs
According to 18 parents the school expected them to provide all the needs of their
child. To sum up what the parents said in relation to this, a parent concisely said:
‘They want us to provide our child with books, pencils and all
stationary. Additionally, we have to feed the child, buy uniforms and
make sure there is a peaceful house the child can come to after
school and a place to learn after school. In short, they want us to
provide that child with everything he will need personally to help
learning’. (Parent 20)
6.4.2.2 Attending PTA/other school activities
Being part of the PTA and attending meetings in addition to, taking part in other
school functions and programmes were mentioned by 17 parents as an expectation
of the school for parents. Expressing their opinion two parents said:
‘The basic requirement for every parent is to be involved with PTA
and above all attend meetings. Not only PTA but anything the school
is doing’. (Parent 10)
‘The PTA and dramas, sports, and going to other school organised
function is a must for us to attend’. (Parent 11)
This shows that without excuse, every parent should be part of the PTA, attend its
meetings and take part in all school functions and activities.
6.4.2.3 Engaging in school visits / parent-teacher consultation
Thirteen parents mentioned that ‘the school expects {them} to continue on coming
to the school to discuss {their} child’s progress with them’ (Parent 8). As part of this,
parents are expected to visit the school and go through their child’s books and
discuss their child’s performance with the teachers. Also, 10 parents said that they
are expected to communicate with their child’s teacher and headteacher and
provide all necessary information about their child concisely and also, ‘any question
they have {parents} have to answer’ (Parent 4).
Additionally, a parent mentioned that apart from monitoring their child’s progress in
school, parents are to discuss the child’s progress with the child and help them with
their homework. This is important as it helps to draw the child’s attention to their
performance. Accordingly, the parent said:
‘They also want us to monitor the progress of our kids and then
discuss whatever they did at school, with them when they come
home, especially with their homework. We help them to do their
homework’. (Parent 16)
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6.4.2.4 Engagement in decision-making
Five parents said the school expected that parents will be involved in the decisionmaking process in the school. An example of the statement passed by these
parents is presented below:
‘I have the chance to be part of decision-making through being a member
of the PTA. This gives we the parents the opportunity to make our voices
heard and be part of the group that decides what goes on in our child’s
education and the school. This makes me feel important’ (Parent 2)
The parents’ responses showed that they are to take part in any decision affecting
all the children in the school when they go to PTA meetings.
6.4.2.5 Parents to engage in volunteering activities
Four parents mentioned that the school expected them to volunteer their services in
various capacities. From Parent 15’s statement below, the school expects parents
to raise funds, help in developmental projects and act as resource persons.
‘They also expect me to offer to do things for the school like fund
raising or helping in development projects or even coming to help
with teaching culture or dancing’. (Parent 15)
Parent 16 made a very important comment. She said:
‘As a parent sometimes they want us to come to the school if we can
to assist in the teaching. You know to be as a resource person in
some of the subjects especially those in the kindergarten if we could
manage to help the teachers. Because they believe that when this is
done, then the kids get what is going on sometimes when it is
coming from the parents’.
From this it may be said that parents perceive volunteering and coming to the
school to occasionally teach the children to have a tremendous impact on their
children’s learning.
6.4.2.6 Attendance and punctuality
A parent said the school expected parents to:
‘… bring {their} children to school every day and on time, not to be
late for school so that lessons can begin and whatever is supposed
to be done in the day can be achieved’. (Parent 16)
This was a very significant contribution by this parent as if parents do not observe
attendance and punctuality, classes and school activities may be seriously affected.
From the interviews it may be said that the parents are aware of various ways the
school expected them to be involved in IE. Some of these ways are providing their
children’s basic need and being part of the PTA and attending meetings.
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6.4.3

How the school involves parents in inclusive education

Analysis of the parents’ responses on how the school involved them in IE revealed
five main ways. The results have been presented below.
6.4.3.1 Engaged parents in school meetings and activities
Firstly, the school invited or encouraged the parents to attend PTA meetings/other
school activities and also informed them about impending school activities. This was
attested to by 17 out of 20 parents. An example of what was said by a parent was:
‘By calling me to attend PTA meetings, Open days and through
communication with the teachers as well as the heads. They tell me
when these special activities will happen and want you to be there’.
(Parent 2)
Additionally, 2 out of 20 parents reported that the school engaged them in SMC
meetings. Parent 20 explained that he was a member of the mentioned committee
and that it is ‘where we are involved in the management or the affairs of the school’.
6.4.3.2 Informed/Educated Parents
Additionally, 14 parents said the school informed them about what they expected
parents to do or not to do as far as their child’s education was concerned. One
parent’s response reflects concisely what the other parents said. It is: ‘They also tell
me what they want me to do for my child and what I am to do or not for my child’
(Parent 3). Another parent said ‘They sometimes write to me about what they want
me to do for the child’ (Parent 1). From the above, it can be seen that the school
informed or educated the parents verbally or through writing to them. Parent 2
confirmed that this was a means of educating her; specifically she said ‘so it is also
education for me’.
6.4.3.3 Parent-teacher consultation
Furthermore, 14 and 10 of the parents respectively reported that the school
encouraged them to come and talk about their child’s IE and communicated with
them about every aspect of their child’s education. PI in these activities could best
be described as parent–teacher consultation. For such meetings the school either
encouraged or invited parents to come and talk about their child’s education and
also communicated with them about every aspect of their child’s education. The
following statements are examples of what the parents said:
‘The way the school involves me, is by inviting me or parents to
come to the school to discuss issues about the child or when the
child does something teachers or the school calls you and you the
parent comes to express your views. If my child is also not
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performing I discuss it with the teacher. The teachers also talk to me
about my child’s behaviour. Sometimes the teachers find out from
me how the child is behaving at home and I tell them. Through this
my child’s teacher then knows how to handle my child. For this
reason it is important that I maintain constant contact with the
teachers in my child school’. (Parent 5)
‘Also they encourage me to come to school always to talk to the
teacher about my child’s progress. They also send me my child’s
report so l can see how well my child is doing. The truth is they
regularly communicate with me about everything that is going on in
my child’s education. Also, they are ready to answer any question I
have regarding my child.’ (Parent 6)
From the parents comments it is evident that the subjects of these meetings were
not centred only on the academic progress of the child but anything to do with the
child, including the child’s behaviour. A parent identified the activities she engaged
in by saying that:
‘Apart from the organisation of PTA, they sometimes send us
newsletters or communiqués on specific issues and sometimes
depending on the peculiarity of the case, they conduct one-to-one
conferences with us to get us involved especially when they identify
a peculiar problem with the child. For example, my child had
problems with handwriting so I was called in so that I will be able to
do some sand work with him at home so that he will be able to
improve upon his writing skills. So we are to go and talk about our
child’s schooling. And help take decisions about that’. (Parent10)
6.4.3.4 Involved parents in decision-making
Seven parents mentioned that the school involved them in decision-making. From
section 6.4.1.4, Parent 2 mentioned that she had the opportunity to be part of the
decision-making body through being a member of the PTA. At these meetings the
parents are given the opportunity to be heard and make decisions collectively. PTA
meetings are therefore forums where parents get the opportunity to be actively
involved in the decision-making process in the school. Parent 2 buttressed this by
saying:
‘They also try whenever there is an urgent decision to be taken.
They invite all the parents so that we bring out our mind to see to
how they will solve that particular problem’.
6.4.3.5 Engaged parents in volunteering activities
Three parents said the inclusive schools encouraged them to give financial aid to
the school and be volunteers in various capacities. Parent 7’s comment below
summarises how the school tries to involve parents in volunteering their services.
‘They encourage us that we….. we… volunteer to help the school
with.. urm ..urm…. money for example, for development projects
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and also come to teach dance or our culture to the children or
anything that we can be of help with, they want us to do’. (Parent 7)
From the comment, it is evident that the schools requested financial assistance from
the parents to undertake projects in the school and parents contributed to that
effect. Also, they tried to get parents to volunteer as resource persons to help teach
practical things like, dancing, or culture.
6.4.4

Additional ways parents want to be involved in inclusive education

During the interviews, the parents were asked to mention additional ways they
wanted the schools to involve them in IE. The ways they mentioned are presented
below.
6.4.4.1 More involvement in decision-making
Prominent among the responses was that parents want the schools to involve them
more in decision-making and planning of the school affairs. This was commented
upon by 18 parents. Below are some of the statements the parents made to this
effect:
‘Well, the only thing is that I expect to be part is probably decisionmaking in the school. Yes, I wish that I have the opportunity to
represent parents fully on the school board, or whatever it is. I can
influence certain decisions that will be in favour of parents. What I
mean is that I wish I have the opportunity to probably serve on the
school board, so that I will be able to influence certain decisions that
will be in the favour of parents and ultimately the school children in
the school it will not be like always the school is imposing ideas on
parents’. (Parent 19)
‘Erm…. I want them to make us parents more involved in decisionmaking in the school. That is all l have to say’. (Parent 20)
‘Also, I know they try to involve me in decisions but it is only
sometimes I want it always’. (Parent 7)
From Parent 7’s response it is evident that the school sometimes involved the
parents in making decisions. The parents do not want it occasionally, they want it
always. The comments also show that apart from the desire to be involved in
educational decisions about their child, some parents want to go beyond that and be
at the helm of affairs such that they will be able to take part in decisions that will
favour all parents who have their children in the school as Parent 19 desires.
6.4.4.2 Provide education for parents
Thirteen parents’ request was for the school to educate them on how to be involved
in their child’s IE. Some of them said:
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‘I want the school to give me proper training or education about what
to do for my child not occasionally when things go wrong before’.
(Parent 7)
‘Yes, some of the things are that I need more information and
teaching on is what to do for my child’s learn to stay good and how
to be a good mother who takes part in her child’s education’.
(Parent 8)
‘At PTA meetings too they can teach us the parents what to do for
our children or how to be best involved’. (Parent 4)
The parents’ statements show that they really wanted to be involved in their child’s
IE but felt they lacked knowledge of how to do this effectively. They are therefore
appealing to the inclusive schools not to wait till things go wrong or when they do
not do what is expected rather, ‘proper training or education’ or ‘information’ should
be given to parents on what they should do for their child or ‘how to be best
involved’ in their child’s IE.
Towards the end of the interview when parents were asked if they had any
comment or suggestion, this is what one parent had to say:
‘Ok, I will only want to suggest that if possible the school should
periodically organize some sort of workshop or seminar for parents.
To educate parents on what they expect the parents to do or to be
involved in the education of their children. Not just assume that
parents should know these things or know that. But if they can invite
us to the school and probably give us some sort of education on the
extent to which they want us to be involved in the education of our
children that will be very good for us. (Parent 19)
6.4.4.3 Engaging in home visits
The parents were also of the view that teachers should visit their homes to have
first-hand knowledge of what was going on and discuss the children’s welfare. This
was the suggestion given by 13 parents. This was the question posed by one
parent: ‘Yes why do not they come home to talk about my child, why do I only have
to come to the school all the time?’ (Parent 4). This draws attention to the fact that
the relationship was a two-way relationship and therefore as parents go to the
school, teachers should also go to the parents’ homes. Parent 5 also wondered why
teachers were not doing this in the country, she had this to say: ‘another thing is that
in some countries teachers go to pupils’ homes to check on them in Ghana I do not
see that.’
Some other statements made by the parents on home visits by teachers were:
‘The teachers should come home regularly to visit us, for example,
after school he can come over to find out how my child is faring at
home. Also if anything happens in the school the teacher can come
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home and discuss it with me. If this happens if anything occurs in
the house that is relevant to my child’s education I can discuss it
with the teacher’. (Parent 5)
‘I would want the teachers to collaborate effectively with the parents
so that what they do at school, if the children come home we will
also continue so that there wouldn’t be any gap. They can even
come home to talk and find out if this is continuing and giving me
information or letting me know how to partake in my child’s
education’. (Parent 11)
The parents wanted the home visits to be on a regular basis. They were also of the
view that this exercise would be beneficial to the parents and the child. Expressing
this idea Parent 4 said ‘the coming home to talk about home and school thing will
help me and the child’. When she was asked how this would help, she said:
‘I will feel more supported by the school and my child will know that
the teacher can come home can actually see all that is happening or
will be told to them by me so the child will end up being wellbehaved. Yes, it will also improve my relationship with the school’.
(Parent 4)
The issue of the child being well-behaved as a result of this exercise was supported
by other parents. For example, Parent 14 said ‘It is about time they come home too
as this can get my child to behave well’. Engaging teachers in home visits from the
Parent 4’s perspectives will be beneficial to her child and herself.
6.4.4.4 Engaging more parents in volunteering
Twelve parents were of the view that the school should invite or encourage more
parents to volunteer their services. Examples of the parents’ comments are:
‘.... I realise that they keep inviting only few parents who talk to the
children or teach one thing or the other or even model. Why does it
have to be only those parents? Are they more special than others or
what? That opportunity should be given to all parents’ (Parent 15).
‘They should request for our help more often I will willingly give it’.
(Parent 7)
‘Yeah, probably I can help the school by in-service training for the
teachers being a professional teacher myself, I think from time to
time when the school invites me to train their teachers for them, inservice training, I think I will be useful to the school. They can also
involve any other parent who they think can help to do this’. (Parent
19)
The statements show the parents’ willingness to volunteer their services to the
school. They also show that parents are not happy with the way they are invited or
selected to be volunteers and would wish that more parents or all willing parents be
given the opportunity to volunteer.
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6.4.4.5 Engaging parents in individualised education programmes
All parents (n=7) who mentioned that they had a child with SEN were asked if the
school involved them in the drawing up of the IEP for their child. They responded in
the negative. Three of the parents had not even heard the term before, this is what
one of them said ‘No never, I have never heard of that and the school has not even
mentioned it’ (Parent 3). Others said:
‘No, they teach what the timetable in the school says’. (Parent 4)
‘No, in Ghana, I do not know of any school that develops IEPs for
the children with special needs let alone involve parents in it. I
because I have a Bachelor of Education degree I know what it is but
have never been involved in the development of one’. (Parent 10)
The parents’ responses show that they had never been invited to take part in IEP
development. Parent 10’s statement throws further light on the fact that in Ghana
the schools do not engage in IEP development for the children. They only stick to
the national curriculum.
The parents (n=7) also said that they were not involved in educational goal setting
by the schools. Some of them said:
‘All schools use the national curriculum. Goals are set by the
teachers and have nothing to do with parents’. (Parent 11)
‘Not at all, I am just given guidance occasionally on how to improve
writing and learning generally’. (Parent 10)
‘They just tell me to make sure she learns when she comes home
and to help her with her homework. If there is any problem, I can go
to the school for advice’. (Parent 4)
From the parents’ comments, it is clear that they were not involved in educational
goal setting (not even at home with their children). All goals were set by teachers.
Parents were however given guidance as to what to do for the child and areas to
address when they were supporting their child to learn. The school staff were there
for the parents when needed.
Parents were asked if they would want the school to involve them in IEP
development and educational goals setting, all seven of them said yes. Examples of
their responses are;
‘If the school thinks my contribution will be vital and the invite me
then, I will do it’. (Parent 4)
‘Yes, if that will improve my child’s education, then I will do
anything’. (Parent 3)
‘Knowing its importance I am more than ready to be involved’.
(Parent 10)
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The consensus among the parents was that they want the school to involve them in
these two areas, if it will help improve their children’s learning. Parent 6 made a
point by saying that ‘Yes, as it will make me more involved in my boy’s education
and I will know exactly what is going into his education’.
6.4.4.6 Involvement of parents in discipline
Five parents mentioned the issue of discipline. In Parent 16’s own words, ‘Another
thing is when it comes to the disciplinary issues of my child, I want to be involved’.
Similar views were echoed by the other parents.
The conclusion arrived at based the above analysis is that parents were actually
involved in IE in a variety of ways. Also, parents are aware of how the school
expected them to be involved. The schools were doing things to get parents
involved or be more involved in IE. The parents wanted the schools to involve them
more in the decision-making, volunteering and educate them on how to be involved
in their children’s IE. Additionally, the parents suggested that there should be home
visits by the teachers to discuss educational issues. Also, they wanted the school to
involve them in developing IEPs and setting specific educational goals for their
children.
6.4.5

Facilitators to parental involvement

The parents identified a number of factors as facilitators to their involvement in IE.
These factors are discussed below.
6.4.5.1 Communication and understanding
The parents (n=18) were of the opinion that good communication between parents
and teachers facilitated PI in IE. Below are some of the things the parents said
about communicating with the school:
‘One of the factors that make it easy for me to be involved in my
child’s education is the good communications that exist between the
school and me. This way the school has a good communication
point whereby they’ve got the phone numbers of all the parents so
that if there any information that they want conveyed to we the
parents, they’ll ring us and also sometimes they send letters through
the children to us which I think makes it very good for us to be
involved’. (Parent 16)
‘Yeah, I think the school is doing well in terms of communication.
They always make sure they communicate to us whatever is
happening is the school. They write to us and they communicate to
us through our children to us, so that makes it easy for some of us’.
(Parent 19)
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The parents’ comments show that they are satisfied with the communication that
exists between the school and themselves. This communication was not done
through just one channel but through several. The schools phone, send letters,
newsletters and even ‘communiqués’ on specific issues. Other times, the
communication was sent verbally through the children. Through this communication
the parents got to know what was going on in the school and about pending school
activities. Also, the school lets the parents know about what they observed about
the children or what was happening in the educational life of the children. This was
confirmed by Parent 20 who said ‘also, they inform us of up-and-coming school
activities and share with us things they observe about our child’. The communication
was a two-way communication judging from what Parent 20 said: ‘we can talk to the
teachers about everything and they too can talk to us’. The word ‘everything’ shows
that the parents communicated with the teachers without reservations. Parent 7
also said: ‘any question they ask us about our child we have to answer’. This shows
that parents were expected to provide information about their child to the school.
Parent 11’s comment summarises the nature of the communication between the
school and the parents:
‘I think the school and we the parents have a good relationship in
terms of communication. There is that flow, whatever is concerned
with my children, we are invited to come and then contribute’.
Some of the parents gave reasons why communication was a facilitator to their
involvement by saying that:
‘Yes what I mean by communication is that, the communication
actually makes me know exactly what goes on in the school’.
(Parent 19)
‘Communication makes it easy to be involved because that is the
only way I can also air my views. If they do not involve me in their
communication, I cannot say what I want to say’. (Parent 18)
‘It also helps you to fully participate in the educational life of your
child as you know everything and you even take decisions with the
school sometimes. This makes your child’s education progress
smoothly’. (Parent 7)
‘Yeh for example, my child for instance had problems with
language, where sometimes the consistency is like he misplaces the
tenses but they helped me to realize that is part of the process
because of the loss of hearing they miss out on some of the auxiliary
verbs and things like that and so is a natural thing and with time he
will overcome it. This is to say communication is good’. (Parent 10)
‘Again the way they talk to me about most things and I can talk back
and together we make any decision’. (Parent 7)
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Analysing the reasons given by the parents, I can say that communication facilitates
PI in IE through six main ways:
1. Gives information
2. Opportunity for parents to express their views
3. Ensures full participation
4. Broadens parents’ understanding of issues
5. Collective decision-making
6. Gives reassurance
Closely linked to communication was the issue of understanding. Some of the
parents (n=3) mentioned this as a facilitator to their involvement. They used the
phrase/sentence ‘understanding me’ as in the case of Parent 8 and ‘The fact that
they understood me and my child’ as in the case of Parent 13. To these parents,
when the teachers/staff understand their situation or concerns they were motivated
to be involved in their children’s IE.
6.4.5.2 Welcoming/cordial relationship of the school staff
The parents (n=14) attested to the fact that the welcoming or cordial relationship of
the school staff facilitated their involvement. Some of their comments are:
‘Whenever I visit the school, the teachers are always welcoming so
it makes me feel at home, you feel you are part of the school and
you don’t feel bored’. (Parent 16)
‘I can also say that the school has a good relationship with the
parents whenever you come to the school, there is that hospitality
you are received alright’. (Parent 11)
‘Also, when l come to the school to discuss issues about my child
the headteachers and teachers have a very welcoming attitude, they
welcome me with a warm “hello” and give me a chair to sit on
comfortably and listen patiently to whatever l have come to say and
they advise or discuss the issue with me accordingly’. (Parent 8)
According to the parents the welcoming or cordial attitude of the school staff
facilitated their involvement because:
‘Oh it helps me a lot in the way that anytime you go there you can
chat with the teachers, they will welcome you, and anything you
need to hear about your child, they will make it easily for you to
know’. (Parent 17)
‘These are what I have said at first that the teachers are friendly,
they are ready to talk to anyone who comes to them so it is not
difficult at all for me at all to visit them any time I need to go there’.
(Parent 15)
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‘I realise that when I come and discuss or enquire about my child the
school teachers and headteacher receive me well due to that I
happy to support the school in whatever they are doing’. (Parent 8)
‘Where the climate of the school is very conducive, where the
teacher-pupil relationship is very good, where the teacher-parent
relationship is very good, I think it also goes to encourage we the
parents to be around all the time in the school and these conditions
are of daily factors which are driving me very much to have a special
love especially for the school’. (Parent 12)
‘You realise that if there is no good teacher-parent relationship, it will
be very difficult for you or a parent like me to visit my child in the
school. So one of the factors that have made this possible is that
the school has opened their doors wide to we the parents. We are
always welcome to the school and that has motivated me to
contribute my quota’. (Parent 10)
From the parents’ statements, it may be said that the welcoming or cordial attitude
of the school staff made it easy for the parents to go to their child’s school often and
facilitated communication between the two groups. Also, it made the parents more
willing to support the school. In addition to this, the open door policy of the schools
where parents can walk in at any time makes the parents feel welcomed and hence
encourages them to be more involved in their children’s IE.
A parent’s expression of gratitude and appeal to teachers was:
‘Yes I thank all the teachers and I employ them to continue to having
patience for we the parents so that our children’s education will go
on smoothly. So that any time they call us to have discussions with
us we can come and have a fruitful discussion with them about our
children’s education’. (Parent 7)
6.4.5.3 Involvement in decision-making
According to the parents (n=13) when the school involves them in decision-making
it facilitated their involvement in the IE of their child. Below are some of the excerpts
of the comments the parents made:
‘Also by the way they allow me to take part in decisions at PTA
meetings and the way they hold high what I have to say and use it to
run the school sometimes’. (Parent 3)
‘When they make decisions with me and implement it I know they
value my contribution, making me feel needed’. (Parent 8)
‘Also, knowing that occasionally we the PTA are allowed to take
some major decisions about our children’s education also pushes
me to go on despite difficulties at time’. (Parent 15)
The parents’ statements show that they valued the opportunity the school gave
them to be involved in decision-making. It is clear that these decisions were not in
connection with only their child but sometimes it involved things that affected all the
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children in the school as in the case of decisions taking at PTA meetings. Parent 2
points out that when these decisions are taken the school should ‘respect {her}
views and include it in everyday running of the school’.
The implementation of the joint decisions taken by the school and the parents,
according to the parents, makes them feel valued or important or made them feel
needed. The words of Parent 10 sums up how PI in decision-making was a
facilitator to PI:
‘As I said when they use the decisions that together we come to in
the shaping up of things I end up feeling important as my
contribution is significant to bring a change for the better’.
6.4.5.4 Involvement in school activities
According to some of the parents (n=5) the school involving them in activities or
programmes facilitated their involvement in their child’s IE. The following statements
were given by the parents when they were asked to mention what factors facilitated
their involvement in their child’s IE:
‘They can tell me when all activities is coming on like game, PTA,
speech day and invite me, l will go I enjoy going to these’. (Parent 1)
‘They calling me to PTA and others school programmes or functions.
Involving me this way makes me part of the school and very much
part of my child’s education’. (Parent 17)
The parents’ statements showed that when the school involves them in its activities
they enjoyed them and made them feel part of their child’s IE. According to Parent 3
it made it ‘easy’ for him to be involved in his child’s IE.
6.4.5.5 School environment
Four parents mentioned the nature of the school environment being a facilitator to
their involvement in their child’s IE. The statements below summarises the views of
the parents on this issue.
‘What I am talking about is both the attitude of the school staff and
the clean and well painted and nicely arranged environment makes
going to the school a pleasure’. (Parent 19)
‘Yes, the friendly atmosphere of the school that is, the environment
being clean and well laid out and colourful is one of the factors’.
(Parent 12)
The statements show that parents were concerned with two main things about the
school environment. They are aesthetics and ambience, which were generally the
beauty of the surroundings and the ‘friendly’ or ‘welcoming’ nature resulting from it.
This according to Parent 19 made it pleasurable to go to the school.
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6.4.5.6 Free education policy
The issue of basic education in Ghana being free, as a result of the Government’s
FCUBE policy (parents do not to pay school fees in public schools), two parents
mentioned that this facilitated their involvement in their child’s IE.
‘One of the factors that make it easy is the free education policy by
the Government so I do not have to pay school fees. I only need to
supply a few items for him to take to school and this has lifted a big
financial burden, off my shoulders’. (Parent 7)
From what the parents said, the FCUBE policy has relieved them of the burden of
paying school fees and so their obligation to the IE of their children has been
lessened.
6.4.5.7 Future benefits of education and the child’s zeal for learning
Some of the parents (n=2) were of the view that the future benefits that their child
will derive out of their IE were enough to serve as a facilitator to their involvement.
The parents said:
‘Knowing that the education my child is going through today will help
her become an independent adult and a good citizen in future. This
makes me more than willing to be involved in my child’s education’.
(Parent 8)
‘Ok the expectations that I have for my child is very high. Even at
where I am, I want the child to bypass me too so because of that I
am always on my toes so as to push my child forward and knowing
that the education he is having today will make him what he will be
tomorrow is a great motivation’. (Parent 13)
Their statements show that the parents have high expectations for their child and
would not want them to be liabilities in the future. Also, the knowledge, type and
quality of education their child gets will influence the quality and standard of life they
will live in the future, and this spurs the parents on to do whatever they can and be
involved in the IE of their child.
Additionally, the child’s zeal for learning was mentioned by a parent as a facilitator
to her involvement. She had this to say:
‘Again, my child is ever ready to go to school and learn even though
he is visually impaired. This desire to learn makes me want to do all
I can and be part of his education life to help him become somebody
in future’. (Parent 12)
This shows that when the children exhibit the desire to learn in the face of all
adversities, as in the case of this child with visual impairment, parents become
motivated to be involved in IE.
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From the above it can be concluded that the parents identified a number of things
that facilitated their involvement in IE. Among them were communication and
understanding, welcoming/cordial relationship of the school staff and involvement of
parents in decision-making.
6.4.6

Inhibitors to parental involvement

The parents mentioned a number of factors as inhibitors to their involvement in IE.
These are discussed below.
6.4.6.1 School not involving parents in decision-making
The parents (n=15) were of the view that lack of involvement in decision-making
was an inhibitor to their involvement. The issue was not that parents were not totally
uninvolved in decision-making; rather they were involved in some while others were
impositions from the school. From the parents’ statements, indications of imposed
decisions by the school were made explicit. An example of what the parents said
was: ‘Again sometimes the school imposes their views on us rather that we all
discussing it and deciding together’ (Parent 13). Looking at the decision-making
section under ‘facilitators to PI’, Parents 4 and Parent 15 mentioned that they were
involved in decision-making yet when asked the challenges or inhibitors to their
involvement, they said:
‘In the decision-making process. I want them to involve me more
but they may feel reluctant to involve me since they might think it is
not part of the GES procedure to involve parent in decision-making
all the time. So that at times hinders my involvement in the
decision-making process and my child’s IE ultimately’. (Parent 4)
‘Another thing is that at times I am not told and then changes are
made to my child’s education for example, they moved him from one
class to the other without telling me, making me very angry’. (Parent
15)
The parents’ statements show that they want to be more involved in decisionmaking and that this should not be on an occasional basis, rather it should be done
‘all the time’. Also, they disliked the autocratic way some decisions were imposed on
them. On such occasions the school told the parents, ‘… this is a school decision so
what you as a parent say do not matter’ (Parent 8). Parent 19 points out that ‘this
autocratic way does not help, after all the children are ours so we should have a say
in everything’.
The parents were asked what measures they had taken to address this problem.
Nine of them said they had voiced their displeasure at PTA meetings or convinced
school authorities to involve parents more in decision-making as in the case of
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Parent 2 who said: ‘I am always trying to convince the school authorities so as to
involve the parents in their decision-making through PTA meetings’. The outcome of
these steps have been mixed, for example, Parent 2 reported that it was ‘not quite
positive but we are still working on’. Parent 5 on the other hand was of the view
that, ‘I think is improving’. Other parents like Parent 6 said they ‘have done nothing’
and is ‘hoping that things will sort themselves out’.
6.4.6.2 Financial constraints
The parents (n=13) identified financial constraints as an inhibitor to their
involvement. According to them ‘in these hard times it is difficult to find
money to give our children all they need and it makes me not feel happy’
(Parent 18). Parent 13 said:
‘Despite the fact that the government has taken up some of them,
there are so many financial problems. Because he is not the only
child, they are five so financially is difficult, but we are managing’.
This shows that parents with more than one child may be faced with greater
financial burdens and this may impact on their ability to provide for their
children despite the FCUBE policy.
Parent 12 also said:
‘... the materials for the visually impaired children are a little bit
costly so as a parent, even though I have the will to see through the
smooth training of the child in terms of his academic work, not all
materials as a parent I’m able to buy for him and this is a very big
challenge’.
This shows that parents with a child with SEN may have additional financial
responsibility of providing specific equipment or materials for their child and this may
make things difficult for the parents.
Inability to supply children with their needs does not make parents comfortable and
parents are concerned about the image that it portrays. For example, Parent 7 said
‘when you do not have money and you are to buy books it makes you look
irresponsible’. In response to what measures they have taken to resolve the issue,
Parent 1 said: ‘l am working very hard to make enough money’.
6.4.6.3 Busy work schedule
Another inhibitor identified by the parents (n=11) was their busy work schedule
which resulted in their inability to attend some school functions. The following are
what some of the parents had to say:
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‘My work is so much and I do not get time to attend all the meetings
I would have loved to attend’. (Parent 18)
‘Since I am a teacher, going to the school is a problem for me as at
the same time I will have to be teaching other people’s children’.
(Parent 15)
‘My greatest challenge is my inability to attend all school activities or
meeting because most of the school meeting days and times
normally conflict with my personal or work schedule. So it makes
difficult for me to participate fully in most of the school activities’.
(Parent 19)
The parents’ statements show that parental workload and work schedule sometimes
prevented them from fully participating in school activities. Also, the time of these
activities may conflict with their personal schedules.
Among the measures that some parents have taken was to delegate someone to go
for the school activities they are unable to attend. For example, Parent 19
sometimes lets his wife attend on his behalf. According to him when this happens
‘she comes back to communicate whatever happens there’ to him. Parent 20 on the
other hand said:
‘…when I am not able to go to the PTA due to my business I call the
headmaster, and later when I am free I go and ask what they
discussed during my absence, l do the same if l hear there was a
meeting l did not attend for any reason’.
This she reported was not good as she realises that she may miss some of the
information and that the head:
‘… just mentions the area he thinks, I will benefit or they stand to
benefit more’
6.4.6.4 Opposing views of parents and school authorities
The parents (n=10) reported that opposing views of parents and school authorities
at times was an inhibitor to their involvement. The parents had this to say
concerning the issue:
‘Also sometimes we have different ideas about education, I mean
the parents and teachers and this is a problem as if you say what
you think teachers say no it should be this leading to exchange of
words’. (Parent 4)
‘Other times we have different views on issues and it is a problem’.
(Parent 13)
‘At times to what we want is not what they do and that makes me
angry’. (Parent 14)
The parents’ statements show clearly that at times the parents and the school have
different opinions about education or issues. This situation at times resulted in the
school not doing what the parents wanted. This made some parents ‘angry’.

190
Parent 17 said to resolve the opposing views issue he ‘met the teachers and the
headmaster’s to talk about the differences in our thinking for the child’. According to
him the school and the PTA were still talking about it and he hasn’t ‘seen anything
yet’. This meant that he had not yet seen any results.
6.4.6.5 Inability to help with homework
Parents’ inability to help their children with their homework was identified as an
inhibitor to their involvement. The following are what some parents had to say:
‘Let me think...sometimes my wife has difficulty helping with
homework as she may not understand and I am not home most of
the time due to busy work schedule. I cannot help the boy’. (Parent
7)
‘I do not speak good English since I am only a form four leaver and
my wife is uneducated, helping with homework is therefore difficult,
but I try my best’. (Parent 17)
‘Yes another thing is that I sometimes cannot help my child with
homework because I do not know the things they are teaching him
and teachers think I do not care about my child but that is not the
case’. (Parent 3)
Deducing from the above, parental inability to help with homework is because they:


lack knowledge in subject matter;



are uneducated;



have a busy work schedule; or



have problems with English language.

