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Abstract
Providing inclusive education for children with special educational needs and disabilities
entails educating these students in general education classrooms. There are no consistent
practices or regulations for administering programs for such students in general education
classrooms in Sierra Leone. This problem is supported by the lack of literature about
administrative inclusive education practices. This basic qualitative study was conducted
to explore the professional dispositions, perceptions, and rules or regulations that school
principals hold for administering programs for students with special educational needs
and disabilities in general education classrooms. The conceptual framework of the study
was based on moral leadership and transformational leadership theories. The study fills a
research gap, in that no study has been done in Sierra Leone about school leadership and
inclusive education for students with special educational needs and disabilities. Research
questions centered on the professional dispositions, perceptions, and practices or
regulations that school principals hold about including students with special educational
needs and disabilities in general education classrooms. Twelve principals of senior
secondary schools in Sierra Leone were interviewed in person. Thematic analysis was
applied to the data. Findings showed an absence of expert knowledge and the need for
professional development training for school principals, which informed the
recommendation for a policy on professional development training for principals. The
study’s results have social change implications, in that they may help in addressing the
need to provide proper, high-quality education for students with special educational needs

and disabilities.
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Chapter: 1: Introduction to the Study
Introduction

Inclusive education (IE) for children with special educational needs and
disabilities (SEND) is a global phenomenon rooted in international conventions and
human rights law in addressing the primary concerns of educating SEND students in
general education classrooms. These concerns encompass the search for continuous
improvement in instructional leadership and pedagogical instruction combined with the
rigorous drive to provide equal educational opportunities to every learner (Dreyer, 2017;
Hanafin et al., 2018; Poon-McBrayer, 2017). An inclusive educational environment
encompasses learners from varied cultural and linguistic orientations and with different
aptitudes and learning needs. Both school leaders and teachers are faced with the
challenges to match up with the academic demands of schooling of the 21st century and
beyond (Hanafin et al., 2018; Thomas, 2020).

In the quest to accord SEND students equal educational opportunities in an
inclusive educational setting, school leaders and teachers in Sierra Leone need to have an
in-depth knowledge and understanding of the historical roots and evolution of IE within
the international and national milieu. At the international level, the roots of IE can be
traced from the disability movement. There are some fundamental international
declarations and conventions that acknowledge the right to education for all children and
form essential signposts in the drive toward IE for SEND children (Phiri, n.d.; Right to
Education Project, 2016). Article 26 of the Universal Declaration of Human Rights

(UDHR) of 1948 enumerated the right to education, which should be free at the



elementary and fundamental stages (United Nations [UN], 1948). The first mandatory
international document that makes provision for the right to education for children with
disabilities is the United Nations Convention on the Rights of the Child (UNCRC; UN,
1989). The UNCRC emphasizes equal educational opportunities for every child. Articles
23, 28, and 29 of the UNCRC relate to the educational rights of children and address the
learning needs of children who are physically challenged (UN, 1948, 1989).

There are international legal documents that certify the right of children with
disabilities to have equal access to education. The UN in 2006 accepted the Convention
on the Right of Persons with Disabilities (CRPD). The CRPD is the first agreement that
maintains the right to IE for all children and adults with disabilities. One of the most
noteworthy articles of the CRPD is Article 24, designated “Education” (UN, 2006).
January 2018 witnessed the passage of the Protocol to the African Charter on the Rights
of People with Disabilities in Africa (African Union [AU], 2018). Article 16 of the
charter requires states to accord all persons with disabilities the right to education on an
equal basis with others (AU, 2018).

At the national level in Sierra Leone, the constitution and other legislative
enactments make substantial provisions for the right of every child, including those with
disabilities, to access equal educational opportunities in government and government-
assisted schools throughout the country. Article 9, Subsection 1, paragraphs a and b
require the government to direct state policy toward guaranteeing equal rights and ample
educational chances for all citizens inclusive of protecting the susceptible groups such as

women and the disabled in security educational accommodations (Government of Sierra



Leone [GoSL], 1991). The Education Act of 2004 makes provision for all children of
school-going age to have 9 years of compulsory free basic education that is subjected to
punitive actions for parents and guardians who cause a restriction in accessing basic
education (GoSL, 2004).

The Child Right Act of 2007 encompasses a crucial provision in Subsection 2 of
Section 30 that pertains to the treatment of disabled children in Sierra Leone. Subsection
2 of the Act states that all disabled children have the right to special care, education, and
training with the purpose of developing their maximum potential and becoming self-
reliant (GoSL, 2007). The Persons with Disability Act (2011) addressed the issue of
disability in children in Sierra Leone, and it is comprehensively discussed in the literature
review of this study. The government of Sierra Leone has adopted education policies
such as National Education Master Plan, 1997-2006 and the Education Sector Plans
(ESPs) of 2007-2014, 2014-2018, and 2018-2020, which recognize and provide
mandates for equal education to be accessible to children who are physically challenged
in general education schools throughout the country (GoSL, 1995, 1997, 2007, 2014,
2018; Right to Education Project, 2016; Tarawallie, 2015).

With this general background in mind, | address the background, problem
statement, purpose, and research questions of the study in Chapter 1. The conceptual
framework and relevant literature are introduced in this chapter. Chapter 1 also
encompasses the nature of the study, definitions, assumptions, scope and delimitations,

limitations, and significance. The chapter concludes with a summary.



Background

According to Hasan et al. (2018), IE is the latest move toward instructing children
with diverse aptitudes and learning problems in a way comparable with normal students,
along with a similar instructional manner. The approach seeks to deal with the learning
needs of every child and is geared toward the objective of taking into account those
children who are susceptible to marginalization and exclusion. They noted that IE is only
feasible in adaptable education systems that can integrate the learning needs of the varied
array of learners and adapt the system to meet the needs of the diverse learning
population. They also contended that Education for All (EFA) is significantly linked to
IE. The use of IE in which SEND students are included in general education classrooms
alongside their same-aged nondisabled peers is gaining ground in the educational domain,
as established in the current research literature (Bhakta & Shit, 2016; Bryant et al., 2016;
Majoko, 2018; Simplican et al., 2015). There is a universal demand for the school
landscape to evolve from education of exclusion to education of inclusion, which will
more likely apply pressure to think about or develop new skills for inclusion (Robinson,
2017; Sider et al., 2017). Several studies based on varied perceptions have been carried
out on the educational problem of IE, and substantial focus in these studies has centered
on the relevance of understanding IE, the role of school leaders in IE, and the
instructional competencies of teachers in IE settings (Robinson, 2017; Sider et al., 2017).

There is an increasing manifestation of a shift in the educational systems in Africa
from exclusive to inclusive education that will address the learning needs of SEND

students in traditional classrooms (Arnaiz et al., 2019; Majoko, 2019). Several studies
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signal that IE offers innumerable benefits for both SEND students and their nondisabled
cohorts, and some of these benefits embrace the social, emotional, and academic growth
for SEND students and their nondisabled peers; accommodation of human diversity by
nonSEND students; heightening of self-esteem; and adequate preparation for functional
living in society (Carrington et al., 2016; Pappas et al., 2018).

There are legal foundations that support the use of IE practices to meet the
academic needs of SEND students and to develop and sustain their learning outcomes in
an inclusive educational environment. Solid international legal supports for IE are evident
in international conventions, regulations, and principles such as the UNCRC and the
Standard Rules on the Equalization of Opportunities for People with Disabilities (EOPD)
ratified by many countries throughout the world that eventually placed IE in the realm of
international law (Kanter et al., 2014). Murphy (2018) indicated that educational leaders
value the philosophy of inclusion, and they described their role in IE programs as
collaborators, problem solvers, professional developers, and facilitators. Nguluma et al.
(2017) found that the overall attitude of school administrators was substantially positive,
and their attitudes toward the inclusion of students with disabilities in mainstream schools
were influenced by some independent variables such as training related to special
education, job position, and years of teaching experience in general education schools.

Several studies have demonstrated the necessity of delivering effective leadership
for IE for SEND students in general education classrooms (Carter & Abawi, 2018;
Gathumbi et al., 2015; Kozleski & Choi, 2018; Lyons, 2016; Murphy, 2018; Nguluma et

al., 2017; Roberts et al., 2018; Sider et al., 2017; Ugwu & Onukwufor, 2018). Carter and
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Abawi (2018), Gathumbi et al. (2015), and Lyons (2016) expressed similar views on the

essence of developing and strengthening the knowledge base of school principals with
professional development training because IE involves providing the required leadership
that will address the needs of SEND students in inclusive academic environments. The
findings of Nguluma et al. (2017) and Ugwu and Onukwufor (2018) were in agreement
concerning how knowledge of special education and constant training for school
principals and administrators can lead to the development of a positive attitude toward IE
for SEND students.

However, the findings of the reviewed studies did not indicate how professional
dispositions and perceptions that school principals hold about IE for SEND students in
general education classrooms can influence the proper and quality education provided to
SEND students. This is an area of school leadership and IE in the field of educational
leadership that | sought to explore in this study. A closer examination of this aspect will
provide meaningful knowledge relevant to the existing gap in the research literature on
school leadership and IE in Sierra Leone.

Problem Statement

Several studies based on varied perceptions have been carried out on the
educational problem of IE, and the focus of some of the studies has been on the relevance
of understanding IE, the role of school leaders in IE, and the instructional competencies
of teachers in IE settings (Hornby, 2015; Robinson, 2017; Sider et al., 2017). The state of
IE in Sierra Leone has not been well researched (Nishimuko, 2014; Sesay, 2018). Studies

on school leadership and IE have been conducted in other countries in Africa and beyond



(Carter & Abawi, 2018; Dreyer, 2017; Majoko, 2019; Ugwu & Onukwufor, 2018).
Several studies have been carried out in Sierra Leone that have examined the issue of IE
from diverse perspectives that range from barriers to and challenges of inclusion,
attitudes and perceptions of teachers, professional development for inclusion, and policy
development for IE (Boisvert, 2017; Nishimuko, 2014; Pai, 2014; Rose et al., 2019). All
of these studies have documented the stigma and discrimination that are meted out to
SEND students and are symbolic of their marginalization in general education schools
(Pai, 2014; Sesay, 2018). Nishimuko (2014) indicated that the enrollment of SEND
students in Sierra Leone has been underreported but still conveys the invisibility of
SEND children in general education classrooms. Welfare Society for the Disabled
(2018), a rural-based welfare organization in Sierra Leone, found stigma and
discrimination as the top hindrances to education for SEND children, noted by 44% of
the disabled children surveyed. A thematic report on disability in the Sierra Leone 2015
population and housing census revealed that 37% of the total 92,076 persons with
disabilities aged 3 years and older had ever been enrolled in school, whereas 63% had
never attended school. The report also stated that 24% of those who enrolled in school
had attained basic education, with 16% and 8% for primary and junior secondary
schooling, respectively, and 6.4% attaining senior secondary education (Kabia &
Tarawally, 2017).

The United Nations Integrated Peacebuilding Office in Sierra Leone (UNIPSIL,
2012) found that 76% of SEND children in Sierra Leone were not enrolled in schools.

Recent data can corroborate the UNIPSIL (2012) data. A significant finding of the
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Welfare Society for the Disabled (2018) showed that “91% of out of school children with

disabilities who spoke to us for the study, want to be in school” (p. 2). In the same study,
27% of children surveyed indicated impairment, and 7.5% of the children in the same
survey were stated to have a physical impairment. The study of Nishimuko (2014)
suggested that a survey conducted in the rural Kambia of Sierra Leone found that 60% of
school-aged SEND children were not attending school, and 40% stayed at home alone
daily. These studies and statistical data appear to show that SEND student enrollment into
general education classrooms is almost negligible and that such students face
marginalization in Sierra Leone society.

Numerous studies on school principals’ beliefs, skills, and attitudes about
inclusion have been undertaken in school systems in other countries (Carter & Abawi,
2018; Majoko, 2019; Simplican et al., 2015). There is no existing research on what
school leaders in Sierra Leone believe or know how to do regarding the inclusion of
SEND students in their general education classrooms. With only 37% of the SEND
population enrolled in contrast to 63% not nationally enrolled in schools (Kabia &
Tarawally, 2017), it is critical to understand the role of school leadership in this problem
because school principals are construed as the main conduit for the provision of effective
instructional leadership for SEND students in general education classrooms (Gallo-
Toong, 2020; Khan & Don, 2020; Ugwu & Onukwufor, 2018). The problem for this
study appears to be that there are no consistent practices or regulations for administering
programs for SEND students in general education classrooms by senior secondary school

principals. This seems to be supported by the lack of literature about administrative IE



practices. The gap in the research literature is that no study has been done that relates to
school leadership and IE in the country and addresses the professional dispositions,
perceptions, and practices or regulations that senior secondary school principals hold
about the inclusion of SEND students in general education classrooms.
Purpose

The purpose of this basic qualitative study was to explore the professional
dispositions, perceptions, and practices or regulations that school principals hold for
administering programs for SEND students in general education classrooms. There have
been opinion papers, articles, and position documents that indicate the importance of IE
for SEND students in Sierra Leone, but no research study has been conducted in the area
of school leadership and IE. The impetus for providing IE for SEND children is gaining
more recognition across the global educational landscape (Dreyer, 2017; Nguluma et al.,
2017; Ugwu & Onukwufor, 2018). The research literature on IE in Sierra Leone shows
that some studies have been carried out that pertain to the role that teachers can play in
the implementation of IE, the need for professional development of teachers for IE, and
the perceptions of teachers about inclusion (Pai, 2014; Sesay, 2018; Welfare Society for
the Disabled, 2018). Most of the studies in the existing literature on school leadership and
IE have been done in school systems outside Sierra Leone (Carter & Abawi, 2018;
Dreyer, 2017; Majoko, 2019; Simplican et al., 2015; Ugwu & Onukwufor, 2018).