The question Parent 11 posed in relation to her inability to help with her child’s
homework was ‘… when I cannot understand what the child is to do how do I help?.’
Parent 3 was concerned that teachers would think that he did not care about his
child when in reality he cared but had no knowledge in the subject matter to be of
assistance to his child.
When the parents were asked what they have done to help overcome the inhibitors
they mentioned, none of them said anything. Parent 8, however, said that she had
‘not done anything as most of them {she} cannot control’.
6.4.6.6 Lack of communication
The parents (n=7) identified lack of communication between themselves and the
school staff as inhibitors to their involvement. This is what some parents had to say:
‘Sometimes they do not tell me everything l need to know, l need to
ask and ask sometimes and l am told nothing’. (Parent 6)
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‘Another issue is when there is a problem with communication flow,
such that the school fails to notify some parents of some activities or
decision it is an issue indeed’. (Parent 18)
The parents’ comments show that their main concerns about lack of communication
was the school not informing them about pending school events. Also, the school do
not tell or inform them about all that they ‘need to know’, despite parents asking for
information. Parent 6 said this makes him ‘stay in the dark and that is not a good
feeling’. Additionally, some decisions the school makes end up not being
communicated to the parents.
When the parents were asked what measures they had personally taken to
overcome the issue they mentioned, some of them did not say anything. One parent
said:
‘I also told the head that to write and put all notifications of meetings
into my child’s school bag instead of handing it to her as that way
she misplaces it and it seems to be working’. (Parent 18)
6.4.6.7 Unwelcoming attitude of school staff
Some of the parents (n=6) identified the unwelcoming attitude of the school staff as
an inhibitor to their involvement. Examples of what the parents said are:
‘..occasionally you go to the school and teachers or the head are not
friendly or willing to talk or tell you ‘I am busy’. (Parent 7)
‘Also, once in a while you go to the school and meet a teacher who
does not want to talk to you or listen as they say you like to worry
them with your child issues’. (Parent 20)
The statements of the parents show that the teachers at times displayed their
unwelcoming attitude by telling the parents they were busy, or they had come at a
bad time and therefore could not be given audience, or they were impolite. A typical
example of impoliteness was given by Parent 14 who said:
‘At times the teachers may say you think you know everything. At
times some will ask you, do you think you are the only person who
has her ward here’.
Sometimes parents could detect from the teacher’s body language that they were
not welcomed. This can be deduced from Parent 1’s statement: ‘when I come to the
school the teacher or head will squeeze {frown} their face to show they do not want
me...’. The effect of this unwelcoming nature of the school staff was summarised by
a parent who noted that:
‘if the teachers are not free with you to be honest when you are
coming to the school you will be scared but if there is a good
relationship anytime you can come to the school if this is not there
as I said you will be scared and will not like to bring your problems
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or your child’s problems to the school as the teachers will be
complaining that you are constantly bring your child’s problems to
the school’. (Parent 5)
When the parents were asked what measures they had taken to address this issue,
they gave a range of responses. Parent 20 said she did ‘nothing’. Parent 14 said: ‘I
told the headmistress to make it a point to welcome all parents’. Other parents
reported that they had ‘…been talking to the teachers about this unwelcoming
attitude and have even mentioned it at PTA meetings’ (Parent 5 and Parent 1).
According to Parent 5, ‘other parents collaborated this attitude of the teacher’. The
outcome she said was that ‘The headteacher called a staff meeting with the
teachers to discuss this and then advised them to stop this bad behaviour’.
Parent 18 said he goes ‘to the school when they are on break so that the teachers
can get time’. The outcome of this she said ‘is not bad … so most of the time they
get time for me and we all sit down and they listen to what I have come to say’.
6.4.6.8 Lack of societal acceptance of children with SEN
Some of the parents (n=3) mentioned the lack of societal acceptance of their
children as inhibitors to their involvement. The following statements were made by
these parents:
‘You know my child has talking problem so people laugh at him, you
know in our society people with such problems have hard times. It
sometimes embarrasses me when I come to school functions with
my child and he starts to talk and people look at us strangely and
ask all sorts of questions’. (Parent 3)
‘The major challenge as at now is societal acceptance. The way
society labels them and do not make children with disabilities feel
part of the society is a major challenge and in the process labels you
as a parent with a child with a problem, this makes me not want to
go to functions with him to spare him the pain’. (Parent 10)
‘A major problem is how other children or people look down on
people with disabilities it makes me sad and the way they pass cruel
comments affects my child and makes me angry. So I really do not
like accompanying him to public school events’. (Parent 12)
These statements show that these parents with children with SEN are embarrassed,
sad or angry by the way the public reacted when they went to school functions with
their children. They were also concerned about the labelling of children with SEN
and the subsequent labelling of them as parents with children with SEN. To spare
their children the pain of these comments and derogatory looks, the parents
preferred not to go to school functions with their children and this ultimately affects
their involvement in their children’s IE.
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Children with SEN do not only experience these kinds of treatment from adults but
they do so from other children in the class as well. This is confirmed by a comment
made by a parent who at the end of the interview was asked if she had any
comment or suggestion. He said:
‘I think inclusive education in general is a good idea but sometimes
when the children are at the class that is the kindergarten and the
nursery, some of the children make mockery of those children who
have problem, because of that the children are not happy when they
come’. (Parent 18)
To address this unfortunate trend he suggests that ‘The children should be told that
that behaviour is bad and should be punished for it’. The punishments that he
proposed were ‘standing in the corner or writing lines’ or in his view ‘any punishment
that will work will be fine’.
When the parents were asked what they had done to personally address the lack of
societal acceptance of their children with SEN, Parent 12 said that: ‘There is very
little I can do on my own’. This means that he saw it as a fight that as an individual
he was unlikely to win. Parent 10 on the other hand reported that:
‘We the parents and the teachers tried organising a radio discussion
on the radio once on social acceptance of disabled people but it was
not very successful but we hope to do it again’.
This shows that along with the teachers they tried embarking on public education
but was not very successful. Parent 3 also said he had ‘said it at PTA meetings
many, many times’. Yet he had ‘not seen any change’ he was still hopeful that
‘maybe one day change will come!’
6.4.6.9 Distance between home and school
Finally, three parents identified the distance between their home and their child’s
school as an inhibitor to their involvement. Parent 15’s statement virtually sums up
the views of the other parents. This was:
I’m not staying quite close to the school so at times when I’m to go
there, it takes me a lot of time or I have to adjust certain things
before I am able to go. So because of the distance at times it makes
it difficult to visit the child in the school’.
According to Parent 16 at one of the PTA meetings they ‘discussed a school bus for
the school.’ So far nothing had come out of it. Parent 17 said ‘I intend to move
closer or move the child to another school’ to help solve this problem.
From the above it can be seen that the parents identified a number of factors that
are inhibitors to their involvement. Among these were the school not involving
parents in decision-making, financial constraints, busy work schedule of parents,
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parents’ inability to help with homework, lack of communication, unwelcoming
attitude of the school staff and lack of societal acceptance of children with SEN.

6.5

Parents’ emotional expressions

In the course of responding to the questions the parents expressed some emotions.
These emotions were deduced from their statements and presented below.
6.5.1

Happiness and satisfaction

The parents expressed feelings of happiness and satisfaction with certain things.
For example, Parent 1 said: ‘When I go to the school and the teacher and
headteacher are like ‘hello what do you want can I help’ ‘this make me feel very
happy’. This parent was happy when the staff were pleasant and had a welcoming
attitude. Parent 8 went on to say that this made her ‘…. happy to support the school
in whatever they are doing....’.
Another parent said: ‘When I come to the school and I see that the teachers are
helping the children learn well I am happy’ (Parent 3). Going into more detail Parent
7 said:
‘Erm the school is helping and doing well in the education of my
child. When I come to the school I see that the teachers are helping
the children learn well. Even the children with disabilities are being
taught well due to the expertise of teaching at the disposal of the
teachers’.
The happiness and satisfaction of these parents was because all the children in the
school were being helped to learn effectively by teachers who had the necessary
expertise in teaching both children with and those without SEN.
Parent 7 also expressed feelings of happiness and satisfaction when the school
staff accepted issues he raised and had discussions with them. He said ‘They
actually welcome every issue I raise and discuss this and it makes me very happy
and content’.
Parent 10 said she was happy when she engaged in school visits and the teacher
‘tells me that my boy is doing fine and l don’t have to worry. With this, l am happy
and know all is ok’. Another parent said:
‘Some times the school calls us the parents to discuss issues about
our children individually and I make sure I go. On such occasion
they can talk to you about the problems the child is encountering in
her learning or any other thing they feel is going wrong. As a result
of these discussions whatever is going wrong can be rectified as a
result I am very happy that my child is going to an inclusive school’.
(Parent 8)
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The discussions parents have with teachers about the education of their children
revealed things that were not going on well. As a result of this, steps were taken to
correct them, and it was this that made the parents happy and satisfied that their
children were attending inclusive schools.
Finally, some of the parents reported that they will be happy if the school will
engage them more in decision-making. An example of such a parent is Parent 10
who said ‘I will be happy if the school can make more decisions with parents…’.
6.5.2

Optimism

Some of the comments passed by the parents showed that they were optimistic.
Even though these parents had not seen any change or positive outcome, the
suggestions they gave shows that they had not given up. They were hopeful that
either ‘… things will sort themselves out’ (Parent 6), or that ‘maybe one day change
will come’ (Parent 3).
6.5.3

Frustration

Parents were frustrated when things did not go the way they expected. For
example, the frustration the following parents felt were evident in their statements:
‘Well sometimes initially you may see that is working but at
(stumbling) on the way you see that the teachers go back to their old
ways. There is really nothing l or any other parent can do to change
them’. (Parent 1)
‘I have said it at PTA meetings many, many times. l still have not
seen any change.’ (Parent 3)
The frustration was due to the fact that the parents made some suggestions and
initially it appeared as if they were being taken by the teachers, yet after sometime
they resorted to their old ways of doing things. The frustration was resulting from a
system where people do not change permanently for the better.
6.5.4

Anger

The parents also expressed feelings of anger. When the school fails to implement
decisions arrived at or they fail to do what the parents want, this can make parents
angry. In this vain, Parent 14 said ‘at times too what we want is not what they do
and that makes me angry’. The ‘they’ she was referring to were the school
authorities.
Sometimes too, the anger parents felt towards the school staff was because they
fail to inform them before they implement certain decisions. For example Parent 15
said: ‘at times I am not told and then changes are made to my child’s education. For
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example, they moved him from one class to the other without telling me, making me
very angry’.
Lastly, according to Parent 12, the way people passed ‘cruel comments affects my
child and makes me angry’. This anger was not directed at the school staff rather at
the general public.
6.5.5

Sadness

Some of the parents expressed feelings of sadness. This feeling was as a result of
various issues. For example, Parent 18 was sad because he did not have money to
provide his child with all his needs. He had this to say: ‘the issue is however
financial in these hard times it is difficult to find money to give our children all they
need and it makes me not feel happy’. Thus, inability of the parents to fulfil all their
responsibilities towards their children can make them sad. It may also make them
appear as if they do not want to be involved in their child’s IE.
Parental sadness can also result from opposing views. That is, parents wanting one
thing and the school wanting another. A typical case was Parent 20 who said:
‘sometimes what I as a parent want for my child is not what the school does and in
that case l am not happy at all’.
Societal attitude or reaction towards children or people with SEN can result in the
parents feeling sad. For example, Parent 12 said: ‘A major problem is how other
children or people look down on people with disabilities, it makes me sad’.
It can be concluded that, the parents expressed various emotional reactions some
were, happiness and satisfaction, optimism, frustration, anger and sadness towards
various issues in the IE placement of their child.

6.6

Summary

The analysis of the interview data established that parents have academic, social
and cultural expectations of their children attending inclusive schools. Some
academic expectations were, their children should be able to read, write and
manipulate figure and do well academically. Socially, parents want their children to
be able to mingle with others and make friends, treat and be treated equally, be
accepted and be good adults and citizens. Culturally, they want their children to
learn the cultural norms and values of the people and be respectful and polite.
To help the children fulfil PE, the inclusive schools are teaching, involving parents in
decision-making, giving individual attention to children, engaging children in group
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work, games, play activities, organising other extracurricular activities to help
children acquire social skills and engaging them in specific cultural activities.
The interview analysis further showed that parents were involved in IE. Parents
were involved in school visits, helped their children with homework when possible
and attended PTA meetings/school activities. Some parents volunteered their
services to the school and the majority (n=18) of the parents provided their
children’s personal or basic needs.
The parents reported that the inclusive schools expected them to provide their
children’s basic needs, attend PTA meetings/school activities, engage in school
visits and parent-teacher consultations, decision-making, volunteering and ensure
the attendance and punctuality of their children at school.
Parents further reported that the inclusive schools were involving them in school
meetings and activities, parent-teacher consultations, decision-making, volunteering
and informed or educated them on what they should/not do for their children.
Parents want to be more involved in decision-making and volunteering. Aside this
they want to be involved in IEP development. Furthermore, parents want the
schools to engage in home visits and educate them on how to be involved in IE.
Some facilitators to PI mentioned by the parents were communication,
understanding, a welcoming and cordial relationship between the school and
parents and involvement in decision-making. Also, the free education policy by the
government also facilitated PI in IE.
Some of the inhibitors to PI mentioned by the parents were the schools not involving
them in decision-making, financial constraints, and busy work schedules. Finally, in
the course of the interviews parents expressed various emotions to various issues.
These have been analysed in section 6.5. In the next chapter, the findings of the
study are discussed in relation to the literature.
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CHAPTER SEVEN
7 DISCUSSION
7.1

Introduction

This chapter discusses the findings of the investigation into parental perceptions,
expectations and involvement in IE in Ghana. The study was guided by three
research questions (see section 1.4). The interdependent model of parental
perceptions, expectations and involvement in inclusive education presented in
section 7.2 has been developed (based on Figures 2-6 and 4-2) to account for the
findings from this study. Sections 7.3 and 7.4 relate to research question one,
sections 7.5 and 7.6 relate to research question two and research question three is
addressed in sections 7.6 and 7.7.
The applicability of the models of PI, as suggested by Epstein (1995) and Hornby
(2000), to Ghana is discussed and the Ghanaian model of parental involvement in
inclusive education is presented. Based on the findings of the study, I propose
areas for further research. I then discuss the reflections on the methodology and the
limitations of the study. The chapter ends with a brief discussion on the inter-link
and use of the proposed models.

7.2

The interdependent model of parental perceptions, expectations
and involvement in inclusive education

There are three main variables which emerged from review of the literature (chapter
2), namely, PP, PE and PI in IE. Figure 2-6 in chapter 2 gives an overview of the
areas covered by the literature review and serves as the conceptual framework for
the study. Figure 4-2 in chapter 4 shows the focus of the instruments for data
collection. This was developed based on the literature, aims of the study and the
research questions. The findings of the study were therefore derived from these
areas and were used as a starting point for creating the interdependent model of
parental perceptions, expectations and involvement in IE shown in Figure 7-1.
From Figure 7-1, it can be seen that PP shows four components:
1) Knowledge is concerned with the information or the facts parents have about
IE.
2) Benefits are concerned with the advantages parents perceive of IE.
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3) Concerns address the issues that cause parents anxiety about IE and/or the
disadvantages they perceive of IE.
4) Parents’ preference for placement options is concerned with where parents
think children with SEN should receive their education.
PE includes two components:
1) The expectations the parents have for their children in inclusive schools.
2) The roles the inclusive schools are playing to fulfil parental expectations
for their children in inclusive schools.
PI includes five components:
1) What the parents are currently doing to be involved in IE.
2) The additional ways parents want to be involved.
3) How the inclusive schools involve parents.
4) How the schools expect parents to be involved in IE.
5) The facilitators and inhibitors to PI in IE.
The conclusion I arrived at based on the findings of the present study is that:
demographic variables influence PP, PI and PE. Also, there is a relationship
between PP and PI in their child’s IE. Specifically, the relationship is between the
parents’ knowledge and perceived benefits of IE and parents’ current involvement in
IE (see section 5.5.7). The literature in section 2.3 suggests that every parent has
expectations for their child in an inclusive school. As pointed out in section 2.5, PE
may influence PI in their child’s IE and PP of IE. PI in their child’s education may
also be influenced by PP and PE for their child in inclusive settings. Therefore, there
may be an interdependent relationship between the three variables and this is the
basis upon which the model is named.
To facilitate PI, which is an element of successful inclusive educational experience,
it is imperative to educate parents, teachers and headteachers on IE and be mindful
of the expectations parents have for their child. Education can help improve
people’s (including parents) perception and attitudes towards IE (Lewis and
Doorlag, 2005; 1995) and possibly impact on the expectations they have of their
child in inclusive schools.
In investigating PI, it is prudent to explore the nature of the parents’ current
involvement, how parents want to be involved and how the school involves them.
This

will

enable

comparisons and

any mismatch

identified.

Additionally,
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opportunities and barriers to PI in IE need investigating. This will enable
educationalists and policymakers to use the facilitators to enhance involvement
while putting necessary measures in place to limit or eliminate the inhibitors.
The study has investigated and established that a relationship exists between PP
(knowledge and benefits) and parents’ current involvement in IE. This is depicted by
the big green arrow. This relationship draws attention to the fact that increased
parental knowledge and perceived benefits about IE can lead to an increase in the
parents’ current involvement in IE. The study did not investigate the relationship
between PP and PE and PI and PE (see section 7.12 for explanations). As a result,
there are no arrows connecting PP and PE, and PE and PI. This indicates that the
relationships were not explored in this study (see section 7.12 and 7.13 for
explanations and propositions for future research).
Finally, the arrows from demographics of parents pointing to the three main
variables (PP, PI, PE) draw attention to the need to be mindful of the roles
demographic variables may have on PP, PE and PI, as it may be used to identify
variations within the parents ( see sections 5.3.5, 5.4.3 and 5.5.3).
The interdependent model of parental perceptions, expectations and involvement in
IE can be effectively used to investigate PP of IE, PE of their children and how
parents are currently involved in IE. Furthermore, it can be used to investigate how
the school involves parents and expect parents to be involved, additional ways
parents want to be involved and the opportunities and barriers to their involvement
in IE. Finally, it can be used to explore the relationship between PP, PI and PE.
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1.
2.
3.
4.

Parental perception (PP) of IE
Knowledge
Benefits
Concerns
Preference for placement

Demographics of
parents

Parental involvement (PI) in IE
1. What the parents are currently
doing
2. The additional ways parents
want to be involved
3. How the inclusive schools
expect parents to be involved
4. How the schools promote PI
5. Facilitators and inhibitors

Figure

7-1:

The

interdependent

Parental expectations (PE) of
IE
1. The expectations parents
have of their children in
inclusive schools
2. The roles inclusive schools
are playing to fulfil parental
expectations for their children

model

of

parental

perceptions,

expectations and involvement in inclusive education

7.3

Parental perception about inclusive education

In this section, the findings on the components of PP about IE in Ghana that will be
discussed are shown in the excerpt from Figure 7-1 (see Figure 7-2 below).

Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns
4. Preference for placement

Figure 7-2: Excerpt one from Figure 7-1
The findings of PP which is discussed in sections 7.3.1 to 7.3.4 shows that parents
were knowledgeable, perceived IE as beneficial but had some concerns. However,
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the majority of them preferred children with SEN not to be educated in inclusive
schools.
7.3.1

Parental knowledge about inclusive education

Before a parent develops any type of perception or attitude towards IE, it would be
presumed that, the extent of their prior knowledge would vary and that may
influence their support for IE. Over the past two decades studies have been
conducted on parental views, concerns and perspectives about IE. Some studies
showed that all parents (with and without children with SEN) supported inclusive
practices and were satisfied with them (Seery, et al., 2000; Lowenbraun et al.,
1990). Other studies showed that parents without children with SEN expressed
concern about the negative effects inclusion can have on their child (Leyser and
Kirk, 2004; Palmer et al., 1998). Furthermore, a few parents without children with
SEN were not in favour of including children with severe conditions in inclusive
settings (Peck et al., 2004). Studies also showed that parents with children with
SEN held more positive beliefs, accepted IE and had positive attitudes towards it
(Elzein, 2009; Stoiber et al., 1998). Studies have reported that parents of children
with severe SEN have positive attitudes towards IE (Gallagher et al., 2000; Palmer
et al., 1998). Contrary to this, Leyser and Kirk (2004) and Palmer et al. (2001) found
less support for IE from parents with children with severe SEN. The possible
reasons for these varied and sometimes contradictory findings could be that they
were carried out in different countries and used different methods and samples. As
such, country specific conditions pertaining to IE and the different research
methodologies and samples could be factors that account for the disparity in results.
None of the studies in the literature reviewed explored parents’ knowledge about IE.
The present study investigated this and has revealed that the majority of parents in
the sample were knowledgeable about IE as seen in Figure 5.3. In all, 81% of the
parents were in agreement that ‘‘IE involves all children having the right to
participate actively in the same educational setting’’. This is in line with a notable
feature of IE identified by Mitchell (2005, p.4) which is ‘‘entitlement to full
membership in regular, age-appropriate class’’ (see section 2.2.1.1). Furthermore, it
supports the suggestion by Peters (2003, p.1) that ‘‘the fundamental principle of
inclusive education is that all children should have the opportunity to learn
together’’.
Another notable feature of IE in the literature, and agreed by the majority of the
parents is about whole school development and improvement. This involves making
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inclusive schools conducive to accommodate diverse learners. This finding relates
to the suggestion by McLeskey and Waldron (2000) and Ainscow (1995) for the
need for change or restructuring every aspect of the school for effective IE. Mitchell
(2005) suggests that this development and improvement should be directed at;
pedagogy, curriculum, assessment and support amongst others (see section 2.2.1).
If schools are to meet the needs of all children, then this change or restructuring is
vital (Loreman, 2007). The effectiveness of IE depends on the school’s ability to
restructure and adapt to meet the needs of diverse learners and within this forge
different relationships with parents (Loreman et al., 2005; Loreman and Deppeler,
2002; Kennedy and Fisher, 2000).
The parents’ agreement in Figure 5-3 that IE removes barriers to learning is
supported by the literature on IE (Ainscow, 2005; Mitchell, 2005; Flem et al., 2004;
CSIE, 2002). The literature emphasises this for effective inclusion. For instance,
Booth and Ainscow (1998) recommend that schools, communities, governments
and local authorities should make considerable effort to remove barriers to
participation and learning.
The parents in the present study agreed that IE is the process of finding better ways
to respond to diversity and that it is frequently characterised as catering for the
needs of all children in one classroom; this is in agreement with literature on IE
(Blecker and Boakes, 2010; Ainscow et al., 2006; Ainscow, 2005b; Mitchell, 2005;
UNESCO, 2005; Advani, and Chadha, 2003; Skrtic et al., 1996). These two areas in
my view are intertwined. In the process of catering for the needs of all children one
attempts to respond to the diversity inherent in the learners through, for example,
giving children individual attention and the help each child requires.
The notion that ‘‘IE makes children with SEN feel better about themselves’’ was
agreed on by the majority of the parents in the present study (see Figure 5-3). This
is also supported by the literature on IE (Loreman, 2007; Hines, 2001; Carpenter,
Bloom and Boat, 1999; Ritter, Michael and Irby, 1999; Walter-Thomas, Bryant and
Land, 1996).
The majority of parents in the present study were also in agreement that IE is about
presence, participation and achievement of all children and education for all (see
Figure 5-3) and this is widely supported in the literature in section 2.2. (Ainscow et
al., 2006; Ainscow, 2005b; Mitchell, 2005; UNESCO, 2005; Flem et al., 2004;
UNESCO, 1994). Thus, children with SEN do not just have to be physically present
as in the case of integration, measures must be put in place to ensure their full
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participation and membership (Gyimah, 2006). Also, they must be given support to
ensure they achieve their maximum potential.
Finally, the majority of the parents in the present study agreed that IE involves
providing children access to appropriate aids, support and assessment (see Figure
5-3). Consistent with the data collected in this study, Deiner (2005) and Mitchell
(2005) said that for successful inclusion, necessary support services and curriculum
adaptation have to be made to meet the needs of the children. This curriculum
adaptation in my view will include alternative modes of assessment for children who
need it, for example, the use of portfolio, dialogue or observation. It is essential that
the children’s needs are assessed and arrangements made by the school to meet
these needs prior to placement of the children with SEN.
Figure 5-3 showed parental disagreement to IE being about and being beneficial
only to children with SEN. This displayed parents’ understanding of IE. Consistent
with the literature, parents did not view IE as only the prerogative of children with
SEN; rather it is beneficial to all children (UNESCO, 2005; Advani and Chadha,
2003).
SpED (2005) confirmed that parents were given training about IE at the inception of
the pilot IE programme. The knowledge of IE displayed by the majority of parents
may therefore be attributed to this.
Despite the findings that the majority of the parents in the present study can be
perceived as having knowledge about IE, the responses revealed that some parents
were not as knowledgeable (see Figure 5-3). The parents with the least knowledge
strongly disagreed or disagreed with all the items in Figure 5-3 with the exception of
items c and j in which case they strongly agreed/agreed to. The findings about
parents’ knowledge about IE in Ghana are important as they help to fill the gap in
the literature regarding parental knowledge about IE and raise questions about the
position in other countries. Results of the analysis of parents’ knowledge about IE
can help the MOESS to design effective parental education programmes which can
be implemented in IE schools periodically. The responses to items c and j highlight
areas for further consideration. The parental education programme will be further
discussed under the implications of the study which appear in Chapter 8.
Unlike previous studies, the present study has identified parental knowledge about
IE as a crucial factor in PP about IE. The findings showed that there is a relationship
between parents’ knowledge, benefits and concerns about IE (see section 5.5.8).
The more knowledge parents have about IE the more they may perceive it as
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beneficial and the less concern they may have. Based on this, it may be prudent for
all countries to consider enhancing parental knowledge about IE alongside
developments within schools and systems.
7.3.2

Perceived parental benefits about inclusive education

Confirming the literature in section 2.2.4.1 the majority of the parents (with and
without children with SEN) in the present study found IE to be beneficial. Socially,
the parents agreed that inclusion encourages children without SEN to accept
children with SEN (see Figure 5-4). This confirms findings of previous studies
conducted in the USA (Peck et al., 2004) and Greece (Tafa and Manolitsis, 2003)
with parents without children with SEN. The findings of the current study are based
on the responses of parents with and without children with SEN. Lewis and Doorlag
(2005) pointed out that the attitude of children without SEN are ‘‘affected by meeting
and interacting’’ with children with SEN (p.114). This means that if children without
SEN are given opportunity to have contact with children with SEN and education
about disabilities then this may help to improve their acceptance of children with
SEN. The parents’ response was therefore relevant.
Additionally, the majority of the parents in the present study were of the view that
‘‘IE promotes the development of friendship between all children’’ and that children
with SEN will experience feelings of belongingness and acceptance in inclusive
classrooms (see Figure 5-4). This confirms existing literature (Ryndak et al., 1995;
Peck et al., 1992; Green and Stoneman, 1989).
As children interact, natural bonds may develop and these may lead to the
development of friendships. To enhance this friendship, the necessary platform
must be laid through preparing both groups of children for inclusion (Mangal, 2011;
Lewis and Doorlag, 2005). Children without SEN should be given knowledge about
SEN and encouraged to see the similarities between themselves and children with
SEN. This helps to improve their attitude towards children with SEN (Lewis and
Doorlag, 2005). Development of friendships, acceptance and belongingness do
occur as acknowledged by parents, but in my view, consciously implemented
strategies are needed to facilitate them, for example, the use of cooperative learning
and peer tutoring.
Of the parents in the present study, 82% were in agreement that ‘‘IE prepares
children for the real world’’ (see Figure 5-4), a term used to refer to the world
beyond school. Similar results were obtained with parents with children with SEN,
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parents with children without SEN, and mothers of children with and without SEN
(Tafa and Manolitsis, 2003; Leyser and Kirk, 2004; Guralnick, 1994).
In this study, both groups of parents (with and without children with SEN) held
similar views. This agreement by the parents is significant since the ‘‘real world’’ is
not made up of segregated groups of people (people with SEN or those without
SEN only).
Confirming the findings of Cole et al. (2004) the majority of the parents in the
present study agreed that IE will lead to the academic achievement of all groups of
children as they can help each other. Cole et al. (2004) said that increase in
academic performance of children without SEN can result from support given, which
was initially intended for the children with SEN. This support, coupled with other
adaptations to instruction helps to create an environment that stimulates learning. In
all, 74% the parents were in agreement that IE created environments that stimulated
learning (see Figure 5-4). In developed countries like the USA, additional adults are
placed in the classes to help children with SEN. This is not so in Ghana, rather
teachers have to deal with large class sizes (Ocloo and Subbey, 2008; Vanderpuye
et al., 2006).
Creating environments that stimulate learning requires teachers to use divergent
techniques and strategies. Mangal (2011, p.50) suggest that some of these are:
Team approach, activity based learning, cooperative learning and
experiences, data based instruction, creative problem solving, peer
to peer support.
According to Mangal (2011, p.50) these approaches can be used for all children
based:
on the ground that the basic principles of teaching and learning are
the same for all children of a particular age group irrespective of
their normality or exceptionality.
Consistent with this, 67.5% of the parents in the present study were in agreement
that every child will benefit from the skills and techniques teachers use in inclusive
classrooms to promote learning (see Figure 5-4).
The majority (85.2%) of the parents in the present study were of the view that,
teachers can take the opportunity to acquire specialised skills in teaching in
inclusive classrooms (see Figure 5-4). As noted earlier, Mangal (2011) pointed out
that the basic skills of teaching and learning are the same for all children. The
majority of the parents agreeing to the fact that teachers can take the opportunity to
acquire specialised skills in teaching in inclusive classrooms is therefore
problematic as there are no distinct pedagogy for children with SEN (Norwich and
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Lewis, 2001). Since supporting teachers is part of IE, schools can update teachers’
knowledge in the basic principles of teaching and learning through periodic INSET
programmes. Teachers may then combine the techniques and strategies for
teaching and learning to cater for the diverse learners in their class.
Furthermore, the majority (81.9%) of the parents were of the view that children with
SEN will improve their language and communication skills if taught in inclusive
placements (see Figure 5-4). This corroborates the opinions of parents in the study
conducted by Ryndak et al. (1995).
Improvements in language and communication do not happen by chance. Teachers
need to ensure that the learning environment is conducive for developing language
and communication skills (Allen and Cowdery, 2012; Department for Children,
Schools and Families, 2008). Teachers can use divergent strategies and techniques
to make this happen (Mangal, 2011). Additionally, children without SEN may serve
as role models for language and communication skills.
The majority of the parents (74.5%) were of the opinion that IE leads to equality
(see Figure 5-4). This is confirmed in the literature (UNESCO, 2005; 2001).
In the process of providing access to education and restructuring the school to
accommodate all learners, IE aims at making the schools responsible for all
learners (UNESCO, 2005). In all, (24.0%) of the parents strongly agreed and
(55.4%) of them agreed as shown in Figure 5-4, that this was a benefit of IE. Unlike
mainstreaming or integration, IE ensures that schools make adequate provision in
all aspects for all learners (Idol, 1997).
Finally, the parents agreed that IE is beneficial because it enables children with
SEN to be educated in neighbourhood schools. This is one of the basic
requirements of the Salamanca Statement (UNESCO, 1994). In Ghana, the pilot
inclusive schools are situated in the central parts of the districts where population is
dense and the schools are easily accessible. The parents living within these
localities are expected to send their children to the nearest inclusive school.
From the results, (see Figure 5.4) few parents did not perceive IE to be beneficial
and they are the ones that should be of concern to the Government, MOESS and
the IE schools as they may derail successful running of IE programmes in Ghana
(Lewis and Doorlag, 2005; 1995). In my view, intensifying parental education about
IE and giving parents the opportunity to see first-hand the success all children may
achieve in inclusive classrooms may give parents more insight into the benefits of
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IE. This may be done through well-organised activities and programmes and could
include open days where parents can visit the school.
7.3.3

Perceived parental concerns about inclusive education

In the literature, parents expressed several concerns about IE, for example,
teachers will not be able to give individualised attention or it will negatively impact
on emotional development (Rafferty et al., 2001). Parents in this study also
expressed some concerns which cannot be ignored if Ghana aims at having a
successful IE programme (see Figure 5-5).
A parental concern expressed by 58.5% of the parents which was consistent with
previous findings was that children with SEN are likely to slow down the learning of
children without SEN (O’Connor, 2007; Palmer et al., 2001). Heward (2012) reports
that some educators also expressed this concern, yet there is no evidence
supporting this. On the contrary evidence suggests that children without SEN placed
in IE classrooms actually performed better than their counterparts in traditional
classrooms (Cole et al., 2004).
The present study also revealed that 57.9% of the parents expressed concern that
children with SEN were likely to be teased, bullied or harmed in inclusive settings.
This is consistent with the findings of previous studies (Palmer et al., 2001; Bailey
and Winton, 1987; McDonnell, 1987). The parents do have reason to be concerned
as Vanderpuye and Deku (2007) found that children without SEN teased and bullied
children with SEN in inclusive schools in Ghana. This happened to the extent that
60% of the children with SEN who participated in that study said this made them
sad.
About 81% of the parents in the present study expressed concern that IE will require
intensive teacher retraining. Previous studies have reported that parents expressed
concern about teacher expertise in inclusive classrooms (O’Connor, 2007; Palmer
et al., 2001; Laurel et al., 2000) but none of the studies reviewed reported that
parents expressed concern that IE will require intensive teacher retraining. Giving
intensive teacher retraining in my opinion may be impossible due to lack of time and
finance. A more realistic approach may be the use of INSET programmes to update
teachers’ knowledge. The parents who participated in this study perceived this as a
concern probably because they were not convinced about the teachers’ expertise in
educating diverse learners. However, this study could not confirm this. If this is the
case, however, then the parents’ concerns are not unfounded as previous studies
have revealed that Ghanaian teachers report that they lack adequate knowledge
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and skill in teaching children with SEN (Agbenyega. 2007; Obeng, 2007).
Vanderpuye et al., (2009) found that teacher pre-service training in the area of
special/IE was inadequate and INSET programmes were almost non-existent and
even when available, areas covered were inadequate, leaving teachers not fully
equipped in teaching children with SEN in inclusive classrooms. This is a serious
situation. In my view all major stakeholders in education in the country (the
Government, GES and MOESS), can deliberate on ways to solve this situation. In
my opinion The Government should not rhetorically support IE but rather, provide
enough funds for regular in-service training to update teachers’ knowledge and
skills. The MOESS and GES can monitor to ensure that when these funds are
provided they will be well utilised for INSET of teachers in IE.
Furthermore, 51.6% of the parents in the present study expressed concern that
children with SEN are likely to be marginalised and not have their needs met in
inclusive settings (see Figure 5-5). This finding corroborates the concerns of parents
in studies conducted by Palmer et al. (2001) and Laurel et al. (2000). Based on the
information that teachers in Ghana lack adequate knowledge and skill in teaching
children with SEN (Agbenyega. 2007; Obeng, 2007), coupled with the knowledge
that class sizes are large (Ocloo and Subbey, 2008; Vanderpuye et al., 2006), the
parents have genuine concerns. Especially when Obeng (2007) reported that less
than 40% of teachers in her study did not give children with SEN any special
assistance in their classroom.
The majority of the parents in the present study were not in agreement with the
following statements in Figure 5-5:


Children with SEN will be socially isolated by other children in inclusive
classrooms.