However, Murphy (2018) posited that educational leaders frequently say that they
lack the required knowledge and skills to lead or implement IE programs successfully.

Billingsley et al. (2017) maintained that some research studies have indicated that school
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principals feel that they are not responsible for providing instructional leadership for
SEND students and others struggling to learn. No research study is evident in the existing
literature on school leadership and IE in Sierra Leone about how the professional
dispositions and perceptions of senior secondary school principals can limit or enhance
the acquisition of proper and quality education by SEND students in general education
classrooms. It is this gap that | sought to address in this study by contributing new
knowledge to the current literature in the field of school leadership and IE in Sierra
Leone. The existence of limited information limits the fulfillment of quality education for
SEND students because senior secondary school principals and educators do not have the
professional training that would equip them with the expertise to create a school climate
and pedagogical instruction for every child regardless of disabilities (Murphy, 2018a,
2018b).

Therefore, the apt delivery of instructional leadership for effective inclusive
schools depends on how the efficacy, attitudes, skills, and beliefs of principals align with
the knowledge and understanding of the diverse learning needs of SEND students (Amin
& Yasin, 2018). It is the responsibility of school leadership to provide SEND students
with learning opportunities so that they can achieve within the traditional educational
curriculum (Amin & Yasin 2018; Billingsley et al., 2017). The central focus of the study
was exploring the professional dispositions and perceptions that senior secondary school
principals in Sierra Leone hold about the inclusion of SEND students in general
education classrooms. The findings of the study may contribute new knowledge to the

current research literature in Sierra Leone that examines school leadership and IE.
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Research Questions
This basic qualitative research study warranted the need to ask the following
research questions, which drove the objective of the inquiry to find answers to the
research problem of the professional dispositions and perceptions that school principals
in senior secondary schools hold regarding the inclusion of SEND students in general
education classrooms:

1. What perceptions and practices or regulations do principals of senior
secondary schools in Sierra Leone hold about SEND students in general
education classrooms?

2. What professional dispositions and practices or regulations do senior
secondary school principals in Sierra Leone use to include SEND students in
general education classrooms?

Conceptual Framework for the Study

The conceptual framework of this study primarily used two leadership theories:
moral leadership and transformational leadership. The rationale for the conceptual
framework being driven in this study by these two theories stemmed from the fact that
both theories indicate how the beliefs, attitudes, professional dispositions, perceptions,
and skills that leaders hold affect the behaviors of members of their organizations
(Balyer, 2012). The beliefs of leaders allow them to be pivotal in shaping the moral
quality of society and organizations through positive or negative behavioral influences
(asir & Mohamad, 2016). Moral disparagement occurs when the actions and behavior

of a leader are in contrast with shared moral values and ethics, which can be malignant to
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the moral strength of society (Kanungo & Mendonca, 1996). The attitudes and values of
transformational leaders encourage their followers to map out mutual goals that can
trigger positive outcomes (Tucker & Russell, 2004). Every school system should ensure
that principals have skills and knowledge through ongoing professional development that
will equip them to set the appropriate school climate for inclusive programs and practices
(Nguluma et al., 2017).

Therefore, a better understanding of the problem and the need to explore the
professional dispositions and perceptions that senior secondary school principals in Sierra
Leone hold about the inclusion of SEND students in general education classrooms can be
accomplished through the theoretical foundation of moral leadership and transformational
leadership theories. Both theories emphasize how the attitudes, professional dispositions,
perceptions, beliefs, and skills of leaders can positively or negatively impact an
organization (Yasir & Mohamad, 2016). The conceptual framework, underpinned by
moral and transformational leadership, may give better insight into the relevance of
restricting the research questions of the study to professional dispositions and perceptions
that senior secondary school principals in Sierra Leone hold about the inclusion of SEND
students in general education classrooms.

Moral Leadership Theory

The leadership literature indicates that moral leadership owes its origin to the
classical leadership theories of Burns (1978) on transactional leadership and
transformational leadership. Some authors have researched the concept of moral

leadership as a separate concept. Barnard (1938) was very much concerned with the
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moral dimension of executive behavior, as were later researchers such as Greenfield
(1986, 1991), Hodgkinson (1991, 1996), Sergiovanni (1992, 1996, 2006), and Starratt
(1994). Recent works on moral leadership are negligible in the current literature.
Pijanowski (2017) posited that regardless of a spike in scholarly endeavor in support of
moral leadership and augmented consideration to ethics regulation, the body of study
investigating the nature of moral leadership remains thin.

Moral leadership theory indicates that leaders play a decisive role in shaping the
moral wellbeing of a society and organization through positive or negative influences
(Yasir & Mohamad, 2016). There is a manifestation in the moral leadership literature that
the beliefs of leaders allow them to provide education for all children regardless of
disabilities or other learning difficulties (Grogan, 2006; Starratt, 1994). Applying moral
leadership theory in the school environment, school leaders can use equity and equality as
driving beliefs, skills, and professional dispositions to eliminate gaps in learning
achievement across ethnicity, class, race, ability, and indicators of exclusion. Their
actions should be demonstrative of how they instruct, guide, and lead (Fullan, 2014;
Furman, 2004). Carroll (2003) suggested seven key attributes or qualities of moral
leaders: Moral leaders have strong ethical character, have a passion to “do right,” are
morally proactive, use stakeholder-inclusive practices, have an obsession with fairness.,
are principled decision makers, and integrate ethics wisdom with management wisdom.
According to Carroll, these qualities need to be predominant in leaders’ approach and

style such that they become accustomed to this leadership approach. | drew upon these
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qualities to further drive the conceptual framework of the study by illustrating how the
seven attributes are critical to professional dispositions and beliefs of school principals.
Carroll’s (2003) seven attributes of moral leaders are central in the dispensation of
school leadership duties. In the school domain, school leaders are expected to imbibe
high moral standards in the execution of the responsibilities entrusted to them. Since
school leaders are the principal decision makers in the placement of all students
(Vazquez, 2010), possessing a sound ethical character of what is right or wrong (Wart,
2003) can achieve the goal of accomplishing the required beliefs, perceptions,
professional dispositions, and skills for successful IE programs. The outcome is that
principals will have the aptitude to create a school climate whereby teachers and other
supporting staff will be imparted with those beliefs, values, and educational practices
characterized by positive learning outcomes for all children under their jurisdiction
(Ardichvili et al., 2016; Leo & Barton, 2006). The seven qualities of moral leaders as
posited by Carroll can be paralleled to the dispositions identified by a participant in a
study by Oyugi (2015). These dispositions include commitment, empathy, tolerance,
honesty, and inclusivity, and they are crucial in administrative procedure. Fullan (2003),
Sergiovanni (2001), and Wang (2018) noted that managing schools as a moral imperative
creates effective school leaders. According to them, the moral imperative empowers
leaders to develop successful practices and the appropriate craft that permits them to
comprehend leadership techniques and the required skills to employ the techniques

successfully.
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According to Brooks and Normore (2005), it is imperative for educational leaders
to cultivate a moral grounding for their schoolwork. In the absence of studies in Sierra
Leone on the professional dispositions and beliefs that principals hold about IE of SEND
students into general education classrooms, moral leadership theory supported the
conceptual framework to better explain the need to investigate the problem of the study
and the research questions that | sought to answer. The professional dispositions and
perceptions of school leaders have a potent force to affect the behavior of teachers in how
they respond to the pedagogical needs of SEND students and to provide academic
conditions that will meet the learning needs of all students (Bublitz, 2016).
Transformational Leadership