Contact with children with SEN can be harmful to children without SEN.



Presence of children with disabilities will lower the academic standards of
the school.



In an inclusive classroom children will not receive adequate teacher
attention.



Children without SEN will learn undesirable behaviour from children with
SEN



Teachers are likely to leave their jobs due to the extra workload in inclusive
classrooms.
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Children with SEN may be included physically but excluded instructionally.

The parents’ responses indicate that they do not perceive the issues mentioned as
concerns to IE. To these parents, unlike the parents in previous studies (Palmer et
al., 2001; Bailey and Winton, 1987; Mc Donnell, 1987) children with SEN will not be
socially isolated in inclusive classrooms. The results of this study are comparable to
previous studies (Leyser and Kirk, 2004; Palmer et al., 2001; McDonnell, 1987)
where the majority of the parents did not show any concern about the following
issues. These include children with SEN will be harmful to the other children, they
will lower the academic standard of the school and their presence will affect the
motivation of the other children to learn. Also, children will receive inadequate
teacher attention, children without SEN will copy undesirable behaviours exhibited
by children with SEN, teachers are likely to leave their jobs due to extra work load
and children with SEN will be included physically and not instructionally.
However, a few of the parents in studies carried out by Leyser and Kirk (2004),
Palmer et al. (2001) and McDonnell (1987) expressed their concern about the
issues mentioned above. In the current study, some of the parents were also
concerned about some of the issues raised (see Figure 5-5). The findings of this
study are significant in that they give an insight into parental concerns about IE.
7.3.4

Parental preferences for placement

The placement preference of the parents for children with SEN is important as it
gives insight to how the parents perceive IE. The present findings showed that the
preferred placement for children with SEN (for 53.8% of parents) was not the
inclusive school (see section 5.3.4). This shows that the majority of the parents in
the present study were not in favour of IE. This finding was not unexpected as
Runswick-Cole (2008) and Kenny et al. (2005) reported that parental views about
placement are varied, some advocate for inclusive schools while others prefer
special schools. The question is what is contributing to the parents not wanting IE
placement for children with SEN? Can it be based on the reasons advanced by
researchers in section 2.2.4.3 or can it be attributed to the influence of negative
societal attitude to people with SEN? The situation is of serious concern as IE is the
current trend in educating children with SEN (Mittler, 2002; Sebba and Ainscow,
1996). The results may have serious consequences for IE in Ghana, as it has been
established that without parental support the programme is likely to fail (Elkins, van
Kraayenoord and Jobling, 2003).
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The parents were given the opportunity to give reasons for their choice of placement
option. The three major reasons parents gave for choosing inclusive school
placement as the best placement option for children with SEN are:
I.

Children can learn from each other and socialise

II.

For equal treatment

III.

Good education

Parents who favoured special school placement did so because they were of the
view that they have specially trained teachers, provide good education and it leads
to equal treatment. The parents’ views are not what is currently existing in the
country. For example, even though, there are specially trained teachers teaching in
these schools and therefore the needs of these children are likely to be met
(Peetsma et al., 2001), specially trained teachers are not restricted to only these
schools. In Ghana, upon completion of their training, specialist teachers are posted
by GES to both special and inclusive schools or even to the district office as
peripatetic teachers helping a cluster of schools. Specially trained teachers are
therefore available in inclusive schools.
Providing good education is not restricted to only special or inclusive schools. GES,
MOESS and all schools in the country are set up to provide good education for all
children (MOESS, 2008; 2003). Finally, the view that special school placement
leads to equal treatment in my view is problematic as special schools by their nature
involve labelling and segregation which implies unequal treatment.
The parental responses however show that they had specific reasons for their
choice of placement options for children with SEN. The present study has
successfully identified the reasons behind the parents’ preference placement for
children with SEN in Ghana.
In the present study, 2.0% of the parents indicated that their choice of special
school placement was because ‘‘children with SEN will spread their disability’’ to the
other children. This is an issue of great concern as it is a clear indication that these
parents have little knowledge about SEN. To them, SEN is spread through physical
contact. As mentioned earlier, GES said they educated parents prior to the inception
of the pilot IE programme. However, Vandepuye et al. (2009) investigating
preparation for IE in Ghana, reported that all 120 parent participants said they were
not informed about inclusive activities nor were they educated about SEN conditions
as part of their preparation for IE. This makes me question the content of the
education given to parents about IE and how many of the parents accessed it. Does
this mean that over the years parents are given general factual information about IE,
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yet are not informed or educated about the types and causes of SEN? Parents’
responses indicate their negative attitude towards IE. Since the attitude that parents
convey can affect their children’s attitude (Vanderpuye and Deku, 2007; Lewis and
Doorlag, 2005; 1995), this can be detrimental to IE in Ghana. For example,
Vanderpuye and Deku (2007) reported that children without SEN were not
interacting with children with SEN because they were instructed by their parents not
to do so. Situations such as this may result in the social isolation of children with
SEN in inclusive settings.

7.4

Demographic perceptual variations within the sample of parents

This section addresses the findings on perceptual variation within the sample of
parents based on: age, educational level, gender and having a child with SEN or
not. The extract from Figure 7-1 shows the part of the figure being discussed (see
Figure 7-3 below).
Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns
4. Preferences for placement

Demographics of
parents

Figure 7-3: Excerpt two from Figure 7-1
7.4.1

Perceptual variations within the parents based on age

The findings of the study showed that there was no variation within the sample of
parents based on age in their knowledge, benefits and concerns about IE (see
section 5.3.5.1). This finding is contrary to that of Besevegis et al. (1997) cited in
Kalyva et al. (2007, p.297) which found that parental age influenced Greek parents
without children with SEN attitudes to IE. The findings of this study complement that
of Kalyva et al. (2007) which found that parents’ attitude towards inclusion is not
influenced by their age. Even though the two studies researched different areas
(attitude–core perspectives, expected outcomes and classroom practices as against
perception–knowledge benefits and concerns), collectively they show that age has
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no effect on either parents’ attitude to and perception (knowledge, benefits and
concern) about IE in Greece and Ghana respectively.
7.4.2

Perceptual variations within the parents based on educational level

The previous research findings on the effect of parental educational level on their
perception towards IE are contradictory. Parents with higher educational levels hold
more positive beliefs towards IE (Stoiber et al., 1998; Guralnick, 1994). However,
Tofa and Manolitsis (2003) report that Greek parents’ education does not affect their
attitudes towards IE. The inconsistencies in these findings may be due to country
specific conditions. The results of the present study showed that educational levels
of parents do not affect the concerns they have about IE (see section 5.3.5.2).
Educational level was found to have a borderline effect on parental knowledge
about IE. However, post-hoc tests showed no statistical differences.
Pertaining to parents’ perceived benefits of IE, educational level was found to have
a statistically significant effect. The difference was found to be between diploma
holders and GCE holders. The parents who had tertiary education (diploma and
degree holders) had higher means (see Table 5-7), implying they perceived IE to be
more beneficial than holders of GCE and MSLC. This confirms the findings of
studies by Stoiber et al. (1998) and Guralnick (1994) that parents with higher
educational levels hold more positive beliefs towards IE.
In this study, unlike that of Tofa and Manolitsis (2003), parents’ educational level
does affect their perception about IE. Specifically it affects the knowledge they have
and the benefits they perceive of IE. To compensate for the effect educational level
can have on parents’ perception and subsequent involvement in IE, parents with
lower educational levels can be identified by the respective IE schools and be given
more intense education. There can be collaboration between the government,
school and all stakeholders of IE to provide this education. PTA meetings will be
good platforms for this.
7.4.3

Perceptual variations within the parents based on gender

The findings of previous studies on variations based on gender were mixed. The
study by Tafa and Manolitsis (2003) found no variations based on gender.
Besevegis et al. (1997) and Kalyva et al. (2007) on the other hand identified gender
variations. While Besevegis et al. (1997) found women to have a more positive
attitude to IE than men, Kalyva et al. (2007) found fathers to be more favourable to
inclusion than mothers.
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The current study showed that males (fathers) had a higher mean on parents’
perceived benefits of IE M = 3.02, SD = 0.52) than females (mothers), (M = 2.98,
SD = 0.51), implying that, females perceive IE to be less beneficial than males (see
Table 5-8). However, the t-test results show that no gender differences existed in
the parents’ perceived knowledge, benefits and concerns about IE (see section
5.3.5.3). This supports the findings of Tafa and Manolitsis (2003) and is contrary to
the findings of Besevegis et al. (1997) and Kalyva et al. (2007). Educational
programmes for parents therefore should not target any specific gender; rather both
genders may attend and it should take into account the roles and needs of both
groups of parents.
7.4.4

Perceptual variations within the parents based on having a child with
SEN or not

Unlike any previous study, the present study found no statistically significant
difference between parents with and those without children with SEN and their
knowledge about IE (see section 5.3.5.4). Thus, parents in the present study did not
differ in their knowledge about IE based on whether they have a child with SEN or
not.
Contrary to previous studies which reported that parents without children with SEN
expressed concern about the negative effects IE can have on their child (Leyser and
Kirk, 2004; Palmer et al., 1998), the present study shows that there is no statistically
significant difference between the two groups of parents based on their concerns
about IE (see section 5.3.5.4).
Finally, previous studies showed that parents with children with SEN hold more
positive beliefs about IE (Elzein, 2009; Stoiber et al., 1998), The present study
however showed that there is no statistically significant difference in the two groups
of parents based on their perceived benefits about IE (see section 5.3.5.4). When
organising parent educational programmes, focus should not be on any specific
group of parents. It is more appropriate to adopt an inclusive approach.
7.4.5

Perceptual variations based on placement options

Studies conducted by Kalyya et al. (2007) and Balboni and Pedrabissi (2000)
reported that the age of parents was not related to their attitudes to inclusion and
that younger parents do not hold a different attitude from older ones respectively.
The present study found, contrary to these findings, that the preferred placement
option for children with SEN was influenced by parental age (see section 5.3.5.5).
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Evidence in Table 5-10 shows that younger parents (aged 20 and below and 31-40)
preferred inclusive placements more than older parents (41-60). The possible
reason for this, in my view, may be older parents are more entrenched in their
attitudes as a result of exposure to the negative societal attitude reported by Adera
and Asimeng-Boahene (2011) and Okyere (2003). The difference between the older
and younger parents is however marginal.
Evidence in Table 5-11 shows that the majority of the parents (61.1%) with the
highest educational qualification (degree) opted for inclusive placement for children
with SEN. Over 50% of the parents with other qualifications opted for placements
outside the inclusive school. In my view, by the virtue of their educational
qualifications, degree holders may be more enlightened and objective and
recognise the need to include children with SEN in all spheres of life.
The study also found that males (48.6%) were more favourable to IE placement for
children with SEN than females (44.0%). However, the main preference placement
option for both groups was the special school even though slightly higher
percentage of males (49.8%) as against females (46.9%) opted for this (see Table
5-12). It is important to note that the difference between males and female was
marginal.
Parents with children with SEN perceived IE placement as a better option than
parents without children with SEN (see Table 5-13). This notably diverges from the
findings of Evans and Lunt (2002), who found that parents with children with SEN
most often perceived placement in special schools as the best option. In this study,
parents with children with SEN see IE placement as the better option than parents
without children with SEN.

7.5

Parental expectations of inclusive education

In this section, the findings on PE of their children in inclusive schools in Ghana are
discussed. The components of PE that will be discussed are shown in the extract
from Figure 7-1 (see Figure 7-4 below).
Parental expectations (PE) of IE
1. The expectations parents have of
their children in inclusive schools
2. The roles inclusive schools are
playing to fulfil PE for their children
Figure 7-4: Excerpt three from Figure 7-1
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7.5.1

Parents’ expectation of their children in inclusive Schools

All parents have expectations for their children. Parents develop these expectations
about their children’s education through their own experiences or through
information provided by the school, media and other parents (Russell, 2003). The
parent participants in this study are no different. The results of both sets of data
revealed that parents did have expectations for their children in inclusive schools.
The questionnaires revealed that the three topmost expectations that parents have
for their children are the ability to read and write, develop social skills and do well
academically (see Table 5-14). The interview results also showed that parents had
academic expectations for their child. Paramount amongst them was their child
being able to read and write and manipulate figures. This goes to fulfil some of the
aims of acquiring education which are literacy and numeracy. The expectations of
the parents in the present study are not different from that of parents internationally
as reported by OECD (2006) and parents who have children in general education
schools in Ghana (Brooke, 2009). This confirms the assertion of Adeniji-Neill (2012)
that PE are universal. Using two different categories of parents (with and without
children with SEN), the current study revealed the commonalities in that they had
similar academic expectations for their children. The interviews revealed that the
parents wanted their children to acquire these skills at a functional level; that is, they
should be able use the skills acquired for daily living. This brings to mind the use of
functional academics proposed by Lewis and Doorlag (2005) in teaching children
with SEN. This involves using role plays and practical examples. For example, in
teaching mathematics children role play a market scene where buying and selling is
taking place. Lewis and Doorlag (2005, p.244) point out that:
Basic skill instruction must go beyond textbook and workbook pages: it
must extend into the real world if special students are to use tool
subjects to solve the problems of everyday life.
As there are no special methods (basically methods of teaching are universal) for
children with and without SEN (Mangal, 2011), both groups of children will profit
from the use of this approach.
Unlike the questionnaire, the interview results revealed that parents expected their
children to acquire some form of accreditation. For parents without children with
SEN, for example, parent 5 and 15 (see section 6.3.1), their expectation was that
their child will be able to acquire a degree or a PhD. Parents with children with SEN,
for example parent 6, also had similar expectations. In his case he wanted his child
to complete JSS with certification (see section 6.3.1). There is a link between this
finding and that of the questionnaire where 45.4% of the parents expected their
child to do well academically (see Table 5-14). This PE is similar to that of parents
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who have children in regular schools in Ghana, Hungary and England (Brooke,
2009; OECD, 2006; Batterham, 2003). Currently in Ghana, there is no way a child
can acquire certification without doing well academically.
Results of the questionnaire and the interview analysis showed that parents had
social expectations of their children (see Table 5-14 and section 6.3.2). Danish
parents also had similar expectations for their children (OECD, 2006). For the
questionnaire 50.8% of the parents expected their child to acquire social skills, while
only 94 (18.1%) expected their child to make friends. The disparity between the
number of parents who wanted their children to develop social skills and make
friends is outstanding. It raises the question of how parents understand the
development of social skills and how they expect it to be used. This certainly
warrants further investigation.
In the present study, 12 out of the 20 parents interviewed expected their children to
interact with their peers and make as many friends as possible. Previous
researches have established that inclusion generally improves the social climate,
children benefit from social interaction and it facilitates friendship between the two
groups of children (Fuchs and Fuchs, 1994; Peck et al., 1992; Green and
Stoneman, 1989). Palmer et al. (2001) reported that one of the reasons parents
supported IE was because it resulted in social skill improvement. It may be for this
reason the parents in the current study expected their children to acquire social
skills.
Results of the questionnaire and the interview analysis revealed that some parents,
irrespective of whether they had a child with SEN or not, expected their child to treat
and be treated equally, be accepted in class, and be a good citizen (see Table 5-14
and section 6.3.2). Treat and be treated equally and be accepted not only in class
but society has to do with the fundamental human right of people. Everyone
deserves to be treated equally irrespective of having SEN or not.
Rambiyana and Kok (2002) pointed out that school education is to benefit the whole
state. Thus, it is the desire of the state to have good citizens; education is the
means through which this can be achieved (Rambiyana and Kok, 2002). For
children with SEN however, it may not be any type of citizenship education that may
help them achieve the expectations of their parents and the state. It is probably for
this reason that Lawson, H. (2003, p.121) advocates for education through
citizenship as ‘‘the most enabling and empowering perspective on citizenship
education for pupils with learning difficulties’’. Unlike any prior study in IE in Ghana,
this finding is significant as the review of literature did not identify any study where
parents reported that they wanted their children to be good citizens.
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Results of the questionnaires and interviews further revealed that parents expected
their children to learn the cultural norms and values of their society. It is worth noting
that only 8.1% of the parents who responded to the questionnaire had this
expectation. The interview data recorded 16 out of the 20 parents interviewed
having this expectation. The disparity in response in the two data sets is difficult to
explain. Since the interview was face-to-face the parents were more open and it
helped to reveal in-depth information as the parents in their response came out with
different aspects of culture that they wanted their children to learn (see section
6.3.3). Learning these different aspects of culture will enable all categories of
children to be prepared for adult living and be accepted in society (Rambiyana and
Kok, 2002).
Investigating and analysing PE is vital as it may give the Government, MOESS and
the IE schools indications of what the parents expect of their children both in the
present and the future and they may in turn do everything in their power to ensure
that the children fulfil these expectations. A notable contribution of this study is that
the majority of the parents (78.3%) affirmed that IE schools were helping to meet
their expectations for their children (see section 5.4.1). This means that 21.7% of
both groups of parents were not having their expectations for their children being
met. The educational placement of children can be aimed at meeting PE for their
child provided these expectations are in line with the educational goals and
expectations of the nation. It therefore calls on the inclusive schools to intensify their
efforts to help the children met the expectations the nation as well as the parents.
Investigating PE of their children in their educational placements is therefore crucial
to help identify the parents’ expectations and then this can be compared to that of
the nation and any identified mismatch discussed. Collectively, the inclusive schools
and the parents can work towards fulfilling nationally acceptable educational
expectations for children.
Since parents have definite expectations for their children attending inclusive
schools. A hypothesis is that they would want to be involved and are knowledgeable
and have positive perceptions about IE. The discussion from the previous section
showed that the parents in the present study have knowledge about IE. However,
the majority (53.8%) of them were of the opinion that children with SEN should be
educated either in the special or regular schools (see section 5.3.4), indicating that
the majority of the parents were not in favour of IE placements for children with
SEN. Section 7.7 also shows that parents were involved in their children’s IE.
Although no testing was done to establish the relationship between PE, PP and PI
because the structure of the PE component of the questionnaire did not yield to
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statistical analysis, the assumption is that there is a relationship between them (see
section 2.5). The nature of the relationship will have to be explored by future
research as proposed in section 7.13.
7.5.2

The roles of the inclusive schools in fulfilling parental expectations for
their children

The study gave parents the unique opportunity to identify activities inclusive schools
were doing or yet to do to meet PE for their children. The questionnaires revealed
that paramount among the activities being done was making good use of academic
learning time, involving parents in decision-making and keeping parents informed
about their child’s progress. It was also discovered that even though the schools
were doing the following, there was the need for them to intensify their efforts in:
 Making the curriculum flexible to meet the needs of all children.
 Taking into consideration children’s needs when teaching.
 Giving children one-to-one support (see Tables 5-15 and 5-16).
These are really important when there are diverse learners and the goal is to
restructure the schools to make them conducive to meet the needs of all learners
(Loreman et al., 2005; Loreman and Deppeler, 2002; Kennedy and Fisher, 2001). A
worrying thing about these findings is that 53.5%, 34.9% and 48.8% parents with
children with SEN respectively indicated that the three activities were yet to be done
for their child (see Table 5-16). Gyimah (2011) suggests that teachers can adapt
both the physical environment and the curriculum to ensure that all children benefit
from inclusion. If the parents are saying that this was not being done then it is an
obstacle to successful inclusion.
The interviews provided data about the specific ways the school fulfils academic,
social and cultural PE for their children in inclusive settings. From section 6.3.4
there is evidence that the teachers are teaching numeracy and literacy, and also,
involving the parents in academic decision-making. One common PE that can be
said to be universal is the ability of their children to be able to read and write. This
has been established in this study (see previous section) and by Brooke (2009) and
OECD (2006). The teachers are effectively achieving this expectation through
teaching. Involving the parents in academic decisions is also very important at
promoting PI (Epstein, 2001; Hornby, 2000).
Additionally, only 2 out of the 19 parents interviewed said the teachers were giving
their children individual attention (see section 6.3.4.1). As noted earlier from the
questionnaire findings, this needs more attention (see Tables 5-15 and 5-16).
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Socially, the parents reported that the schools were engaging their children in group
work; extracurricular activities like games, drama, sports, reading groups and the
Scripture Union meeting (see section 6.3.4.2). These various activities gave the
children the opportunity to interact with their peers and develop socially.
Culturally, 15 of the 19 parents interviewed attested that the schools were teaching
RME and social studies through which the children learn the culture of the
community (see section 6.3.4.3). In addition, there were cultural group activities and
displays, and art and craft through which the values that society accepts were
taught to the children. Rambiyana and Kok (2002) draw attention to the fact that
exhibiting behaviours and attitudes that are culturally acceptable in society signifies
adulthood. The schools teach these accepted values and culture and in the process,
they are meeting PE for their children in inclusive schools. This was further
confirmed by 78.3% of the parents who indicated that their child’s educational
placement was helping to fulfil the expectations they have for their child and 57.7%
of them said that their child’s current educational placement was helping to improve
their child’s academic performance (see section 5.4.1).

7.6

Demographic variations in parental expectations

This section discusses demographic variations on the parents’ expectations for their
children in inclusive schools. The extract from Figure 7-1 shows the components of
the figure being discussed (see Figure 7-5).
Demographics of
parents

Parental expectations (PE) of IE
1. The expectations parents have
of their children in inclusive schools
2. The roles inclusive schools are playing to fulfil
parental expectations for their children
Figure 7-5: Excerpt four from Figure 7-1
7.6.1

Variations in parental expectations based on age-range

Unlike any of the studies reviewed, the present study addressed age-range
variations in PE for their children in inclusive schools (Russell, 2003; Russell, 2005;
Wolman et al., 2001; Foot et al., 2000; Tartar and Horenczyk, 2000; Crozier, 1999;
Bennet et al., 1998; Au and Pumfery, 1993). The results of the questionnaires
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showed that percentage variations in PE based on age-range existed, for example,
over 50.0% parents aged 20 and below to 40 years expected their children to
develop social skills, while 42.0% and 48.0% of parents aged 41-50 and 51-60 had
a similar expectation (see Table 5-17).
Also, while about 58.0% of the parents aged 20 and below expected their children to
be good citizens, a lesser percentage of parents (31.0% to 38.0%) between ages
21-60 had this expectation (Table 5-17). I find this interesting as my expectation
was that older parents may be more concerned about this than very young parents
as they were more matured.
Furthermore, the study showed that few (16.7%) very young parents (20 and below)
expected their children to learn a trade or skills for future employment. As parents
get older more of them expect this. Table 5-17 shows that 37.8% of parents aged
51-60 had this expectation.
Despite these variations in the percentages of the responses the chi-square test of
association in Table 5-17 showed that only one item had a borderline association
(p=0.05). Based on the findings in section 5.4.3.1 it may be concluded that parental
age does not influence PE for their children in inclusive schools.
7.6.2

Variations in parental expectations based on educational level

The present study also revealed that percentage variations in PE based on
educational levels existed. The evidence in Table 5-19 showed that although
parents in all the educational levels expected their children to be able to read and
write, a higher percentage of parents with MSLC (65.4%) expected this compared to
parents in the other educational levels. Also, development of social skills was the
expectations of 57.1% of the parents with a diploma while the highest percentage
response from the parents in the other educational levels was 49.4%. Chi-square
test for association results in Table 5-19 showed that there is an association
between parents’ educational level and their academic expectations for their
children.
Table 5-19 showed that the majority of parents (60.3%) with a degree expected their
child to do well academically compared to the other parents in the other educational
levels. The possible reason for this could be that because parents with a degree
were highly educated and had achieved academic success therefore expected their
children to do likewise.
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7.6.3

Variations in parental expectations based on gender

Evidence in Table 5-21 showed gender percentage variations existed in PE. A

greater proportion of female than male respondents expected their children to be
able to read and write (62.2% and 55.9%), be a good citizen (39.3% and 34.3%)
and learn a trade for future employment (30.9% and 26.9%). However, a greater
proportion of male than female respondents expected their children to be able to
develop social skills (52.9% and 48.2%), do well academically (49.0% and 42.2%)
and be treated equally (42.4% and 35.6%).
Despite these variations in the percentages of the responses, the chi-square test of
association reported in Table 5-21 showed that on all the items, no statistically
significant association existed. Based on the findings in section 5.4.3.3 it may be
concluded that gender does not influence parental expectations for their children in
inclusive schools (fathers and mothers have similar expectations).
7.6.4

Variations in parental expectations based on having a child with SEN
or not

This study, unlike any previous study, compared the expectations of parents with
and without children with SEN and found that variations in PE for their children
existed. Chi-square results in Table 5-23 showed that there was an association
between parents wanting their children to do well academically, be good citizens
and learn a trade.
The evidence in Table 5-23 revealed that a greater proportion of parents with
children with SEN (41.9%) expected their children to be treated equally, and be
accepted in class (26.2%) than parents without children with SEN (37.4% and
20.7% respectively (see Table 5-23). In my view, these parents may be feeling that
due to their child’s SEN their acceptance and treatment by other children may be
affected.
Contrarily, a higher percentage of parents without children with SEN (40.8%)
compared to parents with children with SEN (29.1%) wanted their children to be
‘good citizens’. This study however failed to reveal why fewer parents with children
with SEN had this expectation. Future research can examine this.
A higher percentage of parents who had children with SEN (35.5%) compared to
those without (25.9%) expected their children to learn a trade or skills for future
employment (see Table 5-23). Rambiyana and Kok (2002) reported that parents
wanted their children to be prepared for adult living and be employable. Wolman et
al. (2001) mentioned that parents wanted their children to be financially
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independent. Parents with children with SEN in this study were more concerned
about their children learning a trade and skills for future employment than parents
without children with SEN, probably because they were worried about their
children’s ability to be employed and gain financial independence due to their SEN.
7.6.5

Demographic variations in parents responses on whether inclusive
schools are fulfilling their expectations

As noted in section 7.5.1, the majority of the parents who participated in the study
professed that inclusive schools were helping to fulfil the expectations they had for
their children. Observing the parents responses in Table 5-18, it is evident that
variations based on age-range existed, despite the fact that the majority of them
were satisfied. Parents aged 20 and below were the most satisfied followed by
parents in the age-range of 41-50. Parents aged 51-60 recorded the least
affirmative percentage response of 67.6%, meaning that 32.4% of them felt their
child’s inclusive school was not helping to fulfil their expectations. It is possible that
being older and more experienced they expected more from IE.
Table 5-20 also showed that variations based on educational level existed. More
parents with MSLC (81.1%) reported that the inclusive schools were helping to meet
their expectation than all the other educational levels. However, over 76.0% of all
the other educational levels affirmed that the schools were helping to meet their
expectations.
Furthermore, Table 5-22 showed that variations based on gender existed. A greater
proportion of males (79.6%) than females (77.1%) reported that the inclusive
schools were helping to meet their expectations. The final interesting finding is that
79.3% of the parents without children with SEN as against 76.2% of the parents with
children with SEN had their expectations being fulfilled (see Table 5-22).
No apparent reason can be offered for some of the variations in responses
observed. In my opinion, the schools can investigate the expectations of parents,
and compare them to the national goals and expectations of education. If they are
found to be in line with the nationally expected goals of education then the schools
along with the parent can work towards achieving them. If they are not then
discussions may be held with the parents as to the reason why these expectations
cannot be fulfilled. This makes research studies such as the present one very
important as it will save the school time and resources in carrying out research in
exploring parental expectations.
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7.7

Parental involvement in inclusive education

This section discusses the parents’ current involvement in IE. The components of PI
that will be discussed are shown in the extract from Figure 7-1 (see Figure 7-6
below).
Parental involvement in IE
1. What the parents are currently doing
2. The additional ways parents want to be involved
3. How the inclusive school expect parents to be involved
4. How the schools promote PI
5. Facilitators and inhibitors
Figure 7-6: Excerpt five from Figure 7-1
7.7.1

Parents’ current involvement in inclusive education

The results of the study showed that the parents in the present study were involved
in their children’s IE. From the questionnaire results, the prominent areas of PI
were, providing children’s basic needs, attending PTA meetings, providing
information about their children, helping with homework and contributing to decisionmaking (see Table 5-25 and 5-26). The interview results in section 6.4 confirm that
the parents were engaged in these activities. Additionally, the results from the
interviews provided further details. For example, it showed that the parents attended
other school functions like open days and cultural activities besides PTA meetings.
One parent reported that he was part of the SMC. SMCs are the schools attempt to
involve the community in managing the school. It comprises parents, community
leaders, and stakeholders in education. The questionnaire results further showed
that some parents visited the school to look through their child’s books or enquire
about their child’s progress. The interview results revealed that besides these,
parents visited their child’s inclusive school to monitor their attendance or out of
concern for their child. This shows that the interviews helped to produce more indepth and detailed information and extended knowledge beyond the existing ideas
in the published literature.
The parents’ reported ways of involvement in IE are in line with some of the ways of
PI stated in the models of Epstein (1995) and Hornby (2000). From the model
suggested by Epstein (1995) these are: Epstein’s Type 1 (parenting), Type 2
(communicating), Type 4 (learning at home), Type 5 (decision-making) and Type 6
(collaborating with the community). Few parents in the present study engaged in
Type 3 (volunteering) (see Table 5-25, 5-26 and section 6.4.1). However, contrary
to the study by Ingram et al. (2007) which found parents to be involved in only the
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first two types of PI in the model proposed by Epstein (1995), in the present study,
evidence in the tables and section mentioned showed that all Types of Epstein’s PI
were in operation in Ghana although Type 3 was less patronised. The present study
further revealed two ways parents can be categorised as being involved in IE.
These are school visits and attending school functions and meetings. The parents
reported to have gained a lot from these visits and encouraged all parents to do
likewise (see section 6.4.1.1). The schools however, can consider adopting an open
door policy to accommodate parental visits and also invite parents to all school
activities as invitation for involvement is a motivator to PI (Simon, 2004; Kohl et al.,
2002; Epstein, 1986).
Areas of PI in IE that need to be encouraged in Ghana are Epstein’s Type 3
(Volunteering) or Hornby’s parents as resources and school visits to look through
their children’s books and discuss issues with the teachers. Previous studies have
also shown that few parents engaged in volunteering (Dhingra et al., 2007; Ingram
et al., 2007). Hornby (2011) reports that volunteering helps parents to get
information that would enable them to understand their children better. They gain
confidence in their ability and even may end up furthering their own education. The
results of the present study shows that when parents volunteer and teach, teachers
can learn from the wealth of information parents have and the children become
more interested in the lesson (see section 6.4.1.5). In my view, parent volunteer
teachers or those who engage in school visits gain first-hand knowledge of the
curriculum and their children’s academic performance and may be in a better
position to help their children with their homework. Also, it may help them set
realistic learning goals with their children as the questionnaire results revealed that
not many parents did this (see Tables 5-25 and 5-26).
7.7.2

How the school involved and expected parents to be involved in
inclusive education