The premise for the conceptual framework of this study was also driven by the
concept that school principals, as organizational leaders, establish the atmosphere for IE
in their schools by encouraging and inspiring their teachers and other professional staff
who work within the inclusive educational environment. The theory of transformational
leadership emphasizes that transformational leaders possess the capacity to identify the
change that is appropriate for implementation within the structures of the organization
and help transform people’s beliefs (Beauchamp et al., 2011). Burns (1978) illustrated
that transformational leadership is a process that paves the way whereby leaders and
followers reciprocally inspire themselves to a higher level of motivation and morality. In
1985, Bernard M. Bass expanded on the theory of transformational leadership by
indicating that transformational leadership encourages followers to have beliefs in the

vision and goals of the leader (Bass, 1985; Bass & Riggio, 2008). One of the primary
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interests of transformational leadership pertains to employees’ moral development (Zohar
& Tenne-Gazit, 2008). Transformational leaders seek to challenge the ways that their
employees think, encourage, and inspire them on the utilization of high moral standards
and values to guide their performance (Bass et al., 2003). The most dominant
transformational model by Bass (1985) comprised four main elements that describe a
transformational leader: (a) idealized influence or charismatic leadership, (b) intellectual
stimulation, (c) inspirational motivation, and (d) individualized consideration. Each of
these components is crucial for successful school principalship. The four elements
provide a background in which leadership is labeled as a creation of multiple sources
instead of one single authority (Hallinger, 2003).

The identified components of transformational leadership can be manifested in the
leadership domain of principals within the school system. School principals with
idealized influence are respected and trusted within and outside the confines of the school
building, and teachers and students follow their values and ideals (Yasir & Mohamad,
2016). In the context of Sierra Leone, inspirational motivation is crucial for school
principals to provide a school climate whereby SEND students will have the inspiration
and confidence to pursue and reach their academic goals in an inclusive learning
environment (Tucker & Russel, 2004). Balyer (2012) noted that principals, particularly
those with a vast academic background, are influential on their teachers and encourage
them to accomplish high standards with their students. Furthermore, school principals
influence the performance of their teachers and students, and transformational leadership

is crucial in the drive to make schools accelerative (Balyer, 2012). Intellectual stimulation
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is a vital component of the transformational leadership theory for school principals in
Sierra Leone. It enables the professional dispositions that they hold to match the vision
and goals of the school to meet the learning needs of SEND students regardless of
varying degrees of aptitude (Chandler, 2015).

Moreover, the professional dispositions and perceptions that school principals
hold about SEND students should encompass the individualized consideration component
of the transformational leadership theory. Individualized consideration denotes the need
for school principals to meet the teaching and learning needs of both students and
teaching staff based on the recognition of the individual’s growth and development
(Chandler, 2015). In an inclusive learning environment, individualized consideration is
significant because SEND students need to have the confidence that they are active
participants in the learning environment (Chandler,2015). School principals are construed
as major organizational leaders in the school sphere, and study has demonstrated that the
impacts of idealized influence, intellectual stimulation, individualized consideration, and
inspirational motivation generate useful inclusive learning settings (Beauchamp et al.,
2011; Navickaite, 2013).

Therefore, school principals can play a significant role in the process of providing
quality IE to SEND students. Grounding the conceptual framework of the study by
utilizing the moral leadership and transformational leadership theories, they are the ideal
theory-informed explanation of the problem, purpose, and research questions of this
study. There is further discussion on both moral leadership and transformational theories

in the literature review in Chapter 2.
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Nature of the Study

For this study, | applied a basic qualitative research approach through the use of
interviewing as the research instrument for collecting data and addressing the research
questions. Merriam (2009) posited that basic qualitative research originated
philosophically in constructivism, phenomenology, and symbolic collaboration. Basic
qualitative research is being used by researchers who are concerned about “how people
interpret their experiences, how they construct their worlds, and what meaning they
attribute to their experiences” (Merriam, 2009, p. 23). The overall rationale for the use of
basic qualitative research is to comprehend how people perceive both their lives and
experiences (Merriam, 2009).

The historical source of qualitative research originates from anthropology,
sociology, the humanities, and evaluation, and researchers often employ the philosophical
worldview of constructivism (Creswell, 2018). Social constructivists believe that people
pursue an understanding of the world in which they live and work, and, in the process,
people develop subjective meanings of their experiences (Creswell, 2018). The
qualitative research methodology allows the investigator to explore comprehensive
information from a small group of participants in a study (Creswell, 2018; Denzin &
Lincoln, 2013; Ravitch & Carl, 2016). The utilization of the qualitative method is
influenced by the researcher’s focus on the phenomenon to be studied and the data to be
obtained, combined with the analytical approach of the data acquired from participants of

the inquiry (Creswell, 2018, 2020). The qualitative research method is suitable for the
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purpose of the study because it empowers the researcher to acquire an in-depth insight of
the problem being investigated in inclusive educational environments (de Klerk, 2018).

The concepts being investigated in the study were the professional dispositions
and perceptions of school principals in the context of IE for SEND students. Effective
school leadership is essential to creating inclusive schools that meet the academic, social,
and emotional needs of SEND students (DeMatthews, 2015; Kozleski, 2019). The
professional dispositions and perceptions that school principals hold about the inclusion
of SEND students into their general education classrooms will dictate the instructional
leadership practices that they exhibit in their schools (DeMatthews et al., 2019).
Leadership preparation for IE for SEND students is indispensable in the drive to meet the
learning needs of SEND students in general education classrooms (DeMatthews et al.,
2019), and it is inextricably linked to the need for the need to generate professional
development programs for school leaders that will equip them with apt professional
dispositions and perceptions for the inclusion of SEND students into general education
classrooms (Carter & Abawi, 2018; Gathumbi et al., 2015; Lyons, 2016; Nguluma et al.,
2017; Ugwu & Onukwufor, 2015).