During the interviews, parents described how the inclusive schools expected them
to be involved in their child’s IE. The results showed that the schools wanted
parents to provide their children’s basic needs such as, stationery, books, food, a
peaceful home environment, a place to study after school and everything the child
needs to learn effectively (see section 6.4.3). Under Epstein (1995) this falls under
Type 1 (parenting). Providing a place at home where children can learn is important
as it gives the child a personal space for studying. According to Ingram et al. (2007)
providing such a place encourages children to learn in a serene atmosphere. In my
opinion however, it is not all home environments that are serene and conducive for
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learning. Parents can consider making the home environment conducive for
learning by removing or reducing the presence of anything that may hinder the
child’s learning at home.
Providing the basic needs of children in my view is essential as it may give the
children the peace of mind to focus on their studies. Knowing the importance of a
balanced diet, the Government of Ghana launched the School Feeding Programme
in 2005 to help combat malnutrition and boost school enrolment (Ohene, 2012).
The parents also mentioned that they were expected to be members of the PTA and
attend meetings, engage in school visits, decision-making, parent-teacher
consultations, volunteering, ensure attendance and punctuality of their children at
school, help with homework and discuss whatever transpired during the school day
with them (see section 6.4.3.1). These fall under Type 1-6 and parental
contributions of models by Epstein (1995) and Hornby (2000) respectively.
The questionnaire results showed that the inclusive schools were involving the
parents in IE (see Tables 5-32 and 5-33). The ways the parents were being involved
are in line with Epstein (1995) Types 1-6 of PI numerated in her model (see Table 21), and contributions of parents identified by Hornby (2000) (see section 2.4.4.3).
From the interview responses, it may be said that the pilot inclusive schools in
Ghana are involving parents in PTA/other school activities. They informed and
educated parents on things they should or should not do for their children,
communicated with parents about every aspect of their childen’s IE, engaged
parents in parent-teacher consultations, decision-making. Also, 3 out of 20 parents
mentioned that parents were involved in volunteering and 2 out of 20 mentioned that
they were members of the SMC (see section 6.4.3).
Tables 5-32 and 5-33 and section 6.4 showed that the there are two areas that the
schools needed to intensify their efforts in involving parents. These are engaging
parents in volunteering (which has already been discussed in section 7.7.1) and
engaging in home visits. Using principals as their research subjects, Hornby and
Witte (2010) reported minimal use of home visits by school staff in New Zealand;
the present study used both headteachers and parents and had similar results.
Agreeing with Hornby and Witte (2010) the results of the present study showed that
this component of PI is being underutilised in New Zealand and Ghana.
Hornby and Witte (2010) pointed out that parents (especially those with children
with SEN) appreciate home visits. They mentioned that it is an opportunity for
teachers to deal with parental questions and concerns. The interview results (n=13)
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showed that the parents would want the schools to engage in home visits. Parent 4
mentioned that she ‘will feel more supported by the school’ and children will be
better behaved if this was done (see section 6.4.4.3). Also, it enables teachers to
build rapport and be able to understand the home situation of the children and how
it affects learning (Meyer and Mann, 2006; Hornby, 2000). Additionally, it has been
reported to result in parents having more confidence to be involved in the education
of their child (Logan and Feiler, 2006). Additionally, it is a way the school can
strengthen its partnership relationship with parents. For these associated benefits,
the MOESS can consider including home visits in the policy document of the
inclusive schools (see section 8.1.3.2 for further discussion on this).
7.7.3

Additional ways parents want to be involved

The results showed that the parents had additional ways they wanted to be involved
in IE. From Table 5-34 the three top ways the parents wanted to be involved are:
assisting children in road crossing, helping with the school library, and listening to
pupils read in class. These can be categorised under Resources (Hornby, 2000) or
Volunteering (Epstein, 1995). The opinion of the majority of the headteachers was
that the parents would want to assist children with road crossing, act as guest
speaker on speech days and help with sports coaching. Since the majority of the
parents chose the mentioned options it may be concluded that they are the areas of
preference for them, followed by the other areas in the table.
Additionally, 50.8% of the parents who responded to the questionnaire mentioned
other ways they wanted to be involved in IE. These parents wanted to be part of
decision-making, be resource persons or fundraisers and be involved in disciplinary
issues relating to their children. Some of them felt they needed more education on
how to help their child (see section 5.5.4.3). These were corroborated by the
interview results as the parents interviewed had similar desires (see section 6.4.4).
Parent 19 suggested that the school run seminars and workshops to educate
parents on how they wanted them to be involved and that schools should not just
assume that parents know how to be involved (see section 6.4.4.2). To Hornby
(2011), parents are interested in engaging in educational programmes aimed at
‘‘promoting their child’s progress or managing their behaviour’’ (p.36). The results of
the present study showed that parents are interested in engaging in educational
programmes that give information on how to be involved and educate them on their
expected roles.
Parents with children with SEN wanted the school to involve them in IEP
development. This is important as the interviews showed that the parents with
children with SEN were not involved in IEP development (see section 6.4.4.5).
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Some of the parents had not even heard of IEPs. This is not unexpected as Hooker
(2007) reports that even amongst teachers in Ghana the concept of IEP is not
widely known and that the link between the IEP and general curriculum has not
been clarified. The question is, do inclusive schools in Ghana develop and use
IEPs? If they do, how were they developed without parental input and signature? If
they do not, what justification do they have for not using it? There is need to
investigate these issues further. If interviewing headteachers had been part of the
present study, then this issue could have been addressed. The headteachers could
have been asked if they use IEP for children with SEN in their schools. If so, who
developed it, how is it used and how often is it revised? Most of the ways mentioned
by the parents in both instruments have been numerated by Hornby (2000).
Engaging parents in them can help boost their involvement in IE.
The opinion of some of the parents (7.5%) was that it is the government’s
responsibility to be involved in the education not theirs (see section 5.5.4.3). By this
the parents meant that the education of children is the government’s sole duty and
parents have no part to play and therefore did not have to be involved. This
response indicates that parents with such an attitude may not want to be involved in
their children’s IE. It is possible that, in their view, once the child is in school their
responsibility ends. This mentality may be as a result of their lack of knowledge on
how to be involved. Epstein (1990) pointed out that parents lacked the knowledge of
how to be involved in their children’s education. Consequently, 13 out of the 20
parents interviewed and (13.3%) of the parents who responded to the questionnaire
said they need education on how to be involved and the roles and responsibilities
expected of them (see sections 6.4.4.2 and 5.5.3). DfES (2001) states that it is
important to help parents ‘‘recognise and fulfil their responsibilities as parents and
play an active and valued role in their children’s education’’ (p.16). Educating
parents on how to be involved and their expected roles and responsibilities as
suggested by the parents in this study is a way parents can be made aware of how
to be involved and the roles and responsibilities expected of them in the school.
Before this education is given, a national policy on PI can be put in place as
suggested by Hornby (2000). This will enumerate parental responsibilities for their
children along with how parents can be involved in IE. Parents can then be
educated on the policy. The inclusive schools and parents may then work in
partnership to enhance PI and optimise the educational experience of children.
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7.7.4

Comparing parental involvement and how the school wants and
expects parents to be involved in inclusive education

Figure 7-7 shows the parents’ current involvement and additional ways parents want
the schools to involve them compared to how the schools involve and expect
parents to be involved in IE. The items in Figure 7-7 which are derived from the
questionnaires are indicated with letter q and those from the interviews are
indicated with letter i.
Parents’ involvement
and additional ways
they want to be
involved in IE

 IEP (i)
 Home visit (i)
 Discipline (i)

School involvement of
parents and expectation
of involvement

 Setting
learning goals
goals for all
children (q)
 Decision-making (q, i)
 Volunteering (q, i)
 Parent-teacher
Consultation (q,i)
 Education (q, i)
 Provision of basic needs (q, i)
 Communication(q, i)
 Homework (q, i)
 School visit (q, i)
 School meetings, activities,
PTA and SMC (q, i)
 Attendance and
punctuality (i)

Figure 7-7: Parents’ involvement and how schools involved parents
The evidence in the intersection of the two circles in Figure 7-7 show that the
parents are involved and also, that the schools are involving the parents in IE in
various ways. Figure 7-7 shows that there are three additional ways the parents
want to be involved that is not currently happening. These are: IEP development,
discipline and the school staff engaging in home visits (see section 5.5.4.3 and
6.4.4).
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Also, the schools expect parents to be involved in setting learning goals for their
children but evidence in Tables 5-25 and 5-26 show that few parents do this.
Section 6.4.4.5 shows that all (n=7) parents with children with SEN interviewed said
they did not set learning goals with their child and the schools did not involve them
in setting learning goals.
It is important to note that although the intersection between the two areas shows
that the enumerated types of PI are being done, the data is more nuanced. It is not
simply the forms of involvement that is being evidenced. For example sections
6.4.4.1, 6.4.4.2 and 6.4.4.4 show that parents want to be more involved in decisionmaking, volunteering and education on how to be involved in IE. A later section
notes how contextual factors also impact on the level of involvement (see section
7.8)
7.7.5

Facilitators to parental involvement in inclusive education

The results of both instruments showed that effective communication and
understanding between the home and the school are facilitators to PI (see Tables 535 and5-36 and section 6.4.5.1). The parents reported that various channels were
used to communicate with them. Amongst these were phone, letters, newsletters,
communiqués and verbal information. Both Epstein (1995) and Hornby (2000)
identified this as crucial. Hornby identified communication as one of the needs of
parents, while Epstein (1995) emphasised the need for a two-way communication
between school and home.
The parents in the present study were satisfied with the communication that existed
and acknowledged the importance of not only communication (see section 6.4.5.1),
but also the school’s ability to understand them and their children. The schools
should continue communicating with parents through as many channels as possible
(Hornby 2011; 2000). It may also be helpful to find out from parents their preferred
mode of communication so that the schools utilise them. The focus of the
communication may be information about upcoming school programmes and may
also include information on their children's progress, their strengths and
weaknesses (Hornby, 2000; Epstein, 1995). Good communication can help facilitate
a strong relationship between school and home.
The results of both instruments showed that the parents identified participation in
decision-making as a facilitator to their involvement in IE (see Tables 5-35 and 5-36
and section 6.4.5.3). The questionnaire results further indicated that when schools
respect parents’ decisions and views then parents are more motivated to be
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involved in the IE of their children. Decision-making is one of the identified ways of
PI in the model proposed by Epstein (1995) whereas Hornby (2000) refers to this as
a parental contribution.
The parents and headteachers acknowledged that a welcoming school environment
facilitated their involvement in IE (see Tables 5-35 and 5-36). The interview results
showed that this is about the physical environment (see section 6.4.5.5). The
MOESS in conjunction with the schools may consider keeping the schools well
painted and having well cared for flowers to improve the physical environment of the
school. Closely related to this is the attitude of the school staff as they contribute to
making the school welcoming. During the interviews some parents (see section
6.4.5.2) pointed out that if teachers are friendly and ready to talk and listen to them
they feel more willing to come to the school to discuss issues with them. Teachers
and all school staff can, as a matter of policy, be trained on how to welcome and
interact with parents. This may form part of the pre-service or INSET programmes.
The schools can also maintain an open door policy as this will encourage parents to
come to the school and be involved in IE.
Five parents interviewed identified the school involving them in school activities as a
facilitator to their involvement (see section 6.4.5.4). There is need for effective
communication between the parents and the school if parents are expected to
attend these activities. The goal is to keep parents informed and involved in all
school activities and programmes (Epstein, 2008; 1995).
The questionnaire results revealed that the majority of the parents and
headteachers were of the view that, when the schools educated parents on the
need for involvement and how to be involved, it facilitated PI (see Tables 5-35 and
5-36). The interview results revealed (in section 6.4.4.2) that parents wanted to be
educated on what to do for their children and how to be involved in their children’s
IE. This is an indication that given the requisite education, parents may be more
involved as they will have adequate knowledge of what is expected of them and
they can even initiate involvement activities like coming to the school for information
or requesting consultations with the teachers. The inclusive schools can educate
parents on their expected roles and responsibilities as it can help to strengthen
home-school partnership.
Intensive teacher training on how to involve parents in IE was identified by both
groups of questionnaire respondents as a facilitator to PI (see Tables 5-35 and 536). Even though the present study did not investigate to establish if this was being
done, I examined the curriculum for training teachers at the University of Cape
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Coast, Winneba and the colleges of education in Ghana. This showed that what
was missing from the pre-service training of teachers was how to involve parents in
IE or how teachers and parents can work in partnership to help children fulfil their
educational potential. Hornby and Witte (2010) point out that without pre- and inservice training of teachers on PI, the success of government initiatives for
improving PI may be limited. In Ghana, there is no documented government
initiative in improving PI in IE. However, the SENPF (2005) expects parents to enrol
their children in school and be involved in their education.
Furthermore, the majority of the parents and headteachers identified school
authorities treating parents as equals, providing support for parents and addressing
their concerns as facilitators to PI (see Tables 5-35 and 5-36). Support for parents
was identified by Hornby (2000) as part of needs of parents. The parents
interviewed pointed out that all parents were expected to be part of the PTA which
served as a support group for parents (see section 6.4.3.1). The parents also
mentioned consultation with teachers (see section 6.4.2.3) as an activity the school
expected them to be involved in. During such meetings, they can ask questions for
clarification, advice or help and this further constitutes parental support. The parents
can also offer vital information or suggestions about their children. The inclusive
schools can consider broaden the scope of parental support to include counselling
services.
Hornby (2010, 2000) point out that having a policy on PI will help to promote PI as it
will spell out various ways parents can be involved as well as the ways the schools
can help. Ghana however lacks such a policy. At the pilot study stage of the present
study, headteachers were asked whether such a policy existed; the 10
headteachers who participated in the pilot said there was no policy. I contacted the
MOESS to find out if such a policy existed. If it did then individual schools could
develop their own school policies of PI based on that, but I was told that there was
none. There is the need for the MOESS, in conjunction with the schools and
parents, to consider developing a policy on PI in Ghana as the majority of the
questionnaire respondents were of the opinion that such a policy would facilitate PI
in IE (see Tables 5-35 and 5-36).
Unique to this study, the results of the interviews showed that the FCUBE policy of
the government, which resulted in free education at the basic level (primary
education), acted as a facilitator to PI as parents no longer had to pay school fees.
This shows that the parents do appreciate this initiative. Additionally, the parents
reported that knowing the future benefits of education and their child’s zeal for

233
learning also facilitated their involvement. The question is will these parents still feel
motivated to be involved in their children’s IE when the FCUBE programme ends in
2015? This will merit further research. This study can investigate parental views
about the impact of FCUBE on IE in Ghana. Unstructured interviews can be used to
get in-depth information from the parents. The parents can be asked whether they
will still be motivated to be involved in their children’s IE when the FCUBE
programmes ends and what they think should be the next step the government
should take in the area of education.
A unique result of the interviews was parents’ emotional expressions (see section
6.5). The parents expressed happiness, satisfaction and optimism with some issues
about their children’s IE (see sections 6.5.1 and 6.5.2).
Emotions have been reported to have a direct and powerful influence on behaviour
(Loewenstein, Weber, Hsee, and Welch, 2001; Booth and Pennebaker, 2000;
Solomon, 2000). Using it in this context will mean that if parents are expressing
positive emotions about various issues in relation to their children’s IE, then they
may want to be more involved. Supporting this, Parent 8 mentioned that the
pleasant attitude of the teachers made her want to support the school in everything.
This shows that the teachers’ pleasant attitude which resulted in the feeling of
happiness (which is an emotion) triggered the desire for increased involvement
(which will result in behaviour, for example, more school visits) and support for the
school. Parental emotional reactions may therefore lead to parents’ increased
involvement in IE. There is the need to investigate this area further. However, the
inclusive schools should be aware of the emotions the parents are expressing in
relation to various aspects of IE as some of these emotions may help to facilitate PI
in IE in Ghana.
7.7.6

Inhibitors to parental involvement in inclusive education

The analysis of both the questionnaire and the interview data showed that financial
constraints were an inhibitor to PI in Ghana. So far, in the literature reviewed, no
study mentioned that parents had identified this as being an inhibitor to PI (see
section 2.4.3.1). The reason for this may be that most of the studies were conducted
in more developed countries where the poverty rate is not high, unlike Ghana where
28.5% (Central Intelligence Agency, 2012) of the population are living below the
poverty line.
The means of the headteachers and the parents in Tables 5-37 and 5-38 showed
that the majority of them were of the view that ‘‘parental lack of knowledge to be
involved’’ was an inhibitor to their involvement. Closely related to this was ‘‘parental
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lack of knowledge on how to help their child’’. Epstein (1990), identifying barriers to
PI, noted that very few parents know what the school expects from them or how
they should contribute towards their children’s education. This is exactly the case for
parents in Ghana. It was probably for reasons such as these that the parents in
section 6.4.4.2 requested to be provided adequate education on how to be involved
and what is required of them as parents. As suggested by Parent 19 the schools
should have periodic training for parents in this area.
Morris and Taylor (1998) pointed out that due to language barriers, parents may be
unable to help their children with homework. The results of the questionnaires
showed that the majority of the parents and the headteachers perceived ‘‘parents’
inability to communicate effectively in English’’ as a barrier to PI (see Tables 5-37
and 5-38). The interview results in section 6.4.6.5 showed that the parents’ inability
to help with homework was a barrier to their involvement. Reasons for this might be,
they did not understand or lacked knowledge about what was required, they were
uneducated or had problems with English. All these are related to ability to
communicate, lack of which affects PI in IE. The effect of language barrier goes
beyond helping with homework to actual communication with teachers or school
authorities. Parents with this problem may feel self-conscious and be reluctant to
interact with the school personnel. For such parents, the local dialect may be used
for communication.
Closely related to the parents’ inability to help with homework were the parents’
busy work schedule and parents not having time for their children as identified in
section 6.4.6.3 and Tables 5-37 and 5-38. Some of the parents interviewed said that
they were unable to help with homework or attend school activities or programmes
due to their busy work schedules. This corroborates with the study carried out by
Williams, Williams and Ullman (2002) which found that parents in England cited
work commitment and lack of time as barriers to their involvement amongst other
factors (see section 2.4.3.1). In my view, parents who make such excuses may not
be committed to the education of their children and may require counselling.
Some of the parents and headteachers considered ‘‘parents and school authorities
having opposing views about what should be involved in the IE of the child’’ as an
inhibitor to PI (Tables 5-37 and 5-38). In section 6.4.6.4, 10 of the 19 parents
interviewed also identified this as a barrier to PI. Opposing views can seriously
affect the parents’ desire to be involved as they will not feel listened to. Opposing
views can arise when parents do not really understand what is going on or the
nature of their children’s SEN or where the school is not empathising with parents.
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In my view, to address this, parents may have to be communicated with and
everything well explained to them, and collective decisions between the teachers
and parents taken. Teachers have to ensure they do not impose their views. They
can employ effective communication and listening skills as recommended by
Hornby (2011) to effectively communicate with parents about the issue being
discussed.
The means in Tables 5-37 and 5-38 show that some of the parents and
headteachers perceived ‘‘teachers not have adequate training on PI’’ as an inhibitor
to PI. Documented in the literature is the observation that many teachers lack the
skills, knowledge, strategies and attitudes they need to effectively interact with
parents (Hornby, 2000; Morris and Taylor, 1998). This has been attributed to lack of
training to work with parents (de Acosta, 1996; Epstein and Dauber, 1991). Another
possibility might be that the teachers do not have time for the parents (Hornby,
2000). This can be manifested in the teachers not listening to the parents with the
excuse that they are busy (see section 6.4.6.7). As pointed out in section 7.7.5, the
curriculum of the teacher training institutions in Ghana did not include how teachers
should involve or work with parents in the IE of their children. As a matter of urgency
MOESS can consider revising the curriculum to include how to involve or work with
parents in IE.
Related to the issue of training on how to involve parents in PI is the ‘‘unwelcoming
attitude of school staff’’ identified as a barrier to PI in section 6.4.6.7. Some of the
parents interviewed mentioned that the teachers were not ready to talk with them or
listen to what they had to say or were unfriendly or impolite. These attitudes of the
teachers are very unprofessional. There is the need to emphasise during preservice and INSET programmes the need for teachers to be professional in their
dealings with parent. During PTA meetings the parents can be informed about the
suitable times within the school day they can come and discuss with staff any issues
or concerns they have and how these meetings should be booked. One parent
described how she felt that the teacher had more time for her if she went during
break time rather than class time. Even though it worked, in my view it is
inappropriate as it meant the teacher was forfeiting her break.
Lack of communication between the home and the school was another identified
barrier by some of the respondents (see section 6.4.6.6 and Tables 5-37 and 5-38).
Additionally, several researchers have identified it as a possible inhibitor (Lawson,
M 2003; Thompson, 1996; Armstrong, 1995; Mannan and Blackwell, 1992; Epstein,
1986).
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Some of the parents interviewed (n=7) complained that the school sometimes did
not tell them everything they needed to know or failed to notify them of some
decisions or school activities (see section 6.4.6.6). The result of this is either they
failed to turn up for some school events or they were left in ‘the dark’ which Parent 6
reported as being an unpleasant feeling. Roffey (2002) points out that parents want
to know all that is going on for their child in the school. This includes information
directly concerned with their child’s progress and pending school activities and
programmes. Communication is a basis for formation of a strong relationship
between the parents and the school (Baker and Manfredi-Petitt, 2004). Also,
Epstein (2008; 1995) and Hornby (2000) identified it as essential components in PI
due to its importance. The schools must endeavour to maintain effective two-way
flow of communication between them and the parents to facilitate PI. According to
Hornby (2011) some examples of exemplary practice being used in England, New
Zealand and Barbados include schools communicating to parents their rights and
responsibilities through their websites and handbooks. They also use letters,
forums, newsletters, text messages, telephone calls, emails and homework diaries.
Hornby (2011) describes how parents can communicate with the school using
letters or notes, telephone calls and emails. Although parents are expected to make
appointments to see staff, they are still attended to if they turn up unexpectedly at
the school.
The results of the interview revealed that not being involved in decision-making was
an inhibitor to PI. As established in the previous section, decision-making is part of
the core components of the models of PI proposed by Epstein (1995) and Hornby
(2000) respectively. The parents (n=15) acknowledged that they were not totally left
out of decisions, rather they were involved in some while others were impositions
from the school and this was what they did not want. Parent 19 pointed out that the
autocratic decision-making process by the schools did not help and that they as
parents must be involved in all decisions concerning their children. It is disturbing to
note that a critical decision such as moving a child from the present class to another
was not made with the parent in attendance as Parent 15 mentioned in section
6.4.6.1. The pilot inclusive schools must endeavour to include parents in all vital
decisions concerning their children and major changes in the school activities or
programmes. Sometimes it might be difficult to include all parents in administrative
decisions. However, PTA meetings can be held and issues discussed and parents’
opinions and views sought before such decisions are taken. The inclusive schools in
Ghana must start treating parents as equal partners. When they do, they will include
parents in all decisions concerning their child.
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Some (n=3) of the parents mentioned that lack of societal acceptance of children
with SEN was a barrier to their involvement (see section 6.4.6.8). The parents who
mentioned this had children with SEN. This finding was unique to this study as the
literature available did not document this as an inhibitor to PI rather as a challenge
to IE in Ghana (see section 2.2.3.1).
The areas of concern of these parents were people ridiculing their children, labelling
and passing cruel comments about their children with SEN. It has already been
established that society’s attitude towards people with SEN in Ghana was negative
(Adera and Asimeng-Boahene, 2011; Agbenyega, 2003; Oliver-Commey, 2001). If
these negative attitudes are causing parents to be embarrassed and not want to
take their children to school activities and programmes, then it is an issue of great
concern. These negative societal attitudes may be limited or eradicated with
education using the mass media. For example, there can be periodic programmes
on radio and television about SEN conditions and the need for the public to treat
people with SEN equally. Such programmes can sensitise people about the plight of
people with SEN.
Three parents mentioned that the distance between their home and school were
inhibitors to their involvement (see section 6.4.6.9). Mitchell (2005) in identifying
features of IE mentioned that the children are entitled to ‘‘full membership in regular,
age-appropriate classes in their neighbourhood schools’’ (p.4) (see section 2.2.1.1).
In my view, Mitchell advocated for neighbourhood schools to foster community
integration of children with SEN and also due to proximity to the child’s home. This
calls on the Government and GES to establish more inclusive neighbourhood
schools to ease the travel distance for both the parents and their children.
In section 7.7.5, it was pointed out that parents expressed positive emotions which
may facilitate their involvement in IE. Parents also expressed some negative
emotions (frustration, anger and sadness - see sections 6.5.3, 6.5.4 and 6.5.5).
Since emotions can influence behaviour (Loewenstein et al., 2001; Booth and
Pennebaker, 2000; Solomon, 2000) it is likely that the parents’ negative emotions
may also influence their behaviour (in this case their involvement in IE). Since the
emotions they were expressing were not pleasant, it is likely that the behaviour they
will emit towards IE and their involvement in their children’s IE will be negative. The
pilot inclusive schools and MOESS can monitor the emotions parents are
expressing as it may give indication of things parents are unsatisfied with. They can
then put the necessary measures in place to rectify things. This may help ensure
that parents are satisfied and happy.
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7.8

Demographic variations in parental current involvement

This section discusses demographic variations of age, educational level, gender
and having a child with SEN or not on the parents’ current involvement. The extract
from Figure 7-1 shows the components of the figure being discussed (see Figure 78 below).
Demographics of
parents

Parental involvement in IE
1. What the parents are currently doing

Figure 7-8: Excerpt six from Figure 7-1
7.8.1

Variations in parental current involvement based on age-range

Unlike any of the studies reviewed (Dhingra et al., 2007; Parsons and Bynner, 2007;
Williams et al., 2003; Williams, Williams and Ullman, 2002; Ho Sui-chu and Willms,
1996), the present study found that parental age-range did not impact on their
current involvement (see section 5.5.3.1 and Figure 5-22). Even though Table 5-27
showed that there were variations in the means of the various age-groups and
especially parents less than 20 and parents within 51-60 age-ranges, there were no
statistically significant differences of age on the parents’ current involvement,
implying that, parents of all age-ranges can equally participate in IE.
7.8.2

Variations in parental current involvement based on educational level

The results of the present study showed that educational level of parents does have
an effect on parents’ current involvement in IE (see section 5.5.3.2). Implying that
parents with different educational qualifications varied in their level of involvement in
their children’s IE. The average educational levels in Table 5-28 showed that
differences existed. This was confirmed by one-way ANOVA which showed
statistically significant differences. However, the post-hoc tests conducted were
unable to identify the source of the differences.
Despite this, diploma and degree holders recorded the highest average in Table 528. The conclusion is that the higher the educational level of the parents, the more
involved they may be in their children’s IE.

This adds more credence to the

research finding that parents with low literacy are less likely to help their children
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with reading and writing (Parsons and Bynner, 2007; Williams et al., 2003). Based
on the results of the current study, the parents’ low involvement may not only be
limited to the mentioned areas but rather PI in general. The implication of this is that
in developing PI programmes, parents with lower educational levels can be given
more attention. Also, parents with lower educational levels can be encouraged to
further their education or engage in adult literacy programmes.
7.8.3

Variations in parental current involvement based on gender

The findings of the present study showed that gender does have an effect on
parents’ current involvement in IE. Males reported being more currently involved
than females (see section 5.5.3.3). This finding was rather unexpected as it is the
general belief that females are more involved in their children’s education than
males. In support, Williams et al. (2002) reported that in England more mothers than
fathers are likely to feel more involved in their children’s education if they do not
have to work full time. Dhingra et al. (2007) reported that mothers engaged in more
school visits and discussion with teachers about academic issues than fathers.
However, their study showed no statistically significant differences in the
participation of parents in school activities based on gender.
The findings of the current study imply that there is need to engage and involve
mothers more in IE. This can be done through directly inviting them to school
activities and programmes (Simon, 2004; Kohl et al., 2002; Epstein, 1986), or
school staff going on home visits and holding discussions with them about the
importance of their involvement in their children’s IE (Hornby, 2011; 2000). The
national media can be used to educate them in this area. For example, television
and radio programmes on the importance of PI in IE can be aired with parents
having the opportunity to call in and ask questions or seek clarifications. Also,
newspaper and magazine articles can be published about PI in IE and the roles and
responsibilities of parents in their children’s education.
7.8.4

Variations in parental current involvement based on having a child
with SEN or not

The present study showed statistically significant differences in the current
involvement of parents with and without children with SEN (see section 5.5.3.4).
Parents without children with SEN were more currently involved in IE than parents
with children with SEN.
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Although there was limited literature in this area, research conducted by Ho Sui-chu
and Willms (1996) revealed that parents with children with learning and behavioural
problems were less involved in their children’s education. The present study did not
focus on only parents with children with learning and behavioural problems but
rather parents with various SEN conditions enrolled in the pilot inclusive schools in
Ghana.
This finding was unexpected as my initial position was that parents with children
with SEN would rather be more involved considering their children may need more
assistance to succeed educationally. There is the need to further investigate why
there is this disparity. Further qualitative research can be carried out to find out what
is causing parents with children with SEN to be less involved in IE.
Could it be that their low involvement is associated with the negative societal
attitudes towards children with SEN in Ghana as reported in the literature? If so,
there will be the need to engage in public education on SEN as this will help to
erase the negative age-long superstitious beliefs and negative societal attitudes
described by Adera and Asimeng-Boahene (2011) and Okyere (2003).
The medium for this can be the national media and also parent education
programmes during PTA meetings. Parents with children with SEN need to be
educated on their roles and responsibilities towards their children in inclusive
schools. Developing a nationwide policy on PI, which may be adopted by the pilot
inclusive schools, may help to get all parents (not only those with children with SEN)
more involved in IE. Or can their low involvement be due to the additional demands
PI brings? Whatever the reason, parents need to be given education about SEN, IE
and their expected roles as they suggested in section 6.4.4.2.

7.9

Relationship between parental perception and current
involvement in inclusive education

This section discusses the findings on the relationship between PP and parental
current involvement in IE. The extract from Figure 7-1 below shows the aspect of
the figure being discussed (see Figure 7-9)
.
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Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns

Parental involvement in IE
1. What the parents are currently doing

Figure 7-9: Excerpt seven from Figure 7-1
Unlike any previous study I am aware of, the current study has established that
there is a relationship between PP (knowledge and benefits) and parents’ current
involvement in IE. The regression line in Figures 5-27 and 5-28 showed that there
is some association between parents' knowledge and their perceived benefits, and
their current involvement. The Pearson product moment correlation coefficient test
conducted to quantify the relationship showed a positive weak relationship.
However, it may be said that, high level of knowledge and perceived benefits in IE
may tend to be associated with high levels of parents’ current involvement in IE.
The study however found no association between parental concerns about IE and
current involvement (see Figure 5-29). The Pearson product moment correlation
coefficient test conducted showed no relationship between the two variables. This
implies that the parents’ concern and their current involvement are not linked in any
way. This is also unexpected as rationally one would expect that the more concerns
parents have about IE the less they will be involved. This study contradicts this
popular notion.
These findings are very important as they draw attention to the need to consider
increasing parental knowledge about IE (if the goal is to increase PI in IE) through
carefully planned and structured parental education programmes (see chapter eight
for further recommendations).
Even though the study established that there is no relationship between parental
concerns and their current involvement. Policymakers, MOESS, GES and the
inclusive schools should not overlook or underrate the concerns the parents have.
Rather they can periodically conduct research to find out these concerns and
address them in their inclusive educational programmes for parents. Some of the
concerns the parents have may be due to lack of adequate knowledge about IE.
The study shows in section 5.5.8.2 that as knowledge increases concerns of
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parents about IE may decrease. Also, section 5.3.1 showed that some parents
lacked adequate knowledge in IE.
It was not possible to statistically test for a relationship between PP and PE,
parental current involvement and PE of their children in inclusive schools. This was
because while the PP and PI aspect of the questionnaire were both Likert scale, the
PE component was not. This made it impossible to conduct statistical analyses such
as; correlation, t-test or ANOVA. There is the need to explore this area in future
research. In doing this, the PE component of the questionnaire can be changed
from parents just ticking three top priority expectations (see Appendix B) to Likert
scale items.