A purposive sampling (Etikan et al., 2016) technique was used to select the
participants of the study who were principals in general education senior secondary
schools, and they were selected on the basis of experience and academic and professional
development qualifications. Data for the study were collected from 12 participants via
one-on-one semistructured interviews. Open-ended questions were primarily used to

explore experiences and insights about professional dispositions and perceptions
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regarding IE for SEND students. Collected data were coded and recoded based on the

information retrieved from the participants. The process of coding and recoding led to

patterns, categories and emerging themes in the analysis process (Saldafia, 2016).
Definition of Terms

This section of Chapter 1 provides official definitions of the terms used in the
study to give more knowledge and understanding of the concepts used in this research.
The definitions are those provided by the UN and its related agencies and other
international education-related bodies that have concerns over the issue of IE for SEND
students in general education classrooms.

Disabilities: Long-term physical, mental, intellectual or sensory deficiencies that,
in interface with barriers, may impede individuals’ full and active participation in society
on an equal basis with others (UN, 2006).

General education classrooms: Also known as mainstreaming/mainstream
education; the method of instructing students with learning difficulties in regular classes
during precise time periods based on their skills (UNESCO, 2017).

Inclusion: Involves educational settings that adjust design and physical structures,
teaching methods, curriculum, culture, policy, and practice of learning environments so
that they are available to all students without prejudice (UNICEF, 2017).

Inclusive education: Refers to the accommodation of all students, whatever their
abilities or requirements, and at all levels inclusive of preschool, primary, secondary,

tertiary, vocational, and lifelong education (UNICEF, 2017).
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Special educational needs: Impairments that are perceived as demanding extra
support” (UNESCO, 2017). Special educational needs is a legal term that refers to
children with learning problems or disabilities that make it harder for them to learn than
most children the same age. Additionally, children with special educational needs are
likely to need extra or different help from that given to other children their age. This may
include differentiated instruction and accommodations.

School principal: The person in charge of all activities that take place in and
around the school structure. It is the leadership of the school principal that sets the
atmosphere of the school, the climate for teaching, and the levels of professionalism,
determination of teachers, and intensity of concern for what students may or may not
become (U.S. Congress, Senate Committee on Equal Educational Opportunity, 1970).

Senior secondary school principals: In the context of Sierra Leone, they are
responsible for the day-to-day administration of senior secondary schools that are under
their jurisdiction. In other words, they are in charge of schools in the grade level referred
to senior secondary schools.

Assumptions

The research was based on the following assumptions: first, it was assumed that
the participants of the study would accurately respond to questions about their
professional dispositions, perceptions, and practices or regulations about the inclusion of
SEND students into general education classrooms during the interview sessions. There
was also the assumption that the school principals of the study would co-operate with by

providing the needed information for the study. Their cooperation in the study was
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accomplished by emphasizing the protection of their confidentiality and identity and the
right to leave the research procedure at any point. It was presumed that participants of the
study had thought about the problem of SEND students in general education classrooms.
Another assumption was that the participants of the study were familiar with research in
the area of school leadership and IE.

Scope and Delimitations

In the study, the ensuing delimitations identified the peripheries of the research. In
the first place, the scope of the study included school principals of senior general
education secondary schools in a selected geographical entity within Sierra Leone. The
focus of the study was on exploring the professional dispositions and perceptions of
school principals about the inclusion of SEND students into their schools. This focus of
the problem under study was chosen because school principals are the main determinants
in the admission of students into their schools, and they can be instrumental in the
enrollment of SEND students into their general education classrooms (Chandler, 2015;
Vazquez, 2010).

However, there were significant populations such as school guidance counselors,
teachers, parents, community and religious leaders, lecturers at teacher education
colleges, and officials that comprised the senior secondary school unit of the Ministry of
Basic and Senior Secondary Education. The excluded identified populations are key
stakeholders in the drive to enhance quality IE for SEND students. The conceptual
framework of the study was limited to the two theories of moral leadership and

transformational leadership. The theory of social justice was also suitable to underpin the
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conceptual framework of the study but was excluded in the study. The social justice
theory pivots on the underlying essential principles of inclusion, collaboration, equal
access, and equal opportunity, which are critical in the quest to address the issue of IE for
SEND students (Sue, 2001). The issue of potential transferability has been addressed by
providing a detailed explanation of the research procedures that encompassed data
collection and the content of the inquiry within the final report of the study (Anney,
2014). With this rich, detailed description of the inquiry, the criterion of Lincoln and
Guba (1985) on the trustworthiness of transferability was used to address the issue of
potential transferability.
Limitations

Some constraints limited the study. The first was the sample size of the study, as
only 12 senior secondary school principals participated in the study. The results of the
study can be questioned in terms of trustworthiness. The issue of the trustworthiness of
the results was resolved by using the criteria of trustworthiness as postulated by Lincoln
and Guba (1985), which are credibility, transferability, dependability, and confirmability.
The second limitation of the study was based on the limited data that were collected from
a small sample in the four geographical zones of Sierra Leone, which are the Western
Area, Eastern, Northern, and Southern Provinces. Some of the participants in the study
were former colleagues who had been promoted to the rank of school principals of senior
secondary schools of the research environment. My former professional relationship with
the participants of the research had no influence on the results of the study because I had

no supervisory control over them and was no longer working with them. However, efforts
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were made to overcome this limitation by ensuring that the interview questions elicited
all the required information from the participants of the study that was needed to answer
the research questions. Timing was another critical limitation of the study. Ample time
was needed to ensure effective work on the writing process. This limitation was
addressed by using a weekly reading and writing plan that helped me to manage time for
the dissertation process and helped me to track progress being made in the dissertation
journey.
Significance

The current research literature on school leadership and IE in Sierra Leone shows
that no research work has been done on the professional dispositions, beliefs, perceptions,
and instructional leadership skills that school principals of the country hold regarding the
inclusion of SEND students in general education classrooms. Studies on the beliefs,
skills, perceptions, and attitudes of school principals about IE have been carried out in the
school systems of other countries in Africa and elsewhere (Carter & Abawi, 2018;
Majoko, 2019; Simplican et al., 2015). In the absence of studies in the existing research
literature in Sierra Leone about the professional dispositions and perceptions that school
principals hold about IE of SEND students, this study provides data on what senior
secondary school principals throughout Sierra Leone believe or know as to practices for
implementing the inclusion of SEND students in general education classrooms. The
findings of the study may fill in the gap that currently exists in the school leadership and

IE research literature in Sierra Leone.
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Key findings from the study within Sierra Leone may have educational and policy
implications for school leaders, professional educators, and researchers as a springboard
for professional work in the field of educational leadership, administration, and
management throughout the country. The results from the study may be used to deliberate
on the potencies and requirements of prevailing IE practices in the country. There is the
prospect that school principals, educators, and critical education stakeholders will employ
the findings of this study to refine educational practices that impede SEND students from
accessing quality education with their nondisabled peers in general education classrooms.
Results of the study will be shared with school principals and other stakeholders of IE to
establish the relevance of developing a framework on the professional dispositions,
beliefs, perceptions, and instructional leadership skills that school principals should hold
regarding the quality education that should be accorded to SEND students in general
education classrooms. The findings of the study will provide school principals with the
opportunity to understand their responsibilities in the establishment of a favorable school
climate that encompasses the required inclusive practices for SEND students to excel as
their nondisabled peers can academically.

There is the potential for the results of the investigation to ignite positive social
change at different levels of Sierra Leone society, such as individuals, communities,
organizations, and institutions. Additionally, the results may help pave the way forward
for all key stakeholders of education, including government and policymakers, to
formulate policies that will lead to the professional development of school principals. The

change may bring social justice to SEND students who are marginalized in the
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educational system in Sierra Leone. The findings also have the potential to promote
positive change because school principals, the government, and essential education
stakeholders may become fully aware of the relevance of according SEND students the
right to education in an inclusive learning environment as provided by national education
laws and policies and supported by international treaties, conventions, and human rights
law.
Summary

Chapter 1 of the study consisted of the introduction to the study, which
encompassed descriptive data regarding the context of the study. The section outlining
the background of the study contained a concise summary of research literature related to
school leadership and IE. The problem statement in this chapter demonstrated the gap in
the existing literature on school leadership and IE. The problem of the study was that
there are no coherent practices or regulations for managing programs for SEND students
in general education classrooms. This appears to be supported by the lack of literature on
administrative IE practices. The gap in the literature was that no study had been done
addressing school leadership and IE in Sierra Leone. Various studies on school
principals’ beliefs, skills, and attitudes have been embarked upon in school systems in
other countries (Carter & Abawi, 2018; Majoko, 2019; Simplican et al., 2015). There is
no current research on what school leaders in Sierra Leone believe or know how to do
about the relevance of the inclusion of SEND students in their general education
classrooms. With only 37% of SEND students enrolled in senior secondary schools

compared to 63% not nationally enrolled in senior secondary schools (Kabia &
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Tarawally, 2017), it is essential to understand the role of school leadership when
addressing this problem. Therefore, it was prudent to conduct a study on the professional
dispositions and perceptions that school principals hold about including SEND students
in their general education classrooms. The study addressed a significant gap in the
existing research literature, as no study had been carried out in the country that related to
the literature of school leadership and IE. The problem statement was followed by
sections addressing the purpose of the study, research questions, nature of the study,
definitions of terms, assumptions, scope and delimitations, limitations, and the
significance of the study.

Chapter 2 contains a review of the literature. The literature is organized by topics
that cover areas that were relevant to the study, organized as follows: (a) historical and
legal foundations of IE as a global phenomenon, (b) background of SEND law in Sierra
Leone, (c) school principals and IE, (d) professional dispositions of school principals
about IE, (e) perceptions that school principals hold about IE, and (f) the theoretical
framework of the study. A detailed description of the research design and methodology of
the study is presented in Chapter 3. Chapter 3 also consists of a comprehensive
explanation of the sampling technique that was used in the study, the criteria that were
used for the selection of participants, and the instrumentation of the study. The method of
collecting and analyzing the data was discussed in this chapter. Measures were adopted to
address ethical issues in protecting the participants of the study as well as the entire
context of the study, which are highlighted in this chapter. The presentation of the

findings of the study is presented in Chapter 4. Chapter 5, which is the final chapter of
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the study, contains a discussion of findings, recommendations for policymakers and other
relevant stakeholders in education in Sierra Leone, and implications for potential positive

social change in the educational landscape of the country.
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Chapter 2: Literature Review

The purpose of the basic qualitative study was to explore the professional
dispositions and perceptions that senior secondary school principals in Sierra Leone hold
regarding the inclusion of SEND students into general education classrooms. The
rationale for the literature review was to examine studies related to the professional
dispositions and perceptions of school principals about the inclusion of SEND students in
general education classrooms. A thorough review of existing scholarly studies on the
subject provides a better understanding of the phenomenon of professional dispositions
and perceptions of school principals.

Literature Search Strategy

A search for empirical and peer-reviewed literature was digitally conducted
through education databases such as Education Source, Academic Search Premier,
EBSCOhost, and SAGE Journals. These databases were retrieved from the subject
resources search engine of the Walden University Library. An additional search strategy
for the study was the use of Google Scholar weekly feeds. Printed versions of articles,
journals, and books were consulted for the literature search. Keywords that were used in
the search process were special education, special educational needs, disabilities,
general education classrooms, classroom instruction, inclusion, inclusive education,
peer, inclusive practices, educational leaders, school principals, educators, norms,
capacity, learning needs, school leadership, inclusive educational practices, exploring,
knowledge, skills, values, leadership, beliefs, perceptions, general education, classroom

settings, and Sierra Leone.
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Literature abounds in the area of school leadership and IE for SEND students in
general education classrooms. The following topics were addressed in the literature
review: (a) the theoretical framework for the study, (b) the historical and legal
foundations of IE as a global phenomenon, (c) the background of SEND law in Sierra
Leone, (d) school principals and IE, and (e) perceptions that school principals hold about
IE.

Conceptual Framework of the Study

Two leadership theories primarily used to support the conceptual framework of
this basic qualitative study were the moral leadership and transformational leadership
theories. The conceptual framework of the study was based on these two theories because
both theories may be used to elucidate how the beliefs, attitudes, professional
dispositions, perceptions, and skills that leaders hold influence the behaviors of followers
of their organizations (Balyer, 2012). Yasir and Mohamad (2016) postulated that the
beliefs of leaders permit them to be central in determining the moral quality of society
and establishments via positive or negative behavioral influences. Moral denigration
occurs when the actions and behaviors of leaders are in conflict with collective moral
values and ethics, which can be malevolent to the moral strength of society (Kanungo &
Mendonca, 1996). The attitudes and values of transformational leaders inspire members
of their organizations to plot out shared goals that can generate positive outcomes
(Tucker & Russell, 2004). Nguluma et al. (2017) maintained that school principals should
develop needed leadership skills through ongoing professional development training that

prepares them to create the required school climate for inclusive programs and practices.
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The use of moral leadership and transformational leadership theories to support the study
provided a better understanding of the problem of the study. The necessity to investigate
the professional dispositions and perceptions that school principals in Sierra Leone hold
regarding the inclusion of SEND students in general education classrooms can be attained
through the foundations of both theories. It is evident that both moral leadership and
transformational leadership theories underscore how the attitudes, professional
dispositions, perceptions, beliefs, and skills of leaders can positively or negatively
influence the behavior of members of their organizations (Yasir & Mohamad, 2016).
Moral Leadership Theory

Moral leadership theory originates from James MacGregor Burns’s (1978)
established theories of transactional leadership and transformational leadership. Some
writers have explored the concept of moral leadership as a separate concept. Barnard
(1938) was very much involved with the moral dimension of executive behavior, as were
later scholars such as Greenfield (1986, 1991), Hodgkinson (1991, 1996), Starratt (1994),
and Sergiovanni (1992, 1996, 2006). Recent works on moral leadership are negligible in
the existing leadership literature. Pijanowski (2017) suggested that irrespective of a spike
in scholarly effort in support of moral leadership and supplemented consideration to
ethics regulation, the body of study examining the nature of moral leadership remains
miniature.