7.10

The applicability of Epstein and Hornby’s model of parental
involvement in the Ghanaian context

My justification for the use of the models of PI, suggested by Epstein (1995) and
Hornby (2000), as the theoretical basis for the PI component of this study was given
in section 2.4.4.4.
The results of the study showed that both theories were applicable to the Ghanaian
context as components of both theories were identified in section 7.7. All types of PI
mentioned in Epstein’s (1995) model are in operation in Ghana. The discussion in
section 7.7 further showed that Hornby’s (2000) model could also be applied. For
example, all parents were part of the PTA and at their meetings they have the
opportunity to contribute to policy. Additionally, a few parents acted as resources.
They provided the school with information about their children and they collaborated
with the school by helping their children with homework and engaging in school
visits for various reasons. School visits was part of collaboration in the model
proposed by Hornby (2000). The empirical data also showed that parents had
needs in relation to communication, liaison (indicated by request for home visits),
education and support in terms of counselling and how to be involved in IE.
In section 7.7, parental needs and ways they were or wanted to be involved in their
children's IE were discussed. Some of these were not explicitly mentioned in the
models of PI proposed by Epstein (1995) and Hornby (2000). Table 7-1 shows a
comparison of parental needs and types of PI mentioned by the two theorists and
those identified by the present study. The source of this table is information from the
quantitative and qualitative data presented in sections 5.5 and 6.4 respectively and
discussed in section 7.7 and information from Hornby and Epstein models of PI
presented in section 2.4.4.
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Table 7-1 shows that there are parental needs and types of PI common to the two
pre-existing models. There are some, for example, ‘‘free/subsidised education’’ and
‘‘discipline’’ that are unique findings of this study.
Table 7-1: Comparison of the components of Hornby (2000) and Epstein
(1995) models and the findings from the empirical data
Hornby

Epstein

Empirical data

Parents’ needs
Communication

Yes

Yes

Yes

Support

Yes

Yes

Yes

Education

Yes

No

Yes

Liaison

Yes

Yes

Yes

Understanding parents

No

No

Yes

Policy on PI

No

No

Yes

Free/subsidised education

No

No

Yes

Attitude of school staff

No

No

Yes

Trained teachers on PI

No

No

Yes

Types of parental involvement
Parenting

No

Yes

Yes

Communication

Yes

Yes

Yes

Volunteering

Yes

Yes

Yes

Collaboration

Yes

Yes

Yes

Decision-making/policy

Yes

Yes

Yes

School visits

No

No

Yes

Community involvement

Yes

Yes

Yes

Discipline

No

No

Yes

These indicate the need to develop a model which is contextually relevant. Figure 710 shows the Ghanaian model of PI in IE that has been developed from the findings
of this study and the adaptation and merger of the Hornby (2000) and Epstein
(1995) models of PI.
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PARENT NEEDS
Communication
(handbooks,
newsletters, notes,
emails or any means of
effective
communication)



Support (counselling,
advice, training)



Education (roles and
responsibilities and
how to be involved)



Liaison (Home visits,
home school note
books, weekly report
cards)






Understanding
parents (views,
concerns, feelings/
emotional reactions)
Policy on PI (national
and school level)
Free/subsidised
Education (no/part
payment of fees/
provision of text books/
essentials)



Attitude of school
staff (welcoming, ready
to listen and attend)



Trained teachers (on
parental involvement in
inclusive education)

TYPES OF
INVOLVEMENT
 Parenting (food, clothing,
shelter, books, conducive
home environment,
punctuality to school)
 Communication (two-way
communication with
school about child’s
needs/progress, parent
teacher conferences,
child’s strengths,
weaknesses, medical
information, any relevant
information)
 Volunteering (classroom
aids, supporting other
parents fundraising, help
children cross roads etc)
 Collaboration (homework,
assessment, IEP, setting
goals, taking part in
school activities and
programmes)
 Decision-making/ policy
(input to decisions about
their children eg, IEP and
assistive technology
needed and other school
wide decisions)
 School visits (to monitor
progress, attendance
school work, behaviour)
 Community involvement
(PTA/SMC membership/
opinion leaders,
advocacy groups)
 Discipline (opinions and
actions to be taken)

Figure 7-10: The Ghanaian model of parental involvement in inclusive
Education
The Ghanaian model of parental involvement in inclusive education is more
comprehensive than either Hornby’s (2000) or Epstein’s (1995) model. Furthermore,
it is enriched with additional information from the present study.
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The Ghanaian model of PI in IE similar to Hornby’s model is based on the premise
that parents have needs and ways they can be involved or contributions they can
make to their children’s IE. It is not only important to identify the things that parents
need to facilitate their involvement in their children’s IE’ but also, provide for these
needs as this may facilitate PI in IE. When these needs are not provided parents
may find it difficult to be involved as, for example, without communication parents
may not be aware of upcoming school programmes to attend. Also, if teachers have
negative attitudes towards parents, the parents may feel reluctant to come to the
school for parent teacher conferences or to enquire about their child.
The new parental needs introduced by the Ghanaian model of parental involvement
as seen in Table 7-1 are:


Understanding parents; school staff need to understand parental views,
concerns, and feelings/emotional reactions as it will reveal how parents feel
and what they want the IE schools to be able to do for their child.



Policy on PI at the national and school level indicating how parents have to
be involved and how the schools will have to involve parents. In the
preparation of this policy, parental input and views must be sought.



Free/subsidised education; free or subsidised school fees to ease parental
financial burden along with the provision of textbooks, pencil pens and
erasers.



Attitude of school staff, where they will be welcoming, ready to listen, attend
or offer advice or solutions to parental concerns and problems.



Trained teachers on PI. Parents need teachers who are well trained on how
to involve and work with parents on the IE of their children.

The Ghanaian model of PI in IE proposes eight types of PI or ways parents can be
involved in IE, instead of the six proposed by Epstein (1995). The first three types of
PI are the same as in Epstein’s model. Collaboration as used by Hornby (2000) has
been used to replace Type 4 (Learning at home) from Epstein (1995).
This is to elaborate on Epstein’s view. Her Type 5 (Decision-making) is mentioned
and policy has been added. This is because parents can take part in decisions
about their child and about the learning of all children and also about school policies
as suggested by Hornby (2000) or even national policies. In IE, these decisions can
be about the specific needs of the child with SEN, for example, the appropriate
assistive technology for their child and what should be included in the child’s IEP.
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The sixth type of PI is ‘‘School visits’’ and is based on section 6.4.1.1 where parents
indicated various ways they engage in school visits. ‘‘Community involvement’’ is
the seventh type of PI and it replaces Epstein’s Type 6 (Collaborating with the
community). Community involvement therefore involves how the school involves
parents and other community members in the affairs of the school. Parents are
members of the PTA/or in some cases SMC. Others are opinion leaders or part of
advocacy groups and they contribute to the running of the school in various
capacities. Also, there is a sharing of resources between the schools and
community. This can further be conceptualised as school-community relations.
The final type of PI in Figure 7-10 is ‘‘Discipline’’. Parents can be part of the school
discipline committee. Any child going through a corrective/behavioural management
programme will automatically have their parents as part of this committee so that
they can have input. Section 6.4.4.6 shows that some parents want to take part in
the discipline of their children in inclusive schools in Ghana.
It must be noted that some ‘‘Parent needs’’, and ‘‘Types of involvement’’ can be
country specific as in the case of ‘‘Free/subsidised education’’ and ‘‘Discipline’’ (see
Figure 7-10). This means that the model is not static but can be adapted to suit the
local context.

7.11

Methodological reflections

I used both questionnaires and an interview schedule to generate data for this study
(see section 4.6). Using questionnaires gave me the opportunity to gather data from
a relatively large sample of respondents (554) within a short period of time (3
months). Additionally, the questionnaire enabled me to conduct statistical analysis
(Bryman, 2012; Creswell, 2012; Robson, 2011; Creswell, 2009). I was able to
conduct one-way ANOVAs and independent sample t-tests to test for variations
within my sample of parents and even use correlation to test for the existence of a
relationship between PP and parents’ current involvement (see sections 5.4, 5.7.3
and 5.7.7). This enabled me to identify a ground-breaking finding in section 5.5.7,
that there is a relationship between parents’ current involvement and their
perception about IE.
Despite these advantages, I found the construction of the questionnaire timeconsuming as I had to pay attention to detail, rubrics of questionnaire construction
and ensure that the individual items were understandable and measured what was
intended (Sarantakos, 2013; Creswell, 2012; Robson, 2011). Hence, Creswell
(2012, p.385) describes the process as ‘‘challenging and complex’’. Robson (2011)
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points out that it involves considerable time and effort to develop questionnaires but
less time and financial cost in administering. For me, using the questionnaires was
financially costly. I spent a lot of money in printing and travelling to disseminate and
retrieve the completed questionnaires.
Finally, using the questionnaire data for statistical analysis was challenging as I had
to first understand the concepts, determine which one was applicable for testing a
specific concept, and then learn how to use the Statistical Package for Social
Sciences software, run the required tests and then interpret the results.
The interviews enabled me to interact with the respondents for longer and be better
acquainted. Also, it helped to yield information that the questionnaire was unable to,
for example, section 7.5.2 showed that the interview data revealed specific ways the
IE schools were helping to fulfil PE. It also helped to identify the various emotions
some parents expressed (see section 6.5). I was then able to link the emotions they
expressed with literature and conclude that these emotional expressions can lead to
behavioural outcomes which could either facilitate or inhibit PI in IE. Finally, the
interview generated verbatim responses which were transcribed and analysed, out
of which useful findings were deduced.
Despite the benefits I derived from the use of the interviews, I found that it
generated very large data. Having not undertaken qualitative research before, this
was a big challenge. Transcribing, analysing and reporting the findings was a timeconsuming experience.
Combining questionnaire and interviews for data collection was very useful as they
enabled me to get in-depth information that I explored and combined to come out
with meaningful and detailed analysis. Also, they enabled me to get the views of the
respondents about the issues under investigation. Additionally, using both sets of
data helped to confirm some of the findings, for example both data sets revealed
that parents have social and academic expectations of their children in inclusive
schools. Finally, the use of both methods helped to eradicate the shortfalls in each
method. For example, getting in-depth information from the interviews yet I was not
able to do statistical analysis, while the questionnaires did not reveal in-depth
information yet I was able to use it to do statistical analysis.

7.12

Limitations of the study

Some limitations of the study were identified. Prominent amongst them was the use
of the structured interview. Being inexperienced in the use of qualitative data, I used
a structured interview instead of a semi-structured or unstructured interview. This

248
prevented me from getting new emerging themes that would have further enhanced
the findings of the study. Based on the experience gained, given the opportunity to
do this study again, I would consider the use of the semi or unstructured interviews.
Also, I should have put an identification tag on the questionnaires of the parents
interviewed to enable retrieval and the direct comparison of responses to their
interview responses. Not doing this made it impossible to compare the responses of
the parents interviewed with their individual questionnaire responses.
Given the opportunity to do this study again, the interview schedule would be
expanded to include the perception component to aid triangulation. Since I now
have a better understanding of the value of qualitative data, I would expand the
sample size to include the headteachers and regional directors of education in
further study.
In relation to the quantitative data, I was unable to statistically test for a relationship
between PP and PE and PE and PI. This was due to how the PE component of the
questionnaire was structured. Any future research should modify this aspect.
Finally, since the instruments I used for data collection were based on self-reports
which are affected by respondent characteristics (Robson, 2011; Denscombe,
2010), coupled with the fact that I did not investigate the relationship between some
of the variables, I suggest that the results should be interpreted and generalised
cautiously.

7.13

Areas for future research

In section 2.5 I hypothesised that there may be a relationship between PP, PE and
PI. The findings of the study have confirmed the existence of a relationship between
PP (knowledge and benefits) and parents’ current involvement (see section 5.5.7).
In sections 7.1 and 7.12, I mentioned that I did not test for relationships between PP
and PE, and PE and PI. I strongly recommend that this should be conducted in
future research. This will help establish my claim based on the Eurocentric literature
and the findings of the current study that there is a possibility that a relationship
exists between the three variables.
In conducting the research to test for relationships between PP and PE, and PE and
PI, the PE component of the questionnaire should be redesigned to a Likert scale.
Additionally, the facilitators and inhibitors should be investigated for all the three
variables and not only PI. When this is done and the relationships between the three
variables (PP, PI and PE) are statistically confirmed, the final outcome of the
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interdependent model of parental perceptions, expectations and involvement will be
as seen in Figure 7-11.

Facilitators
and inhibitors

Parental perception (PP) of IE
1. Knowledge
2. Benefits
3. Concerns
4. Preference for placement
Facilitators
and Inhibitors

Demographics of
parents

Parental involvement (PI) in IE
1. What the parents are currently
doing
2. The additional ways parents
want to be involved
3. How the inclusive school
expects parents to be involved
4. How the schools promote PI

Facilitators
and Inhibitors

Parental expectations (PE) of
IE
1. The expectations parents
have of their children in
inclusive schools
2. The roles inclusive schools
are playing to fulfil parental
expectations for their
children

Figure 7-11: The interdependent model of parental perceptions, expectations
and involvement in inclusive education (future outcome)
In section 7.7.3, I pointed out that there is the need to investigate PI in the IEP
process in Ghana. This study can be entitled ‘‘Parents and the development of IEP
in Ghana: A case study in the pilot inclusive schools’’. The suggested samples
would be parents, teachers, headteachers and district education officers. Both
questionnaire and interviews should be employed to gather data. They should be
aimed at collecting in-depth information and triangulation.

7.14

The interlink and use of the proposed models

The Ghanaian model of PI in IE can be used to assess the needs of parents and the
ways parents can be actively involved in IE. To effectively identify parental needs, I
suggest that the interdependent model of parental perceptions, expectations and
involvement in IE described in section 7.2 can be used to do a comprehensive
analysis of:
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PP about IE



PE for their children attending inclusive schools;



How parents want to be involved;



How the school involves parents;



Additional ways parents want to be involved; and



The facilitators and inhibitors to PI.

The models can also be utilised independently. I suggest that when the focus is only
on PI in IE, the Ghanaian model of parental involvement in IE should be applied. For
example, it can be used to assess the extent of PI in IE and develop materials to
train teachers on the needs of parents, how to work effectively with parents, and
ways teachers can involve parents in IE. It can also be used to generate a checklist
to assess if the schools are meeting parental needs and to educate parents on the
ways they can be involved in IE.
When the focus is on IE and parental roles, perceptions and expectations, the
interdependent model of parental perceptions, expectations and involvement in IE
should be applied to assess PP, PE and PI in IE. Collectively, the two models can
yield valuable findings to help enhance PP, PE and PI in IE and also develop actionbased policies to improve IE. The final chapter addresses the conclusions,
implications and recommendations of the study and presents my final reflections
and remarks.
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CHAPTER EIGHT
8 CONCLUSIONS, IMPLICATIONS AND
RECOMMENDATIONS
8.1

Introduction

In this final chapter, I provide a summary of the full study (section 8.1.1), identify its
contribution to knowledge (section 8.1.2), present implications of the study and offer
some recommendations (section 8.1.3). The chapter ends with my final reflections
and remarks (section 8.1.4).
8.1.1

Summary of the study

In this study, I investigated parental perceptions, expectations and involvement in
IE. The study was carried out in Ghana using the 35 initial pilot inclusive schools;
eight years after Ghana started piloting IE (see Table 4-1).
My research was a descriptive survey. The data were collected using
questionnaires and an interview schedule. In all, 520 parents and 34 headteachers
responded to the questionnaire and 20 parents were interviewed.
Research question one investigated parental perspectives of IE. It investigated
parental knowledge of IE, the perceived benefits and concerns parents had, their
preferred educational placement for children with SEN, and the variations within the
parents based on demographic variables. The data were analysed using descriptive
statistics, one-way ANOVAs, and independent sample t-tests where applicable. The
study found parents to be knowledgeable, to perceive IE as beneficial, and to have
some concerns.
More educated parents perceived IE to be more beneficial than less educated
parents. Based on age, gender and whether parents had a child with SEN or not,
there were no variations in parental knowledge, perceived benefits and the
concerns parents had about IE. The study further revealed that more parents
preferred children with SEN to be educated outside the inclusive school. Analysis of
the proportion of parents who preferred IE placements for their children showed that
more parents with children with SEN, fathers, and younger parents (≤20 and 31-40
years) preferred inclusive placements for children with SEN than parents without
children with SEN, mothers and older parents (41-60 years).
Research question two investigated the expectations of parents for their children in
inclusive schools, the extent to which these expectations were met and the
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demographic variations in PE. The questionnaire data for PE was analysed using
descriptive statistics and chi-square tests of association to determine whether there
were statistically significant demographic variations in PE. The interview data were
transcribed, coded and analysed thematically. The study established that parents
had academic, social and cultural expectations for their children. The three topmost
expectations parents had were the ability to read and write, to develop social skills
and to do well academically. Also, the majority of the parents reported that the
inclusive schools were helping to fulfil their expectations for their children and that
their children had improved academically. The chi-square test performed showed
that there were demographic variations in PE based on educational level and having
a child with SEN or not (see section 5.4.3).
Research question three investigated the extent and nature of PI and the facilitators
and inhibitors to PI and the demographic variations in PE in the pilot inclusive
schools in Ghana. Using descriptive statistics and thematic analysis of the interview
data, the study found that parents were involved in IE. The ways the parents were
involved and how the schools involved them fell between Type 1-6 in the model of
PI proposed by Epstein (1995) and in parental needs and contributions as
suggested by Hornby (2000). However, Type 3 (volunteering) was underutilised by
the schools. The parents wanted to be more involved in Type 2 (decision-making),
Type 3 (volunteering) and IEP development. They also wanted the school staff to
take part in home visits and to educate them on how to be involved in their
children’s IE. Some parents felt it was not their responsibility to be involved and that
it was solely the government’s responsibility.
Additionally, using one-way ANOVAs and independent sample t-tests, the study
found no statistically significant differences in parents’ current involvement based on
age-range. A statistically significant difference was identified based on educational
level; however, the post-hoc test performed was unable to identify the source of the
difference. Finally, statistically significant differences in parents’ current involvement
existed based on gender and having a child with SEN or not. The means showed
that males and parents without children with SEN reported being more involved than
females and parents with children with SEN.
Also, a number of factors were identified as facilitators to PI (see sections 5.5.5 and
5.5.6). Some facilitators to PI in IE in Ghana were having a policy on PI, teacher
training on PI and the free education policy by the government. Some inhibitors
were an unwelcoming attitude of school staff, lack of communication between the
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school and parents, non-involvement of parents in decision-making and lack of
societal acceptance of children with SEN.
The study revealed other findings. Using the Pearson product-moment correlation
coefficient test, the study established a positive but small relationship between
parents’ current involvement and parents’ knowledge about IE, and parents’ current
involvement and parents’ perceived benefits of IE (see section 5.5.7).
Furthermore, the study established a strong positive relationship between parents’
knowledge about IE and parents’ perceived benefits of IE. Finally, the study
established a negative weak relationship between parents’ knowledge about IE and
their concerns about IE, and between parents’ perceived benefits and concerns of
IE.
Two models have been proposed based on the findings of the study. They are the
interdependent model of parental perceptions, expectations and involvement in IE
and the Ghanaian model of parental involvement in IE (see sections 7.2 and 7.10).
8.1.2

Major contributions to knowledge

In this section I highlight the main contribution of my study to knowledge about IE in
Ghana and in the international context. It is divided into subsection of the
contribution to the literature, to theory, to policy, to teacher education and to wider
understandings of inclusive education.
8.1.2.1 Contribution to literature on inclusive education
IE as a principle involves multiple stakeholders, a fact that is sometimes overlooked
in the literature (see sections 1.1 and 2.2). Parents are part of the stakeholders and
are an integral part of education as they can provide vital insight about their
children. Parents’ involvement and contribution to education helps children optimise
their educational experience. Parents and teachers have the best interest of the
children at heart and they work in partnership to help the children achieve their
potential (see section 2.4.1). As discussed in section 2.4.1 establishing partnership
between the parents and the teachers is therefore vital for a successful educational
experience.
Those comments were influenced by the international literature (section 2.4) which
was largely Anglo-centric. Previous studies on PP, PE or PI in IE were done in
countries like the United Kingdom, Australia and the United States where there are
established policies on IE and PI, and developing conceptualisations of
SEN/disability. In the Ghanaian context, I have not identified any study that
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investigated PP, PE or PI in IE. The limited Ghanaian literature showed that
generally society had a negative perception about people with SEN.
Although the current study did not investigate the attitude of parents towards
children with SEN, the responses of the parents in section 6.4.6.8 is an indication
that there is lack of societal acceptance of children with SEN. Also, the majority of
parents not opting for inclusive placement for children with SEN is an indication that
possibly parents may have a negative attitude towards children with SEN. Further
studies may have to be done to confirm this.
Studies conducted on PI in general education in Ghana showed that parents
appeared to be indifferent or uninterested in the education of their children. In
contrast, the evidence from the parents who participated in my study is different.
The responses of the parents in section 6.4 showed that that parents are involved in
their children’s IE and are eager to be more involved but they did not know how to
do this. Hence the parents specifically requested to be given education on how to
be involved in their children’s education (see sections 5.5.4.3 and 6.4.4.2). The high
questionnaire return rate for this study gives a further indication that the parents are
interested in the education of their children (see section 4.9.1). The Ghanaian model
of parental involvement presented in section 7.10 offer some ways parents can be
encouraged to be involved in their children’s IE.
The review of the literature on IE in Ghana further showed that there was no
information about PP of IE, specifically the knowledge they have and their perceived
benefits of IE. Furthermore, there was no information about PE for their children in
inclusive schools and PI in IE. Also, there was no information on the variations in
PP, PE and PI based on age, educational level and gender.
My study, the first of its kind in Ghana has demonstrated the possibilities that are
available when we involve parents in the IE of their children (see sections 7.2, 7.10
and 7.13). Furthermore, it has demonstrated the potential of involving parents and
headteachers as respondents in research. This is not frequently done in Ghana and
sets a model for other researchers. I can therefore say that my study provides
empirical evidence on PP, PE and PI in Ghana and may be used as reference by
researchers in other African countries.
Furthermore, my study to the best of my knowledge is the first study in the field of IE
that has statistically established a relationship between parental knowledge,
perceived benefits and concerns about IE and between PP (knowledge and
benefits) and parents’ current involvement in IE (see sections 5.5.8 and 5.5.7).
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Based on the findings of this study, it may be said that increased parental
knowledge about IE may lead to increase perceived benefits and decreased
concerns about IE. Also to some extent, high levels of parental knowledge and
perceived benefits of IE may be associated with high level of PI in IE. This study is
contributing to the body of knowledge in IE.

8.1.2.2 Contribution to theory
My two main theoretical contributions are the interdependent model of parental
perceptions, expectations and involvement in IE, and the Ghanaian model of
parental involvement in IE that I developed based on the findings of this study (see
sections 7.2, 7.10 and 7.13). The interdependent model of parental perceptions,
expectations and involvement can be used to investigate parental perceptions,
expectations and involvement in IE. To do this, my questionnaire items and
interview schedule (Appendix B and D) and approach to analysis (Chapter 5 and 6)
could inform the research of others. The results will provide insight to the parents’
perception, expectations and involvement in IE.
The interdependent model of parental perceptions, expectations and involvement
can also be used to establish the existence of a relationship between parental
perception, expectation and involvement. To do this, statistical analysis should be
done between the variables to determine the extent and nature of the relationship
between them (see section 5.5.7 and 5.5.8 for example).
The Ghanaian model of PI (section 7.10) can be used to increase PI in IE in Ghana.
It gives clear indicators of what parental needs are and ways the inclusive schools
can involve parents in IE (see sections 7.14 on suggestions of how to use this
model).
The study has effectively established that a relationship exists between PP (benefits
and knowledge) and parents’ current involvement in IE. The results of this study
gives an indication that any step taken to increase either parents knowledge about
IE or the benefits parents perceive of IE, may result in an increase in parents’
current involvement in IE. Contrary to my initial belief that the more concerns
parents have about IE, the less likely they may want to be involved in their children’s
IE, the current study shows that there is no relationship between the concerns
parents have and their current involvement in IE (see section 5.5.7).
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8.1.2.3 Policy on parental involvement
The majority of the respondents were of the opinion that the existence of a policy on
PI would facilitate PI in IE (see Tables 5-35 and 5-36). Based on this, my study has
established the need for Ghana and all other countries to have a policy on PI in IE
to guide practice. This policy can be informed by the findings of the current study. I
propose that this policy be developed in partnership with parents an approach
consistent with the ethos of PI. When developed, this policy can outline specific
ways parents can be involved, how the schools can effectively work in partnership
with parents, and the roles and responsibilities of the parents, teachers and all
stakeholders in education.
8.1.2.4 Teacher training
In my introduction, I noted how my experiences in teacher education influenced this
study. Based on these experiences, I have come across teachers complaining of
parents’ apparent lack of interest in their children’s education and teacher’s lack of
knowledge on what to do to elicit parents’ interest or to get them involved in their
children’s education. Some of the parents and headteachers in the current study
were of the opinion that intensive teacher training on PI will facilitate PI in IE in
Ghana (see Tables 5-35 and 5-36). In section 7.7.5, I mentioned that an
examination of the teacher training curriculum revealed that there was no
component on how teachers and parents can work in partnership or how teachers
can effectively involve parents in IE. This situation may not be unique to Ghana and
it may be for this reason Hornby and Witte, (2010) pointed out that for government
initiatives on PI to be successful, there is the need for a teaching force that is
adequately informed and has the necessary skills to involve parents.
Based on this, the MOESS can consider revising the curriculum of colleges of
education and all teacher training institutions in Ghana to include how teachers can
not only effectively involve parents but will form partnership with parents in IE.
Forming partnership with parents will transform parents from the position of
recipients of knowledge, information and direction; and the schools with teachers
being the custodians of knowledge, information and direction to an equal status.
Parents, teachers and the schools can receive and share knowledge and
information and make decisions in the interest of the children, making them equal
partners in education.
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8.1.2.5 Contributions of the study to the broader understanding of the role of
parents in Ghana and inclusion in general
Based on the responses of the parent in sections 5.5.1, 5.5.4.3 and 6.4 on how they
were involved or wanted to be involved in the IE of their children it may be said that,
in Ghana IE goes beyond the inclusion of children in general education classrooms
and the removal of barriers to learning. It also includes PI in the educational life of
their children. Such that parents apart from fulfilling their basic responsibilities as
parents or ‘‘Parenting’’ as Epstein (1995) presents it (for example, the provision of
basic needs as mentioned in section 6.4.1.3), they are to also engage actively in
school meetings/activities, school visits and decision making in the school.
Additionally, parents are to help their children with their homework and volunteer
their services to the school. Parents, teachers and all other stakeholders are to work
in partnership for IE to achieve success.
8.1.3

Implications and recommendations of findings

Having considered the contribution of my thesis, I now discuss the implications and
recommendations of my findings to theory, policy and practice.
8.1.3.1 Implications for theory
The implications of the interdependent model of parental perceptions, expectations
and involvement in IE proposed in section 7.2 are as follows:
In investigating PE for their children in inclusive schools, there is the need to identify
parental academic, social and cultural expectations. Whilst the international
literature informed my study, there were aspects that were particular to Ghana.
There is the need to find out what the inclusive schools are doing to fulfil PE that
data gives insight to what parents expect of their children attending inclusive
schools. This may shed light on their perceptions and how they want to be involved
in IE.
In investigating PI there is the need to know how parents are currently involved in
IE, how the schools involve and expect parents to be involved in IE and additional
ways the parents want to be involved. This may help identify any disparity between
how the schools are involving parents in IE and how the parents want to be
involved. It may also help to reveal any shortfall in how the schools are involving
parents and also identify any promising practices.
Using this theory may help identify the facilitators and inhibitors to PP, PE and PI.
Also, it may help to establish the relationship between PP, PE and PI. The existence
of such a relationship means that the variables can be used to facilitate each other.

258
PP, PE and PI can be influenced by demographic variables such as age,
educational level, gender and parents having a child with SEN or not.
There is evidence in Figure 7-10 that that the main components of the Ghanaian
model of PI in IE can be country specific. This implies that researchers may have to
investigate the needs of parents and ways parents want to be involved in IE in their
respective countries and incorporate them in the model.
8.1.3.2 Implications for Policy
8.1.3.3
Government policy on parental involvement in inclusive education
For the comprehensive practice of IE in Ghana, there is the need for the country to
consider developing a policy on PI in IE as mentioned in section 8.1.2.3. The
importance of a policy on PI has been emphasised by Hornby (2010; 2000). This
policy can provide detailed guidelines of parental and school responsibilities and
how the schools and parents can work in partnership for effective inclusive
educational programmes. Additionally, the policy can stress the need and
importance of the inclusive schools to form partnership with parents.
The absence of such a policy means in Ghana PI is being done arbitrarily and left to
the discretion of school staff. This can result in underutilisation of some aspect of PI,
for example, less involvement of parents in volunteering as seen in section 7.6.
Every country (including Ghana) can have a policy on PI at the national level and
school level to guide practice. In developing the policy, all stakeholders including
parents must be involved. Beyond the need for a policy on PI that is relevant to all
children; specific attention should be given to the involvement of parents with
children with SEN. A specific example of this aspect relates to IEP development.
Evidence in section 6.4.4.5 shows that parents do not know about nor were they
involved in the development of IEPs.
In terms of possible processes, the majority of the parents requested teachers to
engage in home visits (section 6.4.4.3). The importance of home visits has been
underscored in section 7.7.2. Additionally, home visits may be used by schools to
strengthen partnership between parents and teachers. The message the parents
may get from home visits may be that the teachers or the school is interested in the
welfare of their children both in and out of school and that they are ready to partner
with them in all areas in the best interest of the children.
Based on this, the policy on PI in IE can emphasise the use of home visits by
teachers. Hornby (2011) provides useful guidelines. Parents’ consent for home
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visits will have to be elicited and the time agreed. For this to be effective the Ministry
of Finance would need to provide allocation in the budget to MOESS for this. When
eventually this policy is formulated and implemented, there can be continuous
education of parents and teachers about the policy and their roles and
responsibilities.
Government policy on research into parental perceptions, expectations and
involvement
Since perceptions, expectations and levels of involvement in IE are not static, there
can be continuous research in the field of IE. This can inform MOESS on any
changes to PP, PE and PI. This research can inform policy and practice and thereby
help parents and the inclusive schools form a better working relationship.
Policy on teacher education and continuous professional development
Teachers’ lack of adequate training on PI has been identified as a barrier to PI by
Hornby and Witte (2010). This has been confirmed by the questionnaire
respondents in the present study (see Tables 5-37 and 5-38) and section 7.7.5
where I drew attention to the fact that the curriculum for training teachers in Ghana
did not include how to involve/work with parents in IE. There is the need for a
paradigm shift in the area of teacher training in Ghana. MOESS can consider
formulating a policy which would mandate the curriculum for pre-service training of
teachers throughout the country to include how teachers can involve/work in
partnership with parents in IE specifically and in education generally. Such training
can equip teachers with the requisite knowledge to involve parents in IE. For
teachers already in the field, the policy can mandate that regular INSET
programmes be run to educate and/or update teachers’ knowledge in this area.
The INSET programmes can cover factual information about IE, good IE practices,
knowledge about the various types of SEN and its educational management and
adaptations teachers can make in their class to accommodate diverse learners.
Colleges of education and all teacher training institutions can incorporate systematic
training in IE into their programmes to better equip teacher trainees to teach in
inclusive classrooms.
Policy on parental sensitisation about IE
Even though the study found that the majority of the parents were knowledgeable or
perceived IE as beneficial or had few concerns, some parents were not
knowledgeable or did not perceive IE as beneficial or had some concerns (see
Figure 5-3, 5-4 and 5-5). MOESS can therefore consider having a policy on parental
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sensitisation/education about IE. This policy can mandate inclusive schools to run
parental programmes or workshops on IE. These can cover factual information
about IE, types of SEN, interventions available and benefits of IE. The policy can
also mandate all the schools to have counsellors who can offer counselling for
parents who may need it (Hornby 2011; 2000).
8.1.3.4 Implications for practice
Findings of this study have implications for the practice of IE The study found that
increased parental knowledge about IE may lead to increased perceived benefits of
IE (see section 5.5.7). Also, concerns about IE are likely to decrease as parental
knowledge about IE increases. Therefore MOESS, in conjunction with the pilot
inclusive schools and all interested NGOs and international organisations, can work
at increasing parental knowledge about IE. These organisations (in conjunction with
the inclusive schools in a bid to increase parents' knowledge about IE) can organise
seminars, workshops or training programmes on a regular basis for parents who
have just enrolled their children in the school as they might not have adequate
knowledge in IE and may therefore need more information about IE.
This can be done, if possible, prior to enrolment or at the beginning of the school
year. Flyers with information about IE can also be distributed to parents who come
for school visits for the various reasons identified in section 6.4.1.1. For illiterate
parents, the information in the flyers can be explained to them by teachers or at
PTA meetings. Additionally, the media (print and electronic) can be used as a forum
to provide information for parents on IE nationwide.
Based on the request of the parents in sections 5.5.4.3 and 6.4.4.2, and the
suggestion by DfES (2001) that parents need to be assisted to recognise and fulfil
their role as parents, the inclusive schools can educate parents on their roles and
how they are expected to be involved in IE. As part of this education, parents can be
encouraged to set educational goals with their children as evidence in Tables 5-25
and 5-26, and section 6.4.4.5 shows that some parents do not do this.
Additionally, the schools in partnership with parents can organise activities and
programmes like open days more than once a term which is what is being done
currently. This may give parents more insight into the benefits of IE. The schools will
have to send letters inviting or reminding parents to attend these activities or
programmes as parents are motivated to be involved if they are invited by significant
people like teachers or headteachers (Hoover-Dempsey et al., 2005; HooverDempsey and Sandler, 1997).
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During parent-teacher consultations, for example, teachers can enquire from
parents what their expectations for their children in inclusive schools are. The
parents’ expectations can then be compared to the national expectations of
education; if they match, the schools can strategize on how to help children achieve
these expectations. If they do not match then school authorities may have to explain
to parents why their expectations for their children cannot be met. Discussions may
have to be held with these parents on the nationally acceptable expectations of
education for children.
Also, the study identified that a relationship exists between parental knowledge,
perceived benefits and parents’ current involvement in IE (see sections 5.5.8 and
7.9), it is important that the inclusive schools work with parents at increasing
parental knowledge about IE. Improved knowledge in IE may translate to more
perceived benefits and more PI. Lewis and Doorlag (2005) suggest that attitudes
can be improved with information. This means that providing parents’ knowledge
about IE may go a long way to improve the negative attitudes that Vanderpuye
(2003) reported that parents had towards educating children with and without SEN
together.
In section 6.4.4.4, 18 out of 19 parents said they wanted to be more involved in
decision-making. Feiler (2010, p.59) points out that decision-making ‘‘means a
process of partnership, of shared views and actions towards shared goals…’’. For
this process of partnership, shared views and goals to be functional in Ghana,
inclusive schools can engage parents more effectively in decision-making at all
levels. They can solicit parental views and incorporate these in the running of the
schools. Additionally, more parents can be encouraged to engage in volunteering as
Tables 5-25 and 5-26 and section 6.4.1.5 showed that few parents engaged in this.
Furthermore, in section 6.4.4.4 there is evidence that this is an area parents want to
be more involved in.
Letters can be sent out to the parents for them to indicate areas where they would
want to volunteer their services to the school. The schools can create opportunities
for the parents to volunteer in various capacities (see sections 2.4.4.3 and 2.4.4.4
for suggestions on ways parents can volunteer).
The study found that parental emotions influence their involvement either positively
or negatively (see section 7.7.5). Positive emotions may result from activities the
schools may be doing that are pleasing to the parents (see section 6.5.1) or that the
parents are engaging in and have been commended by the school. Negative
emotions may result from things which frustrate parents about the school or they are
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not happy about, or possibly things the schools have reprimanded them for not
doing for their children. Whatever the source of these parental emotions, there is the
need for the schools to be sensitive and handle issues tactfully. The areas which
parents express negative emotions about can be investigated and if a problem is
identified, the school along with the parents, can work together to effect a change.
Based on the request of the parents, see section 7.7.3, the school staff can engage
in home visits especially for parents with children with SEN. During such visits they
can offer counselling, education and support to the parents and their children.
The inclusive schools should consider having an open door policy such that the
parents can come in to discuss issues with the staff. The schools must ensure that
they have well regulated procedures and documented time in the school day where
this can be done. All parents must be made aware of the agreed days and times.
Special after-school classes can be organised for children whose parents are
illiterate and cannot help with school work. Alternatively, itinerant teachers can help
children with special circumstances at home. This can enable these children to get
the necessary support they need.
Parents with children with SEN must be members of the IEP team, not only in
writing but also in reality. Prior to this, they must be given education on the roles
and responsibilities of this team and what is expected of them.
8.1.4

Final reflections and remarks

This doctoral study has been the longest, frustrating and most challenging, yet
thought provoking and enlightening experience I have ever undertaken. Finally, I
have come to the end of three and a half years of my study.
My interest in this topic, as explained in section 1.1.2, was generated from working
with parents for several years in the Child Development Research and Referral Unit
of the University of Cape Coast. In the process of working with these parents, I
encountered parents having several misconceptions about IE and children with
SEN. Additionally, I had several complaints from teachers about what they thought
parents should or should not do for their children. I tried to look for literature on what
parents expected from their children in IE, their perception and the ways they were
involved in IE in Ghana. I discovered that it was very limited or almost non-existent.
This inspired me to undertake this research.
As a researcher, the PhD process has equipped me with insightful knowledge and
skills in designing research instruments and formulating theories and models. I have
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come to the realisation that the development of a model is a dynamic process and it
involves doing things systematically. This has helped me develop a systematic
approach to research. Additionally, the experience I gained in having parents and
headteachers as respondents has activated my desire to engage with other
stakeholders in research as it helps to get different perspectives to the issues under
investigation.
Furthermore, I learnt that it is very important to locate any research within the
existing literature. This helps you look at the broader picture and how your study
may help confirm or extend existing knowledge. I have gained the invaluable skills
of independent thinking, critical and academic writing.
Prior to embarking on my PhD, all research I undertook was quantitative. The use of
the interview and the qualitative analysis of it have given me invaluable knowledge,
skill and insight into qualitative research. Furthermore, the findings of this study
have drawn my attention to the fact that all the information, theories and research
findings found in the literature do not necessarily fit every country's individual
situation. For example, my study has revealed additional parental needs not
mentioned in the model of PI proposed by Hornby (2000). This prompted me to
develop the Ghanaian model of PI in IE which is adaptable to meet the requirement
of any country.
I am elated to be able, through the findings of this study, contribute to knowledge in
IE, not only in Ghana but globally. This has left me with a humble feeling of
fulfilment.

264

REFERENCES
ABOSI, O. 2007. Educating children with learning disabilities in Africa. Learning
Disabilities Research and Practices. 22(3), pp.196-201.
ADENIJI-NEILL, D. 2012, Failure is not an option: Parental expectations of Nigerian
voluntary immigrants to the United States. Ethnicity and Race in a
Changing World: A Review Journal. 3(1), pp.3-16.
ADERA, B. A. and L. ASIMENG-BOAHENE. 2011. The perils and promises of
inclusive education in Ghana. The Journal of International Association of
Special Education. 12(1), pp.28-32.
ADVANI, L. and A. CHADHA. 2003. You and your special child. New Delhi: UBS
Publishers.
AGBENYEGA, J. 2007. Examining teachers’ concerns and attitudes to inclusive
education in Ghana. International Journal of Whole Schooling [online]. 3(1),
[Accessed 20 February 2011], pp.41-56.Available from:
http://www.wholeschooling.net/.
AGBENYEGA, J. 2003. The power of labeling discourse in the construction of
disability in Ghana. Educational research risks and dilemmas, AARE, 2911-2003 to 03-12-2003, Newcastle.
AINSCOW, M. 2005a. Developing inclusive education systems: What are the levers
for change. Journal of Educational Change. 6(2), pp.109-124.
AINSCOW, M. 2005b. Understanding the development of inclusive education
system. Journal of Research in Educational Psychology. 7(3), pp.5-20.
AINSCOW, M. 1995. Education for all: Making it happen. Support for Learning.
10(4), pp.47-157.
AINSCOW, M., T. BOOTH and A. DYSON. 2006. Improving schools, developing
inclusion. London: Routledge.
ALEXANDER, K. L., D. R. ENTWISLE and S. D. BEDINGER. 1994. When
expectations work: Race and socioeconomic differences in school
performance. Social Psychology Quarterly. 57(4), pp. 283-299.
ALLEN, K. E and G. E. COWDERY. 2012. The exceptional child: Inclusion in early
childhood education. 7th ed. Belmont: Wadsworth Cengage Learning.

265
AMEDAHE, F. K. 2001. Combining teacher assessment scores with external
examination scores for certification: Comparative study of four statistical
models. Ife Psychologia. 9(1), pp.12-34.
ARMSTRONG, D. 1995. Power and Partnership in Education: Parents, Children
and Special Educational Needs. London: Routledge.
ANTHONY J. H. 2010. Access to Education for Students with Autism in Ghana:
Implications for EFA. Background paper prepared for the Education for All
Global Monitoring Report 2010 [online]. UNESCO. [Accessed 15 June 2012].
Available from: http://unesdoc.unesco.org/.
APPLETON, P. L. and P. E. MINCHOM. 1991. Models of parent partnership and
child development centres. Child: Care, Health and Development. 17(1),
pp.27-38.
AU, M. L and P. D PUMFREY. 1993. Parents and teachers’ expectations of
children's attainments: Match or mismatch. British Journal of Special
Education. 20 (3), pp.109-112.
AVOKE, M. 2002. Models of disability in the labelling and attitudinal discourse in
Ghana. Disability and Society. 17(7), pp.769-777.
BAILEY, D. B., V. BUYSSE, R. EDMONDSON and T. SMITH. 1992. Creating
family-centered services in early intervention: Perceptions of professionals
in four states. Exceptional Children. 58(4), pp. 298-309.
BAILEY, D. B. and P. J. WINTON. 1987. Stability and change in parents’
expectation about mainstreaming. Topics in Early Childhood Special
Education. 7(1), pp.73-88.
BAKER, A. C. and L. A. MANFREDI-PETITT. 2004. Relationships, the heart of
quality care: Creating community among adults in early care settings.
Washington, DC: NAEYC.
BAKER, D. P. and D. L. STEVENSON. 1986. Mothers’ strategies for children’s
school achievement: Managing the transition to high school. Sociology of
Education. 59(3), pp.156-166.
BALBONI, G. and L. PEDRABISSI. 2000. Attitudes of Italian teachers and parents
toward school inclusion of students with mental retardation: The role of
experience.

Education

and

Training

in

Developmental Disabilities. 35(2), pp.148-159.

Mental

Retardation

and

266
BALLANTINE, J. H. 1999. Getting involved in our children’s education. Childhood
Education. 75 (3), pp.170-171.
BANDURA, A. 1997. Self-efficacy: The exercise of control. New York: Freeman.
BASTIANI, J. E. 1989. Working with parents: A whole school approach. Windsor:
NFER-Nelson.
BASTIANI, J. E. ed. 1987. Parents and teachers: Perspectives on home-school
relations. Windsor: NFER- Nelson.
BATTERHAM, J. 2003. London Challenge: First Survey of London Parents’
Attitudes to London Secondary Schools. Research Report 493 [online].
DfES: London. [Accessed16 May 2012]. Available from:
https://www.education.gov.uk/.
BENNET, T., D. DELUCA and D. BRUNS. 1997. Putting inclusion into practice:
Perspectives of teachers and parents. Exceptional Children. 64(1), pp.11534.
BENNET, T., H. LEE and B. LUEKE. 1998. Expectations and concerns: What
mothers and fathers say about inclusion. Education and Training in Mental
Retardation and Developmental Disabilities. 33(2), pp.108-122.
BESEVEGIS, E., A. KALATZI-AZIZI and A. ZONIOU-SIDERI. 1997. Apopsis ke
stasis goneon fisiologikon paidion apenadi se pedia me idikes anages
[Attitudes and beliefs of parents of typically developing children towards
children with special needs], In: M. Kaila, N. Polemikos and G. Philippou,
Eds. Atoma me idikes anages [People with special needs]. 2nd ed. Athens:
Ellinika Grammata. pp. 706–71.
BEST, J. W. and J. V. KAHN. 2005. Research in education. London: Pearson
Education.
BEVERIDGE, S. 2005. Children, families and schools: Developing partnership for
inclusive education. London: Routledge.
BLACK, K. 2004. Business statistics for contemporary decision making. Hoboken,
NJ: Wiley.
BLECKER, N. S. and N. J. BOAKES. 2010. Creating a learning environment for
children: Are teachers able and willing? International Journal of Inclusive
Education. 14(5), pp.435-447.

267
BOOTH, T. and M. AINSCOW. 1998. From them to us, an international study of
inclusive education. London: Routledge.
BOOTH, R. J. and J. W. PENNEBAKER. 2000. Emotion and immunity. In: M.
LEWIS and J. M. HAVILAND-JONES, eds. Handbook of emotions. 2nd ed.
New York: Guilford, pp.558-570.
BRANDON, R. R. 2007. African American parents: Improving connections with their
child’s educational environment. Intervention in School and Clinic. 43(2),
pp.116-120.
BRANDON, R. R. and M. R. BROWN. 2009. African American families in the
special education process: Increasing their level of involvement. Intervention
in School and Clinic. 45(2), pp.85-90.
BRAUN, V. and V. CLARKE. 2006. Using thematic analysis in Psychology.
Qualitative Research in Psychology. 3(2), pp.77-101.
BROOKE, N. 2009. The quality of education in rural Ghana and Mexico. The
Institute of Development Studies Bulletin. 11(2), pp.42-48.
BRYMAN, A. 2012. Social research methods. Oxford: Oxford University Press.
BRYMAN, A. 2007. Barriers to integrating quantitative and qualitative research.
Journal of Mixed Methods Research. 1(1), pp.8-22.
BRYMAN, A. 2006. Integrating quantitative and qualitative research: How is it done?
Qualitative Research. 6(1), pp.97-113.
BULMER, M. 1979. Concepts in the analysis of qualitative data. Sociological
Review. 27(4), pp. 651-677.
CARPENTER, C.D., L. A. BLOOM and M B. BOAT. 1999. Guidelines for special
educators: Achieving socially valid outcomes. Intervention in School and
Clinic. 34(3), pp.143-149.
CASANOVA, U. 1996. Parent involvement: A call for prudence. Educational
Researcher. 25(8), pp.30-32, 46.
CARSON, G. 2009. The social model of disability [online]. Scottish accessible
information

forum.

[Accessed

06

June

2013].

Available

from:

http://www.ukdpc.net/.
CENTRE FOR STUDIES ON INCLUSIVE EDUCATION. CSIE. 2002. Inclusion
information guide: Working towards inclusive education. Bristol: CSIE.

268
CHAVKIN, N. F. and D. L. WILLIAMS. 1993. Minority parents and the elementary
school: Attitudes and practices. In: N. F. CHAVKIN, ed. Families and
Schools in a Pluralistic Society. New York: State University of New York
Press, pp.73-83.
CHAVKIN, N. F. and D. L. WILLIAMS. 1988. Critical issues in teacher training for
parent involvement. Educational Horizons. 66(2), pp.87-89.
CENTRAL INTELLIGENCE AGENCY (CIA). The world fact book [online].
[Accessed 15 October 2012]. Available From: https://www.cia.gov/library/.
CLARK, R. 1983. Family life and school achievement: Why poor black children
succeed and fail. Chicago: University of Chicago Press.
CLOUGH, P. and J. CORBETT. 2000. Theories of inclusive education: A student's
guide. London: Paul Chapman.
COAKES, S. J. 2005. SPSS: Analysis without anguish: Version 12.0 for Windows.
Milton. Queensland: John Wiley and Sons.
COHEN, L., L. MANION and K. MORRISON. 2007. Research methods in
education. London: Routledge.
COHEN, L., L. MANION and K. MORRISON. 2004. Research methods in
education. London: Routledge Falmer.
COLE, C. M., N. WALDRON and M. MAJD. 2004. Academic progress of students
across inclusive and traditional settings. Mental Retardation. 42(2). pp.136144.
COOPER, D. and P. SCHINDLER. 2000. Business research methods. Boston:
McGraw Hill.
CRESWELL, J. W. 2012. Qualitative inquiry and research design: choosing among
five traditions. 3rd ed. Thousand Oaks, CA: Sage.
CRESWELL, J. W. 2009. Research design: Quantitative, qualitative and mixed
methods. London: Sage.
CRESWELL, J. W. 1998. Qualitative inquiry and research design: Choosing among
five traditions. Thousand Oaks, CA: Sage.
CRESWELL, J. W. and V. L. PLANO CLARK. 2010. Designing and conducting
mixed methods research. 2nd ed. Thousand Oaks, CA: Sage.
CRESWELL, J. W. and V .L. PLANO CLARK. 2007. Designing and conducting
mixed methods research. Thousand Oaks, CA: Sage.

269
CROZIER, G. 1999. Is it a Case of 'We know when we're not wanted'? The parents’
perspective

on

parent-teacher

roles

and

relationship.

Educational

Researcher. 4(3), pp.315-328.
CUNNINGHAM, C. C. and H. DAVIS. 1985. Working with parents: Frameworks for
collaboration. Milton Keynes: Open University Press.
DALE, N. 1996. Working with families of children with special needs: Partnership
and practice. New York: Routldege.
DAVIS-KEAN, P. E. 2005. The influence of parent education and family income on
child achievement: The indirect role of parental expectations and the home.
Journal of Family Psychology. 19(2), pp.294-304.
DE ACOSTA, M. 1996. The foundational approach to preparing teachers for family
and community involvement in children's education. Journal of Teacher
Education. 47(1), pp.9-15.
DEINER, P. L. 2005. Resources or educating children with diverse abilities: Birth
through eight. 4th ed. New York: Thomson Delmar Learning.
DENZIN, N. K. and Y. S. LINCOLN. 2011. Introduction: The discipline and practice
of qualitative research. In: N. K. DENZIN and Y. S. LINCOLN, ed. The sage
handbook of qualitative research. 4th ed. pp.1-19. Thousand Oaks, CA:
Sage.
DENSCOMBE, M. 2010. The good research guide for small-scale social research
projects. 4th ed. Berkshire: Open University Press.
DENSCOMBE, M. 2002. Ground rules for good research: A 10 point guide for social
research. Buckingham: Open University Press.
DEPARTMENT FOR CHILDREN, SCHOOLS AND FAMILIES. 2008. The inclusion
development programme, supporting children with speech, language and
communication needs: Guidance for practitioners in the early years
foundation stage. Annesley: DCSF Pub.
DEPARTMENT FOR EDUCATION AND SKILLS. 2001. Special educational needs
code of practice. Annesley: DfES Pub.
DEPARTMENT OF EDUCATION. 1994. Code of practice on the identification as
assessment of special educational needs. London: The Stationery Office

270
DEPARTMENT OF EDUCATION AND SCIENCE. 1978. Special educational needs:
the report of the committee of enquiry into the education of handicapped
children and young people. (Chair: M. Warnock). London: HMSO.
DEPARTMENT OF HEALTH AND SOCIAL SECURITY. (1976). Fit for the future:
The report of the Committee on Child Health Services. (Chair: Prof. D
Court). London: HMSO.
DEPARTMENT OF EDUCATION AND SCIENCE. 1967. Children and their primary
schools: A report of the Central Advisory Council for Education. (Chair: Lady
B. Plowden). London: HMSO.
DHINGRA, R., S. MANHAS and N. SETHI. 2007. Involvement of Parents in School
Related Activities. Journal of Social Science. 15(2), pp.161-167.
DONKOR, A. K. 2010. Parental involvement in education in Ghana: The case of a
private elementary school. International Journal about Parents in Education.
4(1), pp.23-38.
DUABER, S. L. and J. L. EPSTEIN. 1989. Teacher attitudes and practices of parent
involvement in inner-city elementary and middle schools. CREMS Report
No.32. Baltimore: John Hopkins University Centre for Research on
Elementary and Middle Schools.
ELKINS, J., C. E. VAN KRAAYENOORD, and A. JOBLING. 2003. Parents’ attitudes
to inclusion of their children with special needs. Journal of Research in
Special Educational Needs. 3(2), pp.122-129.
ELZEIN, H. L. 2009. Attitude towards inclusion of children with special needs in
regular schools (A case study from parent's perspective). Educational
Research and Review [online]. 4(4), [Accessed 25 April 2010], pp.164-172.
Available from: http://www.academicjournals.org/.
EPSTEIN, J. L. 2008. Improving family and community involvement in secondary
schools. Education Digest. 73(6), pp.9-12.
EPSTEIN, J. L. 1995. School, family community partnership: Caring for the children
we share. Phi Delta Kappa. 76(3), pp.701-713.
EPSTEIN, J. L. 1991. Effects of students' achievement of teacher practices of
parent involvement. In: S.B. SILVERN, ed. Advances in reading/ language
research: Vol. 5.Literacy through family, community and school interaction.
Greenwich, CT: JAI Press, pp.261-276.

271
EPSTEIN, J. L. 1990. School and family connections: Theory, research and
implications for integrating sociologies of education and family. In: D.
UNGER and M. SUSSMAN, eds. Families in Community Settings:
Interdisciplinary Perspectives. New York: Haworth Press, pp.99-126.
EPSTEIN, J. L. 1986. Parents reactions to teacher practices of parent involvement.
Elementary School Journal. 86(3), pp. 277-294.
EPSTEIN, J. L. and K. DAUBER. 1991. School programme and teacher practices of
parental involvement in inner-city elementary and middle schools. The
Elementary School Journal. 91(3), pp.279-289.
EPSTEIN, J. L. and K. C. SALINAS. 1993. School and family partnerships: surveys
and Summaries. Baltimore: Johns Hopkins University.
EPSTEIN, J. L and S. SHELDON. 2002. Present and accounted for: Improving
student attendance through family and community involvement. The Journal
of Educational Research. 95(5), pp.308-318.
EPSTEIN, J. L., B. S. SIMON and K. C. SALINAS. 1997. Effects of Teachers
Involve Parents in Schoolwork (TIPS) language arts interactive homework in
the middle grades. Phi Delta Kappa Research Bulletin, 18.
EVANS, J. and I. LUNT. 2002. Inclusive education: Are there limits. European
Journal of Special Needs Education. 17(1), pp.1-14.
FAN, X. 2001. Parental involvement and students’ academic achievement: A growth
modelling analysis. The Journal of Experimental Education. 70(1), pp.27-61.
FEHRMANN, P. G., T. Z. KEITH and T. M. REIMERS. 1987. Home influence on
school learning: Direct and indirect effects of parental involvement on high
school grades. Journal of Educational Research. 80(6), pp.330-337.
FEILER, ANTHONY. 2010. Engaging ‘hard to reach’ parents: Teacher-parent
collaboration to promote children’s learning. New Delhi: Wiley-Blackwell.
FIELD, A. 2009. Discovering statistics using SPSS. London, SAGE.
FLEM, A., T. MOEN and S. GUDMUNSDOTTIR. 2004. Towards inclusive education
schools: A study of inclusive education in practice. European Journal of
Special Needs Education. 19(1), pp.85-98.
FOOT, H., C. HOWE, B. CHEYNE, M. TERRAS and C. RATTRAY. 2000. Preschool education: Parents preferences, knowledge and expectations.
International Journal of Early Years Education. 8(3), pp.189-204.

272
FRANKFORT-NACHMIAS, C. and D. NACHMIAS. 2000. Research methods in
social sciences. New York: Worth.
FUCHS, D. and L. S. FUCHS. 1994. Inclusive schools movement and the
radicalization of special education reform. Exceptional Children. 60(4),
pp.294-309.
GALLAGHER, P. A., J. H. FLOYD, A. M. STAFFORD, T. A. TABER, S. A.
BROZOVIC and P. A. ALBERTO. 2000. Inclusion of students with moderate
or severe disabilities in educational and community settings: Perspectives
from parents and siblings. Education and Training in Mental Retardation and
Developmental Disabilities. 35(2), pp.135–47.
GAY, L. R., G. E.

MILLS. and P. AIRASIAN. 2011. Educational research:

Competencies for analysis and applications. 10th ed. London: Pearson
Education.
GAY, L. R., G. E. MILLS and P. AIRASIAN. 2009. Educational research:
Competencies for analysis and applications. 9th ed. London: Pearson
Education.
GEORGIOU, S. N. 1996. Parental involvement: Definition and Outcomes. Social
Psychology of Education. 1(3), pp.189-209.
GHANA EDUCATION SERVICE, SPECIAL EDUCATION DIVISION. 2005. Special
Educational Needs Policy Framework. Accra: GES.
GIBBS, G. R. 2007. Analysing qualitative data: The sage qualitative research kit.
London: Sage
GIANGRECO, M. F. 1997. Key lessons learned about inclusive education: summary
of the 1996 Schonell memorial lecture. International Journal of Disability.
44(3), pp.193-206.
GIANGRECO, M., S. EDELMAN, C. CLONINGER and R. DENNIS. 1993. My child
has a classmate with severe disabilities: What parents of non-disabled
children think about inclusion. Developmental Disabilities Bulletin. 21(1),
Pp.77-91
GLASER, B. G. and A. STRAUSS. 1967. The discovery of grounded theory:
Strategies for qualitative research. New York: Aldine.
GONZALEZ, M. and J. CHRISPEELS. 2004. Do educational programs increase
parenting practices at home? Factors influencing Latino parent involvement.

273
Enhancing the visibility and credibility of educational research, American
Education Research Association annual meeting, 12-16 April 2004, San
Diego, CA.
GREENE, J. C. 2006. Toward a methodology of mixed methods social inquiry.
Research in the School. 13(1), pp 93-98.
GREENE, J C., V. J. CARACELLI and W. F. GRAHAM. 1989. Towards a
conceptual framework for mixed-method evaluation designs. Educational
Evaluation and Policy analysis. 11(3), pp.255-274.
GREEN, S. K. and M. R. SHINN. 1994. Parent attitudes about special education
and integration: what is the role of student outcomes. Exceptional Children.
61(3), pp.269-281.
GREEN, A. L. and Z. STONEMAN. 1989. Attitudes of mothers and fathers of
nonhandicapped children. Journal of Early Intervention. 13(4), pp. 293-304.
GROLNICK, W. S. and M. L. SLOWIACZEK. 1994. Parents’ involvement in children
schooling: A multidimensional conceptualization and motivational model.
Child Development. 65(1), pp.237-252.
GROVE, K. A. and D. FISHER. 1999. Entrepreneurs of meaning: Parents and the
process of inclusive education. Remedial and Special Education.
20(4), pp.208-215, 256.
GURALNICK, M. J. 1994. Mothers’ perceptions of the benefits and drawbacks of
early childhood mainstreaming. Journal of Early Intervention 18(2). pp.163183.
GURALNICK, M. J. 1982. Mainstreaming young handicapped children: A public
policy and ecological system analysis. In: B. SPODEK, ed. Handbook of
research on early childhood education. New York: The Free Press, pp.456600.
GYIMAH, E. K. 2011. Teachers’ use of instructional strategies in primary schools in
Ghana: Implication to inclusive education. Education Research Journal. 1(3),
pp.46-52.
GYIMAH, E. K. 2006. Teachers’ attitudes to inclusion in Ghana. Ph.D. thesis,
University of Leeds.
GYIMAH, E. K. and I. VANDERPUYE. 2011. Inclusive Education in Ghana: What
are the levers of Change? In Beckmann, J. A. and R. Aluko Issues and

274
Challenges in Education in Africa-The need for a ‘New’ Teacher.
Proceedings of the 3rd Biannual International Conference on Distance
Education and Teachers’ Training in Africa (DETA) held at the University of
Cape Coast, Cape Coast, Ghana, 6-10 August 2009. Pretoria: Business
Print. pp. 87-100.
GYIMAH, E. K. and B. M. MOHAMED. Forthcoming. The state of inclusive
education practice in Ghana: From 2004 to 2012. International Journal of
Inclusive Education.
HAIR, J. F., B. BLACK, B. BABIN, R. E. ANDERSON and R. L. TATHAM. 2005.
Multivariate data Analysis. 6th ed. New Jersey: Prentice-Hall.
HALGUNSETH, L. C., A. PETERSON, D. R. STARK and S. MOODIE. 2009. Family
engagement, diverse families and early childhood education programmes:
An integrated review of literature. Washington, DC. National Association for
the education Young Children: The Pew Charitable Trusts.
HALLE, T., B., KURTZ-COSTES and J. MAHONEY. 1997. Family inﬂuences on
school achievement in low-income, African American children. Journal of
Educational Psychology. 89(3), pp. 527-537.
HENDERSON, A. and N. BERLA. 1994. A new generation of evidence: The family
is critical to student achievement. Washington DC: Center for law and
education.
HENDERSON, A. T., K.L. MAPP, V. R. JOHNSON and D. DAVIES. 2007. Beyond
the bake sale: The essential guide to family school partnerships. New York:
New Press.
HENRICH, C. and D. GADAIRE. 2008. Head Start and parental involvement. Infants
and Young Children. 21(1), pp.56-69.
HEWARD, W. L. 2012. Exceptional Children: An Introduction to Special Education.
Boston: Pearson Educational Inc.
HILDEBRAND, V. 1986. Introduction to early childhood education. New York:
Macmillian.
HINES, R. A., 2001. Inclusion in Middle Schools. Report No. BBB34257 [online].
Champaign, IL: Office of Educational Research and Improvement.
[Accessed 24 November, 2009]. Available from: http://www.ericdigests.org/.

275
HOMAN, R. 2001. The principle of assumed consent: The ethics of gate keeping.
Journal of Philosophy of Education. 35(3), pp.329-343.
HOOKER, M. 2007. Concept note: Developing a model for inclusive education and
assistive technology appropriate for teaching and learning contexts in
developing countries [online]. [Accessed 15 March 2012]. Available from:
http://www.gesci.org/old/files/.
HOOVER-DEMPSEY, K. V., J. M. T. WALKER, H. M. SANDLER, D. WHETSEL, C.
L. GREEN, A. S. WILKINS and K. CLOSSON.

2005. Why do parents

become involved? Elementary School Journal. 106(2), pp.105-130.
HOOVER-DEMPSEY, K. V. and H. SANDLER. 1997. Why do parents get involved
in their children's education? Review of Educational Research. 67(1), pp.342.
HORNBY, G. 2011. Parental involvement in childhood education: Building effective
school-family partnerships. New York: Springer.
HORNBY, G. 2000. Improving parental involvement. London: Cassell.
HORNBY, G. and C. WITTE. 2010. Parental involvement in inclusive primary
schools in New Zealand: Implications for improving practice and for teacher
education. International Journal of Whole Schooling [online]. 6(1), [Accessed
15 May 2011], pp.27-38. Available from: http://www.wholeschooling.net/.
HO SUI-CHU, E and D. J. WILLMS. 1996. Effects of Parental involvement on
eighth-grade achievement. Sociology of Education. 69(1), pp.126-141.
HULL, S. C., H .A. TAYLOR. and N. E. KASS. 2001. Qualitative methods. In: J.
SUGARMAN and D. P. SULMASY, eds. Methods in medical ethics.
Washington DC: Georgetown University Press, pp.146-168.
IDOL, L. 1997. Key questions related to building collaborative and inclusive schools.
Journal of Learning Disabilities. 30(4), pp.384-394.
INGRAM, M., R. B. WOLFE and J. M. LIEBERMAN. 2007. The role of parents in
high-achieving schools serving low-income, at-risk populations. Education
and Urban Society. 39(4), pp.479-497.
JOHNSON, B. and L. CHRISTENSEN. 2004. Educational research: Quantitative,
qualitative and mixed approaches. Boston: Pearson Educational Inc.

276
JOHNSON, R. B. and A. J. ONWUEGBUZIE. 2004. Mixed method research: A
research paradigm whose time has come. Educational Researcher. 33(7),
pp.14-26.
JOHNSON, R. B., A. J. ONWUEGBUZIE and L. A. TURNER. 2007. Towards a
definition of mixed methods research. Journal of Mixed Methods Research.
1(2), pp.112-133.
JOHNSON, B. and L. A. TURNER. 2003. Data collection strategies in mixed
methods research. In: A. TASHAKKORI, and C. TEDDLIE, eds. Handbook
of mixed methods in social and behavioural research. Thousand Oaks, CA:
Sage, pp 297-319.
KALYVA, E., M. GEORGIADI and V. TSAKIRIS. 2007. Attitudes of Greek parents of
primary school children without special educational needs to inclusion.
European Journal of Special Needs Education. 22(3), pp.295-305.
KARTHER, D. E. and F. Y. LOWDEN.1997. Fostering effective parent involvement.
Contemporary Education. 69(1), pp.41-44.
KELLE, U. 2006. Combining qualitative and quantitative methods in research
practice: Purposes and advantages. Qualitative Research in Psychology.
3(4), pp.293-311.
KENNEDY, C. H. and D. FISHER. 2001. Inclusive Middle Schools. Baltimore: Paul
H. Brookes.
KENNY, M., M. SHEVLIN, P. N. WALSH and E. MCNEELA. 2005. Accessing
mainstream: Examining the struggle for parents of children who have
learning difficulties. Journal of Research in Special Educational Needs. 5(1),
pp.11-19.
KIMBERLIN,C. L. and A. G. WINTERSTEIN. 2008. Validity and reliability of
measurements

instruments used in research. American Journal of Health-

System Pharmcy. 65(1), pp.2276-2284.
KOHL, G. O., L.J. LENGUA and R. J. MCMAHON. 2002. Parent involvement in
school: Conceptualizing multiple dimensions and their relations with family
and demographic risk factors. Journal of School Psychology. 38(6), pp.501523.
KROTH, R. L. 1985. Communicating with parents of exceptional children. Denver:
Love.