The moral leadership theory contends that leaders play a pivotal role in shaping
the moral well-being of a society and organization through positive or negative influences

(Yasir & Mohamad, 2016). There is a demonstration in the moral leadership scholarly
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works that the beliefs of leaders allow them to provide education for all children
regardless of disabilities or other learning difficulties (Grogan, 2006; Starratt, 1994).
Harnessing the moral leadership theory in the school situation, equity and equality can be
the driving beliefs, perceptions, skills, and professional dispositions that school leaders
can use to reduce the existing gaps in learning attainment across ethnicity, class, race,
ability, and indicators of exclusion. Their activities should be indicative of how they
instruct, guide, and lead (Fullan, 2014; Furman, 2004). Carroll (2003) described seven
essential attributes of moral leaders: strong ethical character, a passion to “do right,”
being morally proactive, stakeholder-inclusive practices, an obsession with fairness.,
principled decision making, and integration of ethics wisdom with management wisdom.
Carroll maintained that these qualities required to be prevalent in the leader’s approach
and style and become accustomed to them as a leadership approach.

Carroll’s (2003) seven attributes of moral leaders are fundamental in the
execution of school leadership duties. School leaders are presumed to imbibe high moral
standards in carrying out the responsibilities delegated to them. Because school leaders
are the principal decision makers in the placement of all students (Vazquez, 2010),
possessing a sound ethical character regarding what is right or wrong (Wart, 2003) can
achieve the goal of attaining the necessary beliefs, perceptions, professional dispositions,
and skills for the implementation of successful IE programs. The result is that principals
will have the needed capacity to produce a school climate in which teachers and other
key supporting staff will be instructed with those beliefs, values, and educational

practices embodied in positive learning outcomes for all children under their jurisdiction
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(Ardichvili et al., 2016; Leo & Barton, 2006). The seven qualities of moral leaders as

conceived by Carroll can be equated to the dispositions recognized by a participant in a
study done by Oyugi (2015). These dispositions include commitment, empathy,
tolerance, honesty, and inclusivity, and they are crucial in administrative procedure.
Wang (2018), Fullan (2014), and Sergiovanni (2001) noted that managing schools as a
moral imperative creates an effective school leader. They posited that the moral
imperative empowers leaders to develop successful practices and the appropriate craft
that permits them to comprehend leadership techniques, as well as the required skills to
employ the techniques successfully.

The development of the reputation of school moral leadership over the past 20
years has been conveyed by theory development, with new models evolving and
recognized approaches being redefined and further advanced (Bush & Glover, 2014).
However, for decades, writers and researchers have been attempting to develop models
that will fit into the practical demonstration of moral leadership. The past three decades
have witnessed a growing interest in the role and impact of moral leadership in schools
(Hallinger, 2014; Notman, 2016). Stefkovich and Begley (2007) addressed the moral
leadership issue of the “best interests of students” by developing the best interests model
that fits into what constitutes the concept of the “best interests of students.” The need for
the model emanates from the quest to explore how the concept is conceptualized in
educational leadership literature based on diverse foundational perspectives that include
psychology, critical theory, and case law. Considering the enormous influences that

school leaders have in determining students’ best interests, the best interests model
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emphasizes that school leadership must make ethical and moral decisions that justly
replicate the needs of students and not their adult self-interest (Bush & Glover, 2014).

Carroll (2003) addressed models that pertain to immoral and amoral management
and leadership and moral management. Immoral management or leadership is a model
that is barren of ethical principles and rules and is in opposition to the realities of the
ethical or the seven moral habits of moral leaders as postulated by Carroll. In the immoral
management/leadership model, management resolutions, behaviors, actions, or leadership
style are dissenting with ethics or morality. The immoral management model embraces
that management’s purposes are egotistic and endorses what the organization can
accomplish (Carroll, 2003).

In the amoral management or leadership model, ethics are not taken into
consideration in the course of decision making and practice, and leaders occupy a neutral
position. Amoral leaders can be manifested in the category of being intentional or
unintentional. Intentionally amoral leaders do not prime ethical considerations in the
dispensation of their actions. Intentionally amoral leaders cannot be perceived as amoral
or immoral because they see the application of rules variedly in all spheres of life
(Carroll, 2003). Unintentionally amoral leaders are in contrast to intentionally amoral
leaders because they are morally casual, careless, unaware, or distracted in relation to the
fact that their decisions and actions may make unfavorable impressions on other
stakeholders (Carroll, 2003). The moral leader model falls in between the two extreme
models of immoral and amoral leadership. The moral leader has a more profound sense

of vision, mission, change, challenge, and creativity and seeks to address people as
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humans (Carroll, 2003).

Additionally, Brooks and Normore (2005) maintained that several researchers
have called for educational leaders to cultivate a moral grounding for their schoolwork. In
the absence of studies in Sierra Leone on the professional dispositions and beliefs that
principals hold about IE for SEND students in general education classrooms, moral
leadership theory can support the conceptual framework to better explain the need to
investigate the problem of the study and the research questions that the study was
conducted to answer. The professional dispositions and beliefs of school leaders have a
potent force to affect the behavior of teachers in how they respond to the pedagogical
needs of SEND students and to provide academic conditions that will meet the learning
needs of all students. (Bublitz, 2016).

Some of the writers on moral leadership theory have common relationships in
their thoughts about the theory. Carroll’s (2003) seven qualities of moral leaders (i.e.,
strong ethical character, a passion to “do right,” being morally proactive, stakeholder-
inclusive practices, an obsession with fairness, principled decision making, and
integration of ethics wisdom with management wisdom) run parallel to the dispositions
that Oyugi (2015) discovered from a participant in his study, which were commitment,
empathy, tolerance, honesty, and inclusivity. The best-interests model developed by
Stefkovich and Begley (2007) that seeks the “ best interests of students” is reflective in
the position that Bush and Glover (2014) took in expressing the need for school
leadership to make ethical and moral decisions that justly replicate the needs of students

and not their adult self-interest.
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Transformational Leadership

Transformational leadership theory also supports IE in schools. The theory of
transformational leadership underscores that transformational leaders possess the ability
to recognize the change that is apt for implementation within the structures of their
organizations (Beauchamp et al., 2011). Additionally, there is evidence that
transformational leadership and IE are intertwined because transformational leadership
theory can help school leaders to cultivate the essential ingredients needed to turn schools
around into effective inclusive academic environments (Opiyo, 2019).