277
KUNC, N. 1992. The need to belong: Rediscovering Maslow's hierarchy of needs.
In: R.A. Villa, J.S. Thousand, W. Stainback, and S. Stainback, eds.
Restructuring for caring and effective education: An administrative guide to
heterogeneous schools. Baltimore, MD: Paul H. Brookes, pp. 25-40.
LAREAU, A. 1989. Home Advantage. London: Falmer.
LAREAU, A. 1987. Social class differences in family-school relationships: The
importance of cultural capital. Sociology of Education. 60 (2), pp.73-85.
LAUREL, M., G. DUHANEY and S. J. SALEND. 2000. Parental perceptions of
inclusive educational placements. Remedial and Special Education. 21(2),
pp121-128.
LAWSON, H. 2003. Citizenship education for pupils with learning difficulties:
towards participation? Support for learning. 18(3), pp.117-122.
LAWSON, M. 2003. School-family relations in context: Parent and teacher
perceptions of parental involvement. Urban Education. 38(1), pp.77-133.
LEWIS, R. B. and D. H. DOORLAG. 2005. Teaching special students in general
education classrooms. 7th ed. New Jersey: Pearson.
LEWIS, R. B. and D. H. DOORLAG. 1995. Teaching special children in the
mainstream. New Jersey: Englewood Cliffs.
LEYSER, Y. and R. KIRK. 2004. Evaluating Inclusion: An examination of parent
views and factors influencing their perspectives. International Journal of
Disability, Development and Education. 51(3), pp.271-285.
LOEWENSTEIN, G. F., E.U. WEBER, C. K. HSEE and N. WELCH. 2001. Risk as
feelings. Psychological Bulletin. 127(2), pp.267-286.
LOGAN, E. and A. FEILER. 2006. Forging links between parents and schools: a
new role for Teaching Assistants? Support for Learning. 21(3), pp.115-120.
LOMBANA, J. H. 1983. Home-school partnerships: Guidelines and strategies for
educators. New York: Grune and Stratton.
LOREMAN, T. 2007. Seven pillars of support for inclusive education: Moving from
“why?” to “how?”. International Journal of Whole Schooling [online]. 3(2),
[Accessed

18

November

http://www.wholeschooling.net/.

2009],

pp.22-38.

Available

from:

278
LOREMAN, T. and J. DEPPELER. 2002. Working towards full inclusion in
education. The National Issues Journal for People with a Disability. 3(6),
pp.5-8.
LOREMAN, T., J. DEPPELER and D. HARVEY. 2010. Inclusive education:
Supporting diversity in the classroom. London: Routledge.
LOREMAN, T., J. DEPPELER and D. HARVEY. 2005. Inclusive Education: A
practical guide to supporting diversity in the classroom. Sydney: Allen and
Unwin.
LOWENBRAUN, S., S. MADGE and J. AFFLECT. 1990. Parental satisfaction with
integrated class placements of special education and general education
students. Remedial and Special Education. 11(4), pp.37-40, 36.
MAJORIBANKS, K. 1979. Family environments. In: H.J. Walberg, eds. Educational
environments and effects. Berkeley, CA: McCutchan, pp.15-37.
MANGAL, S. K. 2011. Educating exceptional children: an introduction to special
education. New Delhi: PHL Learning Private Limited.
MANNAN, G. and J. BLACKWELL. 1992. Parental involvement: Barriers and
Opportunities. The Urban Review. 24(3), pp. 219-225.
MARSHALL, C. and G. B. ROSSMAN. 2010. Designing Qualitative research. 5th
ed. Thousand and Oaks, CA: Sage.
MASON, J. 2002. Qualitative researching. London: Sage.
MCDONNELL. J. 1987. The integration of students with severe handicaps in regular
public schools: an analysis of parent perceptions of potential outcomes.
Education and Training in Mental Retardation. 22(2), pp.98-111.
MCLELLAN, E., M. K. MACQUEEN and L. J. NEIDIG. 2003. Beyond the qualitative
interviews: Data preparation and transcription. Field Methods. 15(1), pp.6384.
MCLESKEY, J., and N. L. WALDRON. 2000. Inclusive schools in action: Making
differences ordinary. Alexandria, VA: ASCD
MEYER, J. A. and M. B. MANN. 2006. Teachers’ perceptions of the benefits of
home visits for early elementary children. Early Childhood Education
Journal. 34(1), pp.93-97.

279
MILES, M. B. and A. M. HUBERMAN. 1994. Data management and analysis
methods. In: N. K.DENZIN and Y. S. LINCOLN, eds. Handbook of
Qualitative Research. Thousand Oaks: Sage, pp.428-444.
MINISTRY OF EDUCATION SCIENCE AND SPORTS. 2010. Education strategic
plan 2010 to 2020. Accra: MOESS.
MINISTRY OF EDUCATION SCIENCE AND SPORTS. 2008. Preliminary
education sector performance report. Republic of Ghana, Accra: Ghana.
MINISTRY OF EDUCATION SCIENCE AND SPORTS. 2003. Education strategic
plan 2003 to 2015. Accra: MOESS.
MITCHELL, D. 2010. Education that fits: Review of the international trends in the
education of children with special educational needs [online]. [Accessed10
October 2013]. Available from: http://www.educationcounts.govt.nz/.
MITCHELL, D. 2005. Introduction: Sixteen propositions on the contexts of inclusive
education. In: D. MITCHELL, ed. Contextualizing Inclusive Education:
evaluating old and new international perspectives. London: Routledge, pp.121.
MITTLER, P. 2008. Planning for the 2040s: Everybody’s business. British Journal of
Special Education. 35(1), pp.3-10.
MITTLER, P. 2002. Moving toward inclusion: The role of the United Nations. Paper
presented at the Third International Conference on Developmental
Disabilities-Challenges and Opportunities: Policy, Practice, and Research, 34 July 2002, Tel Aviv: Israel.
MITTLER, P. 2000. Working towards inclusive education: Social context. London:
David Fulton.
MORGAN, A. 1993. Training responses to the changing roles of parents.
Community Education Network. 13(6), pp.2-3.
MORRISON, G. S. 1978. Parent involvement in the home, school, and community.
Columbus: Ohio, Merrill.
MORRISON, K. R. B. 1993. Planning and accomplishing school- centred evaluation.
Norfolk: Peter Francis Publishers.
MORRIS, G. V. and I. S. TAYLOR 1998. Alleviating barriers to family involvement in
education: The role of teacher education. Teaching and Teacher Education.
14(2), pp. 219-231.

280
MUSCOTT, H. S., S. SZCZESIUL, B. BERK, K. STAUB, J. HOOVER and P. PerryChisholm. 2008. Creating home-school partnerships by engaging families in
school wide positive behaviour supports. Teaching Exceptional Children.
40(6), pp.6-14.
NEUMAN, W. L. 2003. Social science research methods: Qualitative and
quantitative approaches. Boston: Pearson Educational, Inc.
NIGLAS, K. 2004. The combined use of qualitative and quantitative methods in
educational research. Ph.D. thesis, Tallinn Pedagogical University.
NORWICH, B. and A. LEWIS. 2001. Mapping a pedagogy for special educational
needs. British Educational Research Journal. 27(3), pp.313-329.
NYARKO, K. 2012. The relationship between teachers’ rating of parental school
involvement and the academic achievement of high school students Journal
of Emerging Trends in Educational Research and Policy Studies. 1(4),
pp.210-216.
NYARKO, K. 2011. Parental school involvement: The case of Ghana. Journal of
Emerging Trends in Educational Research and Policy Studies. 2(5), pp.37838.
OBENG, C. 2007. Teacher’s views on the teaching of children with disabilities in
Ghanaian classrooms. International Journal of Special Education. 22(1),
pp.96-102.
OBENG, C. 2004. Voices of affliction: Aspects of traditional healing practices and
their impact on Akan families in Ghana. Cologne, Germany: Rudiger Koeppe
Verlag.
OCLOO, M. A. S. HAYFORD, W. AGBEKE, G. GADAGBUI, M. AVOKE, C.
BOISON, A. OPPONG and J. ESSEL. 2002. Foundations in special
education: The Ghanaian perspective. Cape Coast: Nyakod Printing Works.
OCLOO M. A. and M. SUBBEY. 2008. Perception of basic education school
teachers towards inclusive education in the Hohoe District of Ghana.
International Journal of Inclusive Education. 12(5-6), pp. 639–650.
O’CONNOR, U. (2007). Parental concerns on inclusion: The Northern Ireland
perspective. International Journal of Inclusive Education. 11(5-6), pp.535550.

281
ORGANISATION FOR ECOMOMIC COOPERATION AND DEVELOPMENT. 2006.
Schooling for tomorrow. Demand sensitive schooling? Evidence and issues
[online]. {Accessed 17 August 2012}. Available from: http://www.oecd.org/.
OHENE AFOAKWA, E. Home grown school feeding programme–the Ghanaian
model as icon for Africa [online]. [Accessed 4 October 12]. Available from:
http://www.gcnf.org/.
OKYERE, B.A . 2003. Issues in educating exceptional children in Africa. In: B. A,
OKYERE and J. S. ADAMS, eds. Introduction to special education: An
African perspective. Accra: Adwinsa Publications, pp. 29-41.
O’ LEARY, Z. 2009. The essential guide to doing your research project. London:
Sage.
OLIVER-COMMEY, J. O. 2001. The disabled child in Ghana: Whose fault and who
cares? Accra: Ghana University Press.
OPPEINHEIM, A. N. 1992. Questionnaire design, interviews and attitude
measurement. London: Pinter Publishers Ltd.
OSBORN, A. F., N. R. BUTLER and A. C. MORRIS. 1984. The social life of
Britain’s-five-year-olds: A report of the child health and education study.
London: Routledge.
PALLANT, J. 2010. SPSS Survival Manual: A step by step guide to data analysis
using SPSS. Berkshire: McGraw-Hill Education.
PALMER, D. S., K. FULLER, T. ARORA and M. NELSON. 2001. Taking sides:
Parents’ views on inclusion for their children with severe disabilities.
Exceptional Children. 67(4), pp.467-484.
PALMER, D. S., S. A. BORTHWICK-DUFFY, K. WIDAMAN and S. J. BEST. 1998.
Influences on parent perceptions of inclusive practices for their children with
mental retardation. American Journal on Mental Retardation. 103(3), pp.272
- 287.
PARSONS, S. and J. BYNNER. 2007. Illuminating Disadvantage: Profiling the
experiences of adults with Entry level literacy or numeracy over the life
course. NRDC research report [online]. [Accessed 4 June 2010]. Available
from: www.nrdc.org.uk /publications.

282
PATRIKAKOU, E. N. and R. P. WEISSBERG. 2000. Parents' perception of teacher
outreach and parent involvement in children's education. Journal of
Prevention and intervention in Community. 20(1-2), pp.103-119.
PEARSON, S. 2005. 'SEN- a politically correct phase to replace terms such as
disabled' A study of the views of students entering a secondary PGCE
course. Support for Learning. 20(1), pp.17-20.
PECK, C. A., P. CARLSON and E. HELMSTETTER. 1992. Parent and teacher
perceptions of outcomes for typically-developing children enrolled in
integrated early childhood programs: a state-wide survey. Journal of Early
Intervention. 16(1), pp.53-63.
PECK, C. A., D. STAUB, C. GALLUCCI and I. SCHWARTZ. 2004. Parent
perception of the impacts of inclusion on their non-disabled child. Research
and Practice for Persons with Severe Disabilities. 29(2), pp.135- 143.
PEETSMA, T., M. VERGEER, J. ROELEVELD and S. KARSTEN. 2001.
Inclusion in education: Comparing pupils' development in special and
regular education. Educational Review. 53(2), pp.125-135.
PENA, D. 2000. Parental involvement: Influencing factors and implications. The
Journal of Educational Research. 94(1), pp.42-54.
PETERS, S. 2003. Inclusive education: achieving education for all by including
those with disabilities and special education needs. Washington, DC: World
Bank. p.1.
POLIT, D. F. and B. P. HUNGLER. 1995. Nursing research principles and methods.
Philadelphia: J. B Lippincott Company.
PRYOR, J. and J. G. AMPIAH. 2004. Listening to voices in the village: Collaborating
through data chains. In: K. MUTUA and B. B. SWADENER, eds,
Decolonizing research in cross-culturalcontext: Critical personal naratives.
Albany: State University of New York Press, pp.159-178.
PRYOR, J. and J. G. AMPIAH. 2003. Understanding of Education in an African
Village: The role of information and communication technologies. London:
Department for International Development.
PUGH, G. and E. DE’ATH. 1984. The needs of parents: Practice and policy in
parent education. London: Macmillan.

283
QUIOCHO, A .M. L. and A. M. DAOUD. 2006. Dispelling myths about Latino parent
participation in schools. The Educational Forum 70(3), pp.255-267.
RAFFERTY, Y., C. BOETTCHER and K .W. GRIFFIN. 2001. Benefits and risks of
reverse inclusion for preschoolers with and without disabilities: Parents’
perspectives. Journal of Early Intervention. 24(4), pp.266-286.
RAMBIYANA, N. G. and J. C. KOK 2002. Parents’ expectations of public schooling
in the Northern Province of South Africa. South African Journal of Education.
22(1), pp.10-14.
RAMOS, M. C. 1989. Some ethical implications of qualitative research. Qualitative
Research. 12(1), pp.57-63.
REICHART, D. C., E. C. LYNCH, B.C. ANDERSON, L. A. SVOBODNY, J. M.
DICOLA and M. G. MERCURY. 1989. Parental perspectives on integrated
pre-school opportunities for children with handicaps and children without
handicaps. Journal of Early Intervention. 13(1), pp. 6-13.
RENZALIA, A., M. KARVONEN, E. DRASGOW and C. C. STOXEN. 2003.
Promoting a lifetime of inclusion. Focus on Autism and Other Developmental
Disabilities. 18(3), pp140–149.
REPUBLIC OF GHANA. 2006. Persons with disability Act. Accra: Ghana Publishing
Cooperation.
REYNOLDS, P. D. 1979. Ethical dilemmas and social science research. San
Francisco CA: Jossy-Bass.
RITTER, C. L., C. S. MICHEL and B. IRBY. 1999. Concerning inclusion:
Perceptions of middle school students, their parents, and teachers. Rural
Special Education Quarterly. 18(2), pp.10-17.
ROBSON, C. 2011. Real World Research. West Sussex: John Wiley and Sons Ltd.
ROBSON, C. 2002. Real World Research. Massachusetts: Blackwell.
ROFFEY, S. 2002. School Behaviour and Families: Frameworks for working
together. London: David Fulton Pub. Ltd.
RUNSWICK-COLE, K. 2008. Between a rock and a hard place: Parents’ attitudes to
the inclusion of children with special educational needs in mainstream and
special schools. British Journal of Special Education. 35(3), pp.173-180.
RUSSELL, F. 2005. Starting school: The importance of parental expectations.
Journal of Research in Special Educational Needs. 5(3), pp.118-126.

284
RUSSELL, F. 2003. The expectations of parents of disabled children. British Journal
of Special Education. 30(3), pp.144-149.
RYAN, G. W. and H. R. BERNARD. 2003. Techniques to Identify Themes in
Qualitative Data. Field Methods. 15(1), pp.85-109.
RYNDAK, D. L., J. E. DOWNING, L. R. JACQUELINE and A. P. MORRISON. 1995.
Parental perception after inclusion of their child with moderate or severe
disabilities. Journal of the Association for Persons with Severe Handicaps.
20(2), pp.147-157.
SALEND, S. J. 1998. Effective mainstreaming: Creating inclusive classrooms.
Columbus, OH: Prentice Hall.
SARANTAKOS, S. 2013. Social research. 4th ed. New York: Palgrave Macmillan.
SARANTAKOS, S. 2005. Social research. 3rd ed. New York: Palgrave Macmillan.
SCOTT-JONES, D. 1987. Mother-as-teacher in the families of high-and-lowachieving low-income black first graders. Journal of Negro Education 56(1).
pp.21-34.
SEBBA, J. and M. AINSCOW. 1996. International development in inclusive
schooling: Mapping issues. Cambridge Journal of Education. 26(1), pp.5-18.
SEERY, M. E., P. M. DAVIS and L. J. JOHNSON. 2000. Seeing eye-to-eye: Are
parents and professionals in agreement about the benefits of preschool
inclusion? Remedial and Special Education 21(5), pp.268-278,319.
SELIGMAN, M. 2000. Conducting effective conferences with parents of children
with disabilities. New York: Guilford
SENGE, P. M. 1989. The fifth discipline: The art and practice of the learning
organisations. London: Century.
SHAH, M. 2001. Working with parents. Oxford: Heinemann Educational Pub.
SHELDON, S. B. and J. L. EPSTEIN. 2002. Improving student behaviour and
school discipline with family and community involvement. Education and
Urban Society. 35(1), pp.4-26.
SHIPLEY, W. W. 1995. Duck! Someone said, ‘Inclusion’! Reactions to a survey.
Washington, DC, US Department of Education. U. D.O. Education, ERIC
Document Reproduction Service No. 384 190.

285
SIEBER, J. E. 2008. Planning ethically responsible research. In: L. Brickman and D.
J. Rog, eds. Handbook of applied social research methods. Thousand and
Oaks, CA: Sage, pp.106-142.
SILVERMAN, D. 1993. Interpreting qualitative data. London, Sage.
SIMON, B. S. 2004. High school outreach and family involvement. Social
Psychology of Education. 7( 2), pp.185-209.
SIMON, B. S. 2001. Family involvement in high school: Predictors and effects.
Nassp Bulletin. 85(627), pp.8-19.
SKRTIC, T. M., W. SAILOR and K. GEE. 1996. Voice, collaboration, and inclusion,
Democratic themes in educational and social reform initiatives. Remedial
and Special Education. 17(3), pp.142-157.
SLEE, R. J. and J. ALLEN. 2005. Excluding the included. A reconsideration of
inclusive education. In: K.S.J. RIX, M. NIND and K. SHEEHY, eds. Policy
and power in inclusive education: Values into practice. London: Routledge,
pp.13-24.
SNELL, M. E. 2009. Rethinking effective instructional practices: a response to
Copeland and Cosbey. Research and Practice in Severe Disabilities. 34(1).
pp.228-231.
SOLOMON, R. C. 2000. The philosophy of emotions. In: M. LEWIS and J. M.
HAVILAND-JONES, eds. Handbook of emotions, 2nd ed. New York:
Guilford, pp.17-29.
SOMMERS, R. and B. SOMMERS. 2002. A practical guide to behavioural research
tools and techniques. New York: Oxford University Press.
SOODAK, L.C. 2004. Parents and inclusive schooling: Advocating for and
participating in the reform of special education In: S. DANFORTH and S. D.
TAFF, eds. Crucial reading in special education. Upper Saddle River, NJ:
Pearson Education, pp.260–273.
SPECIAL ATTENTION PROJECT. December 2011. Children with Learning
Difficulties in Public Basic Schools in Ghana: A study involving local
stakeholders in Greater Accra Region [online]. [Accessed 11 April 2012].
Available from: http://sapghana.com/.

286
STEINBERG, L. 1992. Impact of parenting practices on adolescent achievement:
Authoritative parenting, school involvement an encouragement to succeed.
Child Development. 63(5), pp.1266-1281.
STEVENSON, D. L and D. P. BAKER. 1987. The family-school relation and the
child’s school performance. Child Development. 58(5), pp.1348-1357.
STOIBER, K. C., M. GETTINGER. D. GOETZ. 1998. Exploring factors influencing
parents’ and early childhood practitioners’ beliefs about inclusion. Early
Childhood Research Quarterly. 13(1), pp.107-124.
SUGDEN, D. A. and M. E. CHAMBERS. 2005. Children with developmental
coordination disorder. London: Whurr.
SUSSELL, A., S. CARR and A. HARTMAN. 1996. Families R Us: Building a
parent/school partnership. Teaching Exceptional Children. 28(4). pp.53- 57.
TAFA, E. and G. MANOLITSIS. 2003. Attitude of Greek parents of typically
developing kindergarten children towards Inclusive education. European
Journal of Special Needs Education. 18(2), pp.155-171.
TARTAR, M. and G. HORENCZYK. 2000. Parental expectations of their
adolescents' teachers'. Journal of Adolescence. 23(4), pp.487-495.
TASHAKKORI, A. and J. W. CRESWELL. 2007. The new era of mixed methods.
Journal of Mixed Method Research. 1(1), pp. 3-7.
TAYLOR, C. and G. R. GIBBS. 2010. How and what to code [Online]. [Accessed 8
February 2012]. Available from: onlineqda.hud.ac.uk/.
TEDDIE, C and A. TASHAKKORI. 2009. Foundations of mixed methods research:
Integrating quantitative and qualitative approaches in the social and
behavioural sciences. Thousand and Oaks, CA: Sage.
THOMAS, J. S. and M. VAUGHAN. 2004. Inclusive education: Readings and
reflections. Maiden head: Open University.
THOMPSON, S. 1996. How action research can put teachers and parents on the
same team. Educational Horizons. 74(2), pp.70-76.
TODD, L. 2007. Partnership for inclusive education: A critical approach to
collaborative work. New York: Routledge.
TOPPING, K. 1995. Paired reading, spelling and writing: The handbook for teachers
and parents. London: Cassel.

287
TURNBULL, A. P and H. R. TURNBULL. 1997. Families, professionals, and
exceptionality: A special partnership. 3rd ed. Upper Saddle River, NJ:
Merrill/Prentice-Hall.
TURNBULL, A. P. and H. R. TURNBULL. 1982. Parental involvement in the
education of handicapped children critique. Mental Retardation. 20(3),
pp.115-122.
UNESCO. 2005. Guidelines for inclusion: Ensuring access to education for all.
Paris: UNESCO.
UNESCO. 2001. The open file on inclusive education. Paris: UNESCO.
UNESCO. 1994. The Salamanca statement and framework for action on special
needs education. Paris: UNESCO.
UNITED STATES OF AMERICA. Department of Education. 2002. No Child Left
Behind. Department of Education [online]. [Accessed 30 September 2009].
Available from: http://www.ed.gov/.
VANDERPUYE, I. and P. DEKU. 2007. Regular pupils attitude and pupils with
disabilities feelings about inclusion. Journal of Counselling, Education and
Psychology. 1(2), pp.70-89.
VANDERPUYE, I., P. DEKU and S. A. KWARTENG. 2006. The state of support
services and effect of class size in mainstreamed schools: Implication for
inclusive education in Ghana. IFE Psychologia. 14(1), pp.145-157.
VANDERPUYE, I., E. K. GYIMAH and P. DEKU. 2009. Preparation for inclusive
education in Ghana. Ghana Journal of Education. 1(1), pp.11-21.
VAN VOORHIS, F. L. 2003. Interactive homework in middle schools: Effects on
family involvement and science achievement. The Journal of Educational
Research. 96(6), pp.323-338.
VAN VOORHIS, F. L. 2001. Interactive science homework: an experiment in home
and school connections. National Association of Secondary Schools
Principals. 85(627), pp.20-32.
VLACHOU, A. 1997. Struggles for inclusive education. Buckingham: Open
University.
VREY, J. D. 1990. The self-actualising educand Pretoria: University of South Africa.
WAGGONER, K. and L. WILGOSH. 1990. Concerns of families of children with
learning disabilities. Journal of Learning Disabilities. 23(2), pp.97-113.

288
WALTER-THOMAS, C. S., M. BRYANT and S. LAND. 1996. Planning for effective
co-teaching: The key to successful inclusion. Remedial and Special
Education. 17(4), pp.255-264.
WARNOCK, M. 1985. ‘Teacher teach thyself (The 1985 Dimbleby lectures)’. The
listener. pp.10-14.
WEISS, H. B., M. CASPE and M. E. LOPEZ. 2006. Family involvement in early
childhood education. Cambridge, MA: Harvard Family Research Project.
WEST, A., P. NODEN, A. EDGE, M. DAVID and J. DAVIES. 1998. Choices and
Expectations at Primary and Secondary Stages in the State and Private
Sectors. Educational Studies. 24(1), pp.45-60.
WILLIAMS, J., S. CLEMENS, K. OLEINIKOVA and T. TARVIN. 2003. The Skills for
Life survey: A national needs and impact survey of literacy, numeracy and
ICT skills. DfES Research Report 490. London: Department for Education
and Skills, Crown Copyright.
WILLIAMS, B., J. WILLIAMS and A. ULLMAN. 2002. Parental involvement in their
children's education [online]. BMRB Social Research and Department of
Education and Skills. Research report number 332. [Accessed 11 December
2009]. Available from: https://nationalstrategies.standards.dcsf.gov.uk/.
WINTON, P. J. and N. DIVENERE. 1995. Family-professional partnerships in early
Intervention personnel preparation: Guidelines and strategies. Topics in
Early Childhood Special Education. 15(3), 296 –313.
WINTON, P. J. 1986. Effective strategies for involving families in intervention efforts.
Focus on Exceptional Children. 19(2), pp.1-11.
WOLFENDALE, S. 1989. Parental involvement: developing networks between
school, home and community. London: Cassell.
WOLFENDALE, S. 1992. Empowering parents and teachers. London: Cassell.
WOLMAN, C., A. GARWICK, C, KOHRMAN and R. BLUM. 2001. Parents wishes
and

expectations

for

children

with

chronic

conditions.

Journal of

Developmental and Physical Disabilities. 13(3), pp.261-277.
WORLD BANK. 2003. World bank development report: Making services work for
poor people. Washington, DC: World Bank.
YSSEL, N., P. ENGELBRECHT, M. M. OSWALD, I. ELOFF and E. SWART. 2007.
Views of inclusion: A comparative study of parents' perceptions in South

289
Africa and the United States. Remedial and Special Education 28(6),
pp.356-365.
ZHANG, Y., and B. M. WILDEMUTH. 2009. Qualitative analysis of content. In: B. M.
WILDEMUTH, ed. Applications of Social Research Methods to Questions in
Information and Library Science. Westport, CT: Libraries Unlimited, pp.308319.

290

APPENDICES
APPENDIX A: ETHICAL CLEARANCE LETTER

291

APPENDIX B: QUESTIONNAIRE FOR PARENTS
Dear Sir / Madam,
I am Irene Vanderpuye, a Ghanaian, studying in the School of
Education, University of Leeds, United Kingdom. I am conducting a study on
the topic: PILOTING IINCLUSIVE EDUCATION IN GHANA: PARENTAL
PERCEPTION AND INVOLVEMENT under the supervision of Dr. Mary
Chambers and Dr. Sue Pearson, both of the University of Leeds.
The main Purpose of the study is to identify parental views and
participation in the inclusive education of their children in Ghana. This study
is being conducted in all the 35 pilot inclusive schools in the country. In all
560 parents have been randomly selected to respond to a questionnaire and
15 parents have been randomly selected to be interviewed.
The study will yield information that will be useful to the Special
Education Division of the Ministry of Education for planning as they will gain
further insight into how parents perceive inclusive education and how they
expect to be involved. I am certain the answers you will provide will help
greatly in identifying ways to improve practice.
I am conscious of your busy schedules at work and at home but kindly
spare me 30 minutes of your time to respond to this questionnaire. Please
note that participation in this exercise is voluntary. I want to assure you that
your name will remain anonymous and will not be identified in any document.
Please look out for a two page summary of the report that comes out of the
findings. This will be made available to your child’s school and will be posted
on the notice board.
If you decide to participate in the study, please return the completed
questionnaire in the self-addressed envelope provided within three weeks. If
I do not receive the completed questionnaire within the stipulated time, a
letter of reminder will be sent to you. If I still do not hear from you I will
assume that you do not want to participate in the study. If you need further
information or clarification you can contact me on this number 0244617710
or through this email address ediv@leeds.ac.uk.
Thank you.
Irene Vanderpuye
PhD student, University of Leeds,
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SECTION A: BACKGROUND INFORMATION
Instruction: Please, tick (√) the response which corresponds with your background
information.
1.

Gender:

Male

Female

2. Age range: below 20 years
21- 40
3. Educational level: Middle School Leaving Cert.
Degree
Master’s

41- 60
Diploma

Any other? (Please Specify)………………………
4.

Do you have a child or children with disability attending this school?
Yes

5.

No

What is the gender of your child?
Male

6.

Female

What is the age of your child?

...................................

7a. If you answered ‘Yes’ to question 4 where do you want your child to be
educated?
If ‘No’, where do you think children with disabilities should be educated?
Regular school

Special school

Inclusive school

7b. Please give reasons for your answer.
--------------------------------------------------------------------------------------------------------------

YOUR KNOWLEDGE ABOUT INCLUSIVE EDUCATION
1. Inclusive education involves all children having the right to
participate actively school.
2. Inclusive education is about whole school development and
improvement.
3. Inclusive education benefits only children with disabilities.
4. Inclusive education removes barriers to learning.
5. Inclusive education requires significant changes in regular
classroom procedures.
6. Inclusive education is the process of finding better ways to respond
to diversity.
7. Inclusive education involves catering for the needs of all children in
one classroom.
8. Inclusive education makes children with disabilities feel better
about themselves.
9. Inclusive education is about presence, participation and
achievement of all children.
10. Inclusive education is about children with disabilities only.
11. Inclusive education is about education for all.
12. Inclusive education provides children access to appropriate aids,
support and assessment.

1 2 3 4
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SECTION B: PERCEPTION ABOUT INCLUSIVE EDUCATION
Instruction: Below is a table to be completed. It involves statements about how you
view inclusive education on a 4 point scale of 1; 2; 3; and 4. The figures stand for
the following: 1(Strongly disagree); 2 (Disagree); 3 (Agree); and 4 (Strongly
agree). For each of the statements, indicate with a tick (√) the one that best reflects
the information you have about inclusive education.
YOUR FEELINGS ABOUT INCLUSIVE EDUCATION
1. Children with disabilities will be socially isolated by other children in
inclusive classrooms.
2. Inclusive education enables children without disabilities accept
children with disabilities.
3. Inclusive education will require extensive teacher re-training.
4. Inclusive classrooms provide environments that stimulate learning.
5. Inclusive education promotes the development of friendship
between all children.
6. Contact with children with disabilities can be harmful to children
without disabilities.
7. Inclusive education prepares children for the real world.
8. Presence of children with disabilities will lower the academic
standards of the school.
9. Inclusive education will lead to academic improvement for all
groups of children as the children can help each other.
10. Children with disabilities will experience feelings of belonging and
acceptance in inclusive classrooms..
11. The presence of children with disabilities in the same class will not
motivate my child or other children to learn.
12. In an inclusive classroom children will not receive adequate
teacher attention.
13. Every child will benefit from the skills and techniques teachers use
in inclusive classrooms to promote learning.
14.Children without disabilities will pick up undesirable behaviour from
children with disabilities
15. Children with disabilities will improve their language and
communication skills in inclusive classrooms.
16. Teachers can take the opportunity to acquire specialised skills for
teaching in inclusive classrooms.
17. Children with disabilities are likely to be marginalised and not have
their needs met.
18. Teachers are likely to leave their jobs due to the extra workload in
inclusive classrooms.
19. Inclusive education leads to equality for all.
20. Children with disabilities are likely to slow the learning rate of
those without disabilities in inclusive classrooms.
21. Children with disabilities get the opportunity to be educated in
schools nearer home.
22. Inclusive education makes schools responsible for the learning of
all children.
23. Children with disabilities may be included physically but excluded
instructionally (i.e. not benefit from the teaching and learning
experience).
24. Children with disabilities are likely to be bullied, teased or harmed
in inclusive settings.

1 2 4 4
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SECTION C: PARENTAL EXPECTATIONS OF THEIR CHILDREN IN INCLUSIVE
SCHOOLS
From the list provided below, please tick three (3) top priority
expectations that you have for your child who is attending an inclusive
school.
1. Develop social skills
2. Ability to read and write
3. Learn a trade or skills for future employment
4. Make friends
5. Do well academically
6. Learn the culture of my people
7. Be a good citizen
8. Be treated equally
9. Be accepted in the class
2a.
Is your child’s current educational placement helping to fulfil the
expectations you have? Yes( )
No
( )
2b.

Explain your response in 2a.
--------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------

For each of the following, indicate whether they are being done or are yet to
be done by the school to help meet the expectations you have set out for your child.
ACTIVITIES
1. Making good use of academic learning
time.
2. Involving parents in decision making.
3. Taking into consideration my child’s
needs when teaching.
4. Keeping me informed about my child’s
progress in school.
5. Giving my child one-to-one support.
6. Making the curriculum flexible to meet
the needs of my child.

Being Done

Yet To Be Done

SECTION D: PARENTAL INVOLVEMENT
Instruction: Below is a table to be completed. It consists of statements about
parental involvement in inclusive education on a 4 point scale of 1; 2; 3; and 4. The
figures stand for the following: 1 (Never); 2 (Sometimes); 3 (Often); and 4
(Always). For each of the statements, indicate with a tick (√) the one that reflects
how often you do the following.
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YOUR CURRENT INVOLVEMENT IN YOUR CHILD’S INCLUSIVE
EDUCATION

1 2 3 4

1. I create a conducive home environment for learning.
2. I take care of my child’s personal care.
3. I provide all information the school will need about my child.
4. I personally contact the school for information about my child’s
progress.
5. I go to the school and look through my child’s books and discuss
the issues with the teacher.
6. I help my child with his/her homework.
7. I set learning goals with my child.
8. I volunteer my services to the school (e.g. Acting as resource
person, teaching assistant or fundraiser).
9. I attend PTA meetings.
10. I contribute to decision-making in my child’s school.
Instruction: Below is a table to be completed. It consists of statements about
parental involvement in inclusive education on a 4 point scale of 1; 2; 3; and 4. The
figures stand for the following: I (Never); 2 (Sometimes); 3 (Often); and 4
(Always). For each of the statements, indicate with a tick (√) the one that reflects
how often your child’s school does the following.
WAYS THE SCHOOL IS INVOLVING YOU IN YOUR CHILD’S
INCLUSIVE EDUCATION
1. The school authorities encourage me to come to the school to talk
about my child’s education.
2. The school educates me on how to take care of my child.
3. The school communicates with me about every aspect of my child’s
education.
4. My child’s school encourages me or invites me to act as a volunteer
either in fund raising, teaching or acting as a resource person.
5. My child’s school encourages all parents to be part of the PTA.
6. My child’s school keeps me informed of PTA activities.
7. My child’s school offers me the opportunity to be part of the
decision-making process in the school.
8. My child’s school has laid down rules as to what parents can or
cannot do as far as their children’s education is concerned.
9. My child’s school contacts me when they want any information
about my child.
10. Staff members from my child’s school visit our home to discuss
educational issues.

1 2 3 4
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The table below lists other ways you may want the school to involve you in your
child’s education. Tick as many as you wish.
1. Helping in the school library
2. Helping on class trips
3. Listening to pupils read in class
4. Helping in preparing teaching and learning materials
5. Helping with sports coaching
6. Helping in the school canteen
7. Acting as guest speaker on speech days
8. Assisting children with road crossing before and after
school
1b. If there are any other ways you want to be involved in your child’s education
please list.

Instruction: Below is a table to be completed. The table is using a 4 point scale of
1; 2; 3; and 4. The figures stand for the following: 1 (Strongly disagree); 2
(Disagree); 3 (Agree); and 4 (Strongly agree). For each of the statements,
indicate with a tick (√) the one that reflects your thinking.
FACTORS INFLUENCING PARENTAL INVOLVEMENT IN
INCLUSIVE EDUCATION
1. School authorities treating parents as equals.
2. School authorities and teachers respecting parental decisions and
views.
3. Schools providing support for parents and addressing their
concerns.
4. Schools educating parents on the need of involvement and how to
be involved.
5. Government introducing a policy on parental involvement.
6. Effective communication between the school and the home.
7. Intensive teacher training on how to involve parents in inclusive
education.
8. A school environment that makes parents feel welcomed
9. Lack of communication between the school and the home.
10. Parents not having time for their children.
11. Teachers who have not had adequate training on how to involve
parents.
12. Lack of parental knowledge on how to be involved.
13. Parents’ inability to communicate effectively in English.
14. Parental lack of knowledge on how to help their child.
15. Parents and school authorities having opposing view about what
should be involved in the education of the child.
16. Parental lack of financial resources.

1 2 3 4
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APPENDIX C: QUESTIONNAIRE FOR HEADTEACHERS
Dear Sir / Madam,
I am Irene Vanderpuye, a Ghanaian, studying in the School of Education,
University of Leeds, United Kingdom. I am conducting a study on the topic:
PILOTING INCLUSIVE EDUCATION IN GHANA: PARENTAL PERCEPTION AND
INVOLVEMENT under the supervision of Dr. Mary Chambers and Dr. Sue Pearson,
both of the University of Leeds.
The main Purpose of the study is to identify parental views and participation
in the inclusive education of their children in Ghana. This study is being conducted
in all the 35 pilot inclusive schools in the country. All head teachers in these schools
have been given this questionnaire to respond to. In addition, 560 parents have
been randomly selected to respond to a questionnaire. Out of this number 15 have
been randomly selected to be interviewed.
The study will yield information that will be useful to the Special Education
Division of the Ministry of Education for planning as they will gain further insight into
how parents perceive inclusive education and how they expect to be involved. I am
certain the answers you will provide will help greatly in identifying ways to improve
practice.
I am conscious of your busy schedules at work and at home but kindly
spare me 20 minutes of your time to respond to this questionnaire. Please note that
participation in this exercise is voluntary. I want to assure you that your name will
remain anonymous and will not be identified in any document. Please, a-two page
summary of the report that comes out of the findings will be made available to you.
Upon receiving it and noting the content, please posted it on the school’s notice
board so that parents can read it.
If you decide to participate in the study, please return the completed
questionnaire in the self-addressed envelope provided within three weeks. If I do not
receive the completed questionnaire within the stipulated time, a letter of reminder
will be sent to you. If I still do not hear from you I will assume that you do not want to
participate in the study. If you need further information or clarification you can
contact me on this number 0205696003 or through this email address
ediv@leeds.ac.uk.

Thank you.
Irene Vanderpuye
PhD student, University of Leeds, United Kingdom
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SECTION A: BACKGROUND INFORMATION
Instruction: Please, tick (√) in the boxes provided the response which corresponds
with your background information.
Gender :

Male

Female

Age range: below 20
3.

21- 30

31-40

41-50

51-60

How long have you been teaching?
1 - 5 years
6 - 10 years
11 – 20 years
21 or more
Professional Qualifications:
Certificate ‘A’ 4 – year post middle
Certificate ‘A’ 3– year post-secondary
Teachers diploma certificate
B. Ed degree

Any other? (Please Specify)………………………
SECTION B: PARENTAL INVOLVEMENT
Instruction: Below is a table to be completed. It consists of statements about
parental involvement in inclusive education on a 4 point scale of 1; 2; 3; and 4. The
figures stand for the following: 1(Never); 2 (Sometimes); 3 (Often); and 4
(Always). For each of the statements, indicate with a tick (√) the one that reflects
how often parents do the following.
PARENTS’ CURRENT INVOLVEMENT IN INCLUSIVE EDUCATION

1 2 3 4

1. Parents create a conducive home environment for learning.
2. Parents take care of their children’s personal care.
3. Parents provide all information the school will need about their
child.
4. Parents personally contact the school for information about their
child’s progress.
5. Parents come to the school and look through their child’s books
and discuss the issues with the teacher.
6. Parents help their children with their homework.
7. Parents set learning goals with their child.
8. Parents volunteer their services to the school (e.g. Acting as
resource person, teaching assistant or fundraiser).
9. Parents attend PTA meetings.
10. Parents contribute to decision-making in the school.
Instruction: Below is a table to be completed. It consists of statements about
parental involvement in inclusive education on a 4 point scale of 1; 2; 3; and 4. The
figures stand for the following:

299
1(Never); 2 (Sometimes); 3 (Often); and 4 (Always). For each of the statements,
indicate with a tick (√) the one that reflects how often the school does the following.
WAYS THE SCHOOL IS INVOLVING PARENTS IN INCLUSIVE
EDUCATION

1 2 3 4

1. The school authorities encourage parents to come to the school to
talk about their child’s education.
2. The school educates parents on how to take care of their child.
3. The school communicates with parents about every aspect of their
child’s education.
4.The school encourages parents or invites them to act as a volunteer
either in fund raising, teaching or acting as a resource person.
5. The school encourages all parents to be part of the PTA.
6. The school keeps parents informed of PTA activities.
7. The school offers parents the opportunity to be part of the decisionmaking process in the school.
8. The school has laid down rules as to what parents can or cannot do
as far as their children’s education is concerned.
9. The school contact parents when they want any information about
their child.
10. Staff members from the school visit parents at home to discuss
educational issues.
1a. The table below lists other ways parents may want the school to involve them in
their child’s education. From the table below select other ways you think parents
want the school to involve them in inclusive education. Tick (√) as many as you
wish.

1. Helping in the school library.
2. Helping on class trips.
3. Listening to pupils read in class.
4. Helping in preparing teaching and learning materials.
5. Helping with sports coaching.
6. Helping in the school canteen.
7. Acting as guest speaker on speech days.
8. Assisting children with road crossing before and after school.

1b. If there are any other ways parents express their desire to be involved in their
child’s education that has not been mentioned please list them below.
___________________________________________________________________
___________________________________________________________________
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Instruction: Below is a table to be completed. The table is using a 4 point scale of
1; 2; 3; and 4. The figures stand for the following: 1 (Strongly disagree); 2
(Disagree); 3 (Agree); and 4 (Strongly agree). For each of the statements,
indicate with a tick (√) the one that reflects your thinking.
FACTORS

INFLUENCING

PARENTAL

INVOLVEMENT 1 2 3 4

1. School authorities treating parents as equals.
2. School authorities and teachers respecting parental decisions and
views.
3. Schools providing support for parents and addressing their
concerns.
4. Schools educating parents on the need of involvement and how to
be involved.
5. Government introducing a policy on parental involvement.
6. Effective communication between the school and the home.
7. Intensive teacher training on how to involve parents in their
children’s education.
8. A school environment that makes parents feel welcomed.
9. Lack of communication between the school and the home.
10. Parents not having time for their children.
11. Teachers who have not had adequate training on how to involve
parents.
12. Lack of parental knowledge on how to be involved.
13. Parents inability to communicate effectively in English.
14. Parental lack of knowledge on how to help their child.
15. Parents and school authorities having opposing view about what
should be involved in the education the child.
16. Parental lack of financial resources
20.
How will you rate parental involvement in their children’s education in your
school? Use the following scale. (Please circle or underline one option.)
5. Very high
4. High
3. Low
2. Very low
1. Poor
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APPENDIX D: PARENTS’ INTERVIEW GUIDE
SECTION A: BACKGROUND INFORMATION
1. Please state your gender?
2. Within which of these age-ranges do you belong to?
20 and below
21- 30
31 - 40
41- 50 51 - 60
3. Please what is your educational qualification
Instruction: listen to the following questions and respond as you deem
appropriate
SECTION B: PARENTAL EXPECTATIONS FOR THEIR CHILDREN
4. What do you expect your child who is being educated in an inclusive school
to achieve in the following areas?
a. academically
5.

b. socially

c. culturally?

How is the school helping your child to fulfil the expectations you have?

SECTION C: PARENTAL INVOLVEMENT IN INCLUSIVE EDUCATION
6. What specific things do you do to show your involvement in your child’s
education?
7.

How does your child’s school want you to be involved in your child’s
education?

8. Describe how the school tries to involve you in your child’s education.
9. What school activities or programmes are you involved in?
For parents with children with SEN
a. Are you involved in IEP development?
b. Are you involved setting goals for your child?
10. Apart from what the school is doing now, what other ways would you want
the school to involve you in your child’s education?
11. In your opinion what factors make it easy for you to be involved in your
child’s education?
12. Please, explain why the factors make it easy for you to be involved in your
child’s education.
13. In the process of getting involved in your child’s schooling, what challenges
do you face?
14. What measures have you personally taken to overcome the challenges?
15. What has been the outcome?
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APPENDIX E: INTERVIEWEE CONSENT FORM
Title of Research: PILOTING INCLUSIVE EDUCATION IN GHANA:
PARENTAL PERCEPTION, EXPECTATION AND INVOLVEMENT
Name of Researcher: Irene Vanderpuye
Initial the box if you agree with the statement to the left
1

I confirm that I have read and understand the information sheet
dated 02-02-2011 explaining the above research and I have had the
opportunity to ask questions about the project.

2

3

4
5

I understand that my participation is voluntary and that I am free to
withdraw at any time without giving any reason and without there
being any negative consequences. In addition, should I not wish to
answer any particular question or questions, I am free to decline. If
for any reason you want to withdraw you can contact me on
o244617710.
I understand that my responses will be kept strictly confidential [only
if
true].
I give permission for members of the research team to have access
to
my
anonymised responses. I understand that my name will not be linked
with
the research materials, and I will not be identified or identifiable in
the
report or reports that result from the research.
I agree for the data collected from me to be used in future research
I agree to take part in the above research project and will inform the
principal investigator should my contact details change.

________________________________________
Name of participant

Date

____________________
Signature

(or legal representative)
_________________________________________
Name of person taking consent

Date

____________________
Signature

(if different from lead researcher)
To be signed and dated in presence of the participant
_________________________________________
Lead researcher

Date

To be signed and dated in presence of the participant

____________________
Signature
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APPENDIX F: A SAMPLE OF CODED INTERVIEW
Interview 20
Interviewer:

I am about to conduct another interview. Please state your gender?

Respondent: Female
Interviewer:

Within which of this age-group do you belong?

20 and below
21 - 30
31 - 40
41 - 50
51 -60
Respondent: 21 - 30
Interviewer:

Please what is your educational qualification?

Respondent: MSLC
Interviewer:

Ok, what we popularly call standard four.

Respondent: Standard four
Interviewer: Listen to the following questions and respond as you deem
appropriate. What do you expect your child who is being educated in an
inclusive school to achieve in the following areas. First of all academically?
Respondent: I want my child to acquire the skills of doing math, reading and
writing {read and write}
Interviewer:

Good ok, is that all?

Respondent: He should be able to complete school and acquire a certificate which
will enable him to get a job in future and go to the university
{certification/progress academically}
Interviewer:

That is wonderful, what about socially?

Respondent: I want my child to establish cordial relationship {fit in and be
accepted} with anybody and he should be a good adult and citizen {be a
good adult and citizen}.
Interviewer:

That’s wonderful. Culturally?

Respondent: He should be able to know societal norms {learn cultural norms
and Values}, what is acceptable in the society and understand them and
practice them very well. {fit in and be accepted}
Interviewer: Ok. That is wonderful. How is the school helping your child to fulfil
the expectation you have, first of all academically.
Respondent: Well the school is doing well at least my child can read. He can
write.
They have conducted few exams which he has done well
academically {teaching/necessary education}. They are also somewhat
involving parents in decision-making about their children’s education through
the PTA meetings we attend. {decision-making}.
Interviewer:

That is good. What about socially?

Respondent: Socially my child is able to relate with his peers (friends) the joke
they play around without any trouble {mingle with peers or others}.
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Interviewer: Ok, but what role does the school play in that? What exactly does
the school do to facilitate this social interaction of your child?
Respondent: What I know is that in the classroom they encourage the children to
do group work, {group work to promote social acceptance/socialization}
then during break the opportunity is given to the child to play around with his
friends. {friends and play during games}.
Interviewer: That is wonderful. What about culturally?
Respondent: What I know is that the school has a cultural group where they
perform. {cultural display, cultural group activities and doing art and
craft } Sometimes they are invited to social gathering where they perform. I
am also aware that in the curriculum there is something they call RME where
some of these cultural practices are being taught the school {teaching of
rme or social studies}.
Interviewer: That is good. What specific things do you do to show your involvement
in your child’s education?
Respondent: Sometimes I pay visits to talk to the teacher on my child’s academic
progression {monitoring academic progress}. The school organizes open
days where we are invited then we look through their exercise books where
we see their performance. {attending school meetings/functions}We also
attend PTA meetings where their problems are being shared between the
teachers and the parents. Any time the there is any school function l try to go
{attending school meetings/functions}. Also, also…. I help my child do
homework every day, even if l am busy my husband does
it.{homework}Yes l forgot to say that, l feed him well before he goes to
school and buy books and anything he will need to learn {supplying
needs}.
Interviewer: How does your child’s school want you to be involved in your child’s
education?
Respondent: Usually, they encourage we the parents to pay regular visits,
unannounced visits so that we will monitor them and we will see the work
they are doing and the progression of our child academically {school
visits/consultation}. They want us to provide our child with books; pencils
and all stationary {provide needs}. Additionally, we have to feed the child,
buy uniforms and make sure there is a peaceful house the child can come to
after school and a place to learn after school. In short, they want us to
provide that child with everything he will need personally to help learning
{provide needs}. They want us to take part in PTA and other school
organised programmes {pta/school activities}. As members of the PTA we
are to help the school arrive at some decisions that concern our child
{decision-making}.
Interviewer: Ok. Describe how the school tries to involve you in your child’s
education?
Respondent: We attend PTA meeting {school meetings and activities}. I am
also a member of the school management committee which we usually say
SMC. Where we are involved in the management or the affairs of the school
{school meetings and activities}.
Interviewer: Oh that is wonderful. Erm…. can you please describe how the
school tires to involve you in your child’s education?
Respondent: Like I said earlier on we have PTA meetings where we meet at least
twice a term where problems concerning the school children are discussed
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among us and we find solutions {school meetings and activities}. We see
how best we can improve their academic performance and social and other
skills that we want the child or children to acquire. Also the school always
tells parents what they are to do for their child in his education and also
informs them of things going on in their child’s education.
{informed/educated}. We the parents are always encouraged to come to
the school and talk about our child’s education or any thing that bothers our
mind concerning our child and their learning {parent-teacher consultation}.
Interviewer: That is fine, ok, what school activities or programmes are you
involved in?
Respondent: Erm like I said, I am a member of PTA, l also go to opening days,
speech days and sometimes their cultural activities if l can {school
meetings and activities}.
Interviewer: Ok apart from what the school is doing now, what other ways would
you want the school to involve you in your child’s education?
Respondent: Erm…. I want them to make us parents more involved in decisionmaking in the school {decision-making}. That is all l have to say.
Interviewer: Ok. In your opinion what factors make it easy for you to be involved
in your child’s educations?
Respondent: What factors?
Interviewer: Make it easy, or what factors facilitates your involvement in your
child’s education.
Respondent: Madam, can you please explain further?
Interviewer: Erm…. you see you are involved in your child’s education and
definitely in the cause of your involvement as a parent have realised that
there are certain things that makes it easier for you to actually participate in
your child’s education so what are these factors. We want to identify them.
Things that make it easy for you to be involved in your child’s education.
Respondent: Communication is one
Interviewer:

Ok, by communication what do you mean?

Respondent: Yes The teachers share what they see about our children and then
we also tell them what we also see about our children in our homes at PTA
meetings for example. Also, they inform us of up and coming school
activities and share with us things they observe about our child. We can talk
to the teachers about everything and they too can talk to us
{communication}. There is good interaction and friendliness between the
head, teachers and we the parents {welcoming/cordial relationship}
Interviewer: Ok. This interaction you mentioned can you explain why it makes it
easy for you to be involved?
Respondent: I think it is because of the cordial relationship between the school
and the parents we find it easy to approach the school about our child
Interviewer:

What is this cordial relationship doing for you?

Respondent: It is helping me a lot at least they are helping me to shape my child to
be a good adult in future.
Interviewer: Ok, ok now in the process of getting involved in your child’s schooling
what factors or what challenges do you face?
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Respondent: Some of the challenges that I face are that, sometimes because I am
doing small, small work, I am engaged in small, small business, sometimes
they call for PTA meeting which I do not get opportunity to go {busy work
schedule}. Also, once in a while you go to the school and meet a teacher
who does not want to talk to you or listen as they say you like to worry them
with your child issues {unwelcomed}. Sometimes what I as a parent want
for my child is not what the school does {opposing view} and in that case l
am not happy {sad} at all. Sometimes too when there are meetings for
example, the school forgets to inform all the parents or they just tell my child
to tell me if my child forgets and l end up not going then they blame me, but
how was l supposed to know if l was not told!{no communication}
Interviewer:

What did you do to overcome the challenges?

Respondent: So what I normally do is that when I am not able to go to the PTA due
to my business I call the headmaster, and later when I am free I go and ask
what they discussed during my absence, l do the same if l hear there was a
meeting l did not attend for any reason. For the other things l do nothing.
Interviewer:

What has been the outcome of this step that you took?

Respondent: Well what I realise is that I miss some of the things which I am
supposed to hear. It is like the ….. it is not everything that the head is able
to tell me that actually transpired during the PTA meeting. He, he just
mentions the area he thinks, I will benefit or they stand to benefit more
Interviewer:

Ok Madam is there any other thing you will wish to add?

Respondent: There is nothing.
Interviewer:
We have come to the end of this interview. Thank you so much for
your information and the time that you have given to me. I deeply appreciate
it. Have a nice day.
Respondent: Thank you too.
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APPENDIX G: PERMISSION LETTER TO THE DIRECTOR,
SPECIAL EDUCATION DIVISION
School of Education
University of Leeds
LS2 9JT
THE DIRECTOR SPECIAL EDUCATION DIVISON,
GHANA EDUCATION SERVICE,
GHANA.
Dear Madam,
PERMISSION TO CONDUCT RESEARCH IN THE SCHOOLS USED FOR
PILOTING INCLUSIVE EDUCATION
I am Miss Irene Vanderpuye, a lecturer, with the Department of Educational
Foundations (Faculty of Education), University of Cape Coast, Ghana. I am now
studying at the University of Leeds, United Kingdom under the supervision of Drs.
Sue Pearson and Mary Chambers both of the School of Education, University of
Leeds.
I am conducting a study on: PILOTING INCLUSIVE EDUCATION IN GHANA:
PARENTAL PERCEPTION, EXPECTATION AND INVOLVEMENT. The schools to
be used for the exercise are the 35 schools used in the first phase of piloting
inclusive education in the country. The study is scheduled to take place between
January 2011and April 2011. It will involve collecting data from parents who have
children in the respective schools and Headteachers of the said schools.
The study will yield information that will be useful to the Special Education Division
for planning as they will be able to know how parents perceive inclusive education
and how they expect to be involved.
I will be grateful if you could grant me permission to use:
1. The Headteachers in the respective schools for the exercise
2. To have access to the pupil list in the respective schools to be able to select
their parents for the study and,
3. To have access to the addresses of the parents to send them the instruments
for data collection.
Thank you for your co-operation,
Yours faithfully,
(Irene Vanderpuye)
PhD student
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APPENDIX H: PERMISSION LETTER TO THE REGIONAL
DIRECTORS OF EDUCATION
School of Education
University of Leeds
LS2 9JT
THE DIRECTOR EDUCATION,
GHANA EDUCATION SERVICE,
ACCRA/CENTRAL/EASTERN REGIONS
GHANA.
Dear Madam,
PERMISSION TO CONDUCT RESEARCH IN THE SCHOOLS USED FOR
PILOTING INCLUSIVE EDUCATION
I am Miss Irene Vanderpuye, a lecturer, with the Department of Educational
Foundations (Faculty of Education), University of Cape Coast, Ghana. I am now
studying at the University of Leeds, United Kingdom under the supervision of Drs.
Sue Pearson and Mary Chambers both of the School of Education, University of
Leeds.
I am conducting a study on: PILOTING INCLUSIVE EDUCATION IN GHANA:
PARENTAL PERCEPTION AND INVOLVEMENT. The schools to be used for the
exercise are the schools used in the first phase of piloting inclusive education in
Greater Accra, Central and Eastern Regions. The study is scheduled to take place
between January 2011 and April 2011. It will involve collecting data from parents
who have children in the respective schools and Headteachers of the said schools.
The study will yield information that will be useful to the Special Education Division
for planning as they will be able to know how parents perceive inclusive education
and how they expect to be involved
I will be grateful if you could grant me permission to use
1. The Headteachers in the respective schools for the exercise
2. To have access to the pupil list in the respective schools to be able to select
their parents for the study and,
3. To have access to the addresses of the parents to send them the instruments for
data collection.
Thank you for your co-operation,
Yours faithfully,
(Irene Vanderpuye)
PhD student
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APPENDIX I: PERMISSION LETTER FROM THE DIRECTOR
SPECIAL EDUCATION DIVISION

APPENDIX J: CODING SCHEME
Main themes

Sub themes

Parental
expectations
for their
children

Parental academic
expectations

Parental social
expectations

Role of
schools in
helping fulfil
parental
expectations

Ways the school
fulfil Academic
expectations

Example of Patterns of response
I want my child to acquire the skills of doing math, reading and writing. Parent 20
… also use it to seek something for feeding him or her and the family as a whole
and then even the nation entirely Parent 1
I also want him to do well so that he can go very high in education, right to the
university to get a degree Parent 5
Socially I want him to respect everybody as equal partner, treat everybody equal
and be treated like wise Parent 3
I want my child to be able to fit perfectly into the society Parent 2
..he should be comfortable around people and people around him Parent 10
.. he should be a good adult and citizen Parent 20
I think culturally he should be able to know the culture of our people Parent 3
He should listen to elders and obey them Parent 10
May be l can say through the teaching him what he has to know and doing it when
they have to Parent 9
Academically I’m seeing improvement in her studies after the last decision that we
took at PTA meetings that the children should have one hour lessons to improve
their learning after school Parent 14
Takes care of what the child will need educationally to learn by focusing on only
her and helping her understand things Parent 4
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Parental cultural
expectations

Categories
of
Codes
Read and write
Employability/lead
to independence
Certification/
progress
academically
Treat and be
treated equally
Fit in and be
accepted
Mingle with peers or
others
Be a good adult and
citizen
Learn cultural
norms and values
Respectful and
polite
Teaching/necessary
education
Decision-making
for academic
excellence
Individual attention

Ways the school
fulfil social
expectations

Parental
involvement

Parental school
visits

Organising extracurricular activities
to promote
socialisation
Teaching of RME or
social studies.
cultural display,
cultural group
activities and doing
art and craft
Monitoring
academic progress
Monitoring
attendance
Monitoring school
work
Out of concern

Helping with
homework
Supplying
personal/basic
needs

Homework
Supplying needs

..and the group work they do in class, sitting in circles and in fours or fives also
helps children take turns and accept whoever they are to work with and do same
outside school Parent 6
Then during break the opportunity is given to the child to play around with his
friends all this help to socialise my child Parent 3

They also engage the children in extracurricular activities like after school club
activities, through which they socialise Parent 19
..is included in the subjects like RME and cultural studies where they learn the
moral or culture of our people Parent 13
My child and other children get to learn the dances and art in the country Parent 8

I visit the school and ask about the development of my child in his learning Parent
15
The only way l can be sure that she actually goes to the school is by going there
to talk to the teacher and look at the school register Parent 1
On such visits I examine his books, taking note of his marks and tidiness of his
work. I then discuss this with the teacher. Most of the time she tells me that my
boy is doing fine and l do not have to worry Parent 10
I come to the school to check how my child is fairing in her exercises and how she
is responding to teaching and learning Parent 18
When they come home, I think they bring homework. I do assist if I have the time
and l can understand it Parent 13
l feed him well before he goes to school and buy books and anything he will need
to learn Parent 20
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Ways the school
fulfil cultural
expectations

Group work to
promote social
acceptance
/socialization
Make friends and
play

How the
school wants
parents to be
involved

School
meetings/functions

Volunteering

Volunteer

Provision of basic
needs

Provide needs

Attending PTA/
other school
activities
Engaging in
school visits/
parent-teacher
consultation

PTA/school
activities

Engagement in
decision making

Decision-making

Parents to engage
in volunteering
activities
Attendance and
punctuality

Volunteer

School
visits/consultation

Attendance

Most at times we make sure we attend the PTA meetings and open day organized
by the school, the speech and prize giving day we do that. During December the
school organizes a chorus night which we attend. In fact, the family always
attends that meeting Parent 19
SMC sometimes they invite me and I do support them whatever they like me to do
Parent 1
I at times help with some school repairs as l am good with my hands Parent 11
They want us to provide our child with books, pencils and all stationary.
Additionally, we have to feed the child, buy uniforms and make sure there is a
peaceful house the child can come to after school and a place to learn after
school. In short, they want us to provide that child with everything he will need
personally to help learning Parent 20
They want us to take part in PTA and other school organised programmes Parent
20
Sometimes the school calls us the parents to discuss issues about our children
individually and I make sure I go. On such occasion they can talk to you about the
problems the child is encountering in her learning or any other thing they feel is
going wrong Parent 8
… and… they also want us to monitor the progress of our kids and then discuss
whatever they did at school Parent 4
They always insist that parents visit the school to know what is going on Parent
13
Sometimes when there is a problem in the school, they do invite me so that we
can or we all share ideas how to solve that particular problem or take decisions
Parent 3
They also expect me to offer to do things for the school like fund raising or helping
in development projects or even coming to help with teaching culture or dancing
Parent 15
..and also the school expects us to bring our children to school every day and on
time, not to be late for school so that lessons can begin and whatever is suppose
to be done in the day can be achieved Parent 16
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Attending school
functions/
meetings

How the
schools
involves
parents in IE

Engaged parents
in school meetings
and activities

School meeting and
activities

Informed/educated Informed/educated
parents
Parent-teacher
Parent-teacher
consultation
consultation
Decision-making

Engaged parents
in volunteering
activities

Volunteer

More involvement
in decision making
Provide education
for parents
Engaging more
parents in
volunteering

Decision-making

School staff
engaging in home
visits

Home visits

Engaging parents

IEP

Education
Volunteer

The teachers should come home regularly to visit us for example after school he
can come over to find out how my child is fairing at home. Also if anything
happens in the school the teacher can come home and discuss it with me Parent
5.
I have never heard that before so obviously the answer is they do not Parent 12
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Additional
ways parents
want to be
involved in IE

Involved parents
in decision making

The try to involve me through the PTA meetings so as I can talk my mind out in
what I expect the school to do for my child. Not only PTA but anything the school
is doing Parent 2
I am also a member of the school management committee which we usually say
SMC. Where we are involved in the management or the affairs of the school.
Parent 20
They tell me what they want me do for my son and also tell me want l can do or
not as a father to help my child’s education Parent1
Sometimes only I will be called to the school for a meeting to talk about my child
and there I am told all about my child and his schooling most of the time it is when
he was bad Parent 11
They also try whenever there is an urgent decision to be taken, they invite all the
parents so that we bring out our mind to see to how they will solve that particular
problem Parent 2
They encourage us that we….. we… volunteer to help the school with.. urm
..urm…. money for example for development projects and also come to teach
dance or our culture to the children or anything that we can be of help with , they
want us to do Parent 7
..rather they should focus on making me more involved in direct decisions about
my child Parent 15
We as parents need more information and guideline of how to handle our children
and be involved in schooling Parent 10
..they can also invite more of us to teach culture dance or anything relevant that
we know’ Parent 2

in Individualised
Education
programmes
Involvement of
parents in
discipline
Facilitators
to parental
involvement

Another thing is when it comes to the disciplinary issues of my child, I want to be
involved Parent 16

Communication
and understanding
Welcoming/cordial
relationship of the
school staff
Involvement in
decision making

Communication

One of the factors that make it easy for me to be involved in my child’s education
is the good communications that exist between the school and me Parent 16
Also, the way the teachers most times smile and talk to me makes me want to go
to the school always Parent 7

Involvement in
school activities
School
environment
Free education
policy
Future benefits of
education and
Child’s zeal for
learning

Partake in activities

School not
involving parents
in decision-making
Financial
constrains

Not part of
decisions

Again sometimes the school imposes their views on us rather that we all
discussing it and deciding together Parent 13

No money

Sometimes too lack of monetary resources prevents us from becoming fully
involved Parent 2

Welcoming/cordial
relationship
Decision-making

Environment
Free education
Future benefits
Desire to learn

They allow me to make some decisions for my child and sometimes other children
at PTA meetings and this shows that they value what I have to say and use it to let
thing go on in school Parent 4
Letting me know what is going on in the school and involving me in all or most
school activities Parent 2
…even the school environment should be colourful and welcoming by this parents
will not hesitate to come to the school at all Parent 5
The FCUBE government policy is also a great help as I do not need to pay fees
and it is a great relief Parent 15
Knowing that the education my child is going through today will help her become
an independent adult and a good citizen in future. This makes me more than
willing to be involved in my child’s education Parent 8
This desire to learn makes me want to do all I can and be part of his education life
to help him become somebody in future’ Parent 12
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Inhibitors to
parental
involvement

Discipline

Busy work
schedule
Opposing views

I am also busy at my work place and my boss will not release me or even l have
an important meeting l cannot cancel then l cannot go to the school Parent 1
Other times we have different views on issues and it is a problem Parent 13

Inability to help
with homework

Lack knowledge in
subject matter

..or when I have to help with homework l may not know or understand the subject
so l cannot teach her Parent 1

Problems with
English language
Uneducated

I do not speak good English since I am only a form four leaver ……but I try my
best Parent 17
..and my wife is uneducated, helping with home work is therefore difficult Parent
17

Busy work schedule

I am not home most of the time due to busy work schedule. I cannot help the boy
Parent 7

Lack of
communication

No communication

Unwelcoming
attitude of school
staff

Unwelcomed

Sometimes too when there are meetings for example, the school forgets to inform
all the parents or they just tell my child to tell me if my child forgets and l end up
not going then they blame me, but how was l supposed to know if l was not told!
Parent 20
..occasionally you go to the school and teachers or the head are not friendly or
willing to talk or tell you ‘I am busy Parent 7

Lack of societal
acceptance of
children with SEN
Distance between
home and school

Societal attitude

A major problem is how other children or people look down on people with
disabilities Parent 12

Distance

I also live very far from school so child and me going to school is a problem.
Parent 17

Parents’ emotions

Happiness and

They actually welcome every issue I raise and discuss this and it makes me very
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Parents’

Busy work
schedule
Opposing views of
parents and
school authorities

emotions

satisfaction
Optimistic
Frustration

Anger
Sadness

happy and content Parent 7
l still have not seen any change may be one day change will come Parent 3
Well sometimes initially you may see that is working but at (stumbling) on the way
you see that the teachers go back to their old ways. There is really nothing l or any
other parent can do to change them’ (Parent 1).
they way they pass cruel comments affects my child and makes me angry Parent
12
A major problem is how other children or people look down on people with
disabilities, it makes me sad Parent 12
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