The term transformational leadership was first formulated by Downtown (1973).
However, its development as an influential style of leadership commenced with the work
by Burns (1978) titled Leadership. Transformational leadership is shown by leaders who,
based on their personal vision and energy, get their organization to dizzy altitudes by
making members of the organization perceive problems differently and accept some
sense of responsibility (Mapolisa et al., 2011). Gabriel (2003) maintained that
transformational leadership presents a leader’s high level of confidence and direction to
get things done. It has one disadvantage: The leader does not exclusively ascertain what
subordinates do. Burns elucidated that transformational leadership is like a conduit
through which leaders and followers mutually inspire themselves to a higher echelon of
motivation and morality. In 1985, Bass magnified the theory of transformational
leadership by exhibiting that transformational leadership emboldened followers to hold
beliefs in the vision and goals of the leader (Bass & Riggio, 2008). One of the basic

interests of transformational leadership relates to the moral development of the employee
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(Zohar & Tenne-Gazit, 2008). Transformational leaders pursue the practices of
challenging the ways in which their employees think, nurturing them, and inspiring them
with the application of high moral paradigms and values to monitor their performance
(Bass et al., 2003). Avolio et al. (1985) stated that the aftermath of the process is that
transformational leaders gain confidence, reverence, and commendation from their
employees. Transformational leadership incorporates a moral element with consideration
paid to the role of the leader in helping to inspire their followers to follow the various
stages of moral development (Grogan, 2006; Murphy, 2018). Transformational leaders
affect the degree to which the followers of the organization recognize the organizational
goals as important and achievable, impacting positively the work engagement of the
workers (Li et al., 2019; Steinmann et al., 2018).

The most influential transformational model by Bass (1985) encompassed four
main elements that depict a transformational leader: (a) idealized influence or charismatic
leadership, (b) intellectual stimulation, (c) inspirational motivation, and (d) individualized
consideration. Each of these constituents is essential for effective school principalship.
The four components offer a backdrop in which leadership is regarded as an
establishment of several sources instead of a single authority (Hallinger, 2003). In
transformational leadership, leaders are expected to engage staff and other essential
stakeholders to maximize their levels of commitment to realizing the goals of the
organization, which are associated with the vision. There is proof signposting that
transformational leadership is operative in the enhancement of student learning outcomes

and performance (Bush & Glover, 2014; Widodo & Mawarto, 2020).
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The four known components of transformational leadership can be exhibited in
the leadership realm of principals within the school organization. The element of
idealized influence or charismatic leadership deals with the high moral benchmarks of the
leader combined with their proficient use of power within the domain of the organization.
In the school context, principals with idealized influence or charismatic leadership
command respect and trust within and outside the school premises, and teachers and
students readily imbibe their values and ideals (Yasir & Mohamad, 2016). Intellectual
stimulation refers to the ability of the leader to motivate followers so that they can be
innovative, explorative, and receptive to new methods of learning. The element of
inspirational motivation involves how a leader motivates and inspires members of the
organization. This element is also characterized by the leader’s portrayal of optimism and
communication of high expectations. The fourth component, individualized
consideration, involves the leader’s provision of a supportive climate for individual
growth, development, and taking into consideration individual needs of members. The
identified components of transformational leadership are critical to the professional
dispositions and perceptions of school principals in respect of the inclusion of SEND
students in general education classrooms (Chandler, 2015).

There is evidence in the literature that studies have explored how school
principals have used transformational leadership in depicting their responsibilities as
school leaders. Opiyo (2019) carried out a secondary data review to explore IE and
transformative leadership pertaining to the professional development of school leaders in

Kenya. Results of the study showed evidence that IE and transformative leadership are
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closely interwoven. The findings indicate that all initiatives directed toward establishing
effective execution of IE must interrogate the leadership capability of school leaders and
improve them as essential components in turning around schools into effective inclusive
learning settings.

Jovanovic and Ciric (2016) investigated the benefits of transformational
leadership as they relate to education. They concluded that transformational leadership in
education, particularly in the school system is essential because the model can develop
schools, change the classroom practices of teachers, augment quality teaching, student
learning, and attainment and student engagement as a product of learning. Jovanovic and
Ciric noted that several authors have established that transformational leadership is
resourceful for educational institutions. They added that studies in the area of school
leadership specify the benefits inherent from transformational leadership. Jovanovic and
Ciric discussed that the transformational leadership style of school principals would
produce job satisfaction, favorable school environment, improvement of school
performance, problem solving and decision-making skills, combined with the
development of quality at varied levels, the progression of commitment, capacity,
engagement of teachers and other staffs in meeting goals , and the development of
acceptance, motivation, dedication, and professional advancement. Tengi et al. (2017)
concluded that transformational leadership plays significant role in the efficacy of the
leadership of school leaders. They posited that school leaders in Malaysia are accorded
enough exposure and training to augment their leadership so that they demonstrate

effective school leadership in their respective schools.
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In the reviewed studies, there is evidence that transformational leadership has
been applied as a leadership model by school principals to portray their role as effective
school leaders. The common trend in the reviewed studies is that transformational
leadership is viewed by the different writers as an appropriate model that can equip
school principals to address the learning needs of SEND students in general education
classrooms. These studies show that transformational leadership is applicable in school
organizations and school principals should have this leadership style to turn their schools
around for IE for SEND students. The studies of Opiyo (2019), Jovanovic and Ciric
(2016), Tengi (2017) conveyed findings with agreement in the element that
transformational leadership is indispensable to school leadership as it prepares them to
demonstrate effective leadership in the school system.

Literature Review Related to Key Concepts

Current literature abounds the area of school leadership and IE for SEND students
in general education classrooms. The following topics were addressed in the literature
review: (a) the conceptual framework for the study, (b) the historical and legal
foundations of IE as a global phenomenon, (c) the background of SEND laws in Sierra
Leone, (d) school principals and IE, and € perceptions that school principals hold about
IE.

Historical and Legal Foundations of Inclusive Education

To study the professional dispositions and perceptions of senior secondary school

principals in inclusive education systems, it is important to understand the historical roots

and legal evolution, and foundations of IE from both international and national echelons.
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Historical documents regarding the inclusion of SEND students in general education
classrooms are evident in the literature of IE. This section of the literature review focuses
on the historical and legal foundations of IE at international level.

Historically, the inclusion of SEND students into general education classrooms
can be traced from the United Nations’ (UN) Universal Declaration of Human Rights
(UDHR) in 1948. The preamble of the UDHR recognizes that “inherent dignity and of
the equal and inalienable rights of all members of the human family is the foundation of
freedom, justice and peace in the world” ( UN, 1948, Preamble, para. 1). Kanter (2007)
posited that people with disabilities are not explicitly included or excluded in the UDHR.
The inclusion of SEND students into general education classrooms has legal foundations
that support IE practices to meet the learning needs of SEND students (Dreyer, 2017).
Inclusive education has solid international legal foundation as manifested under
international conventions, treaties, regulations, and principles ratified by several countries
in the world. This ratification puts IE under the limelight of international law. Kanter et
al. (2014) traced the historical roots of IE from an international law perspective based on
the adoption of conventions, protocols, agreements, and documents about the importance
of IE for SEND students by member states of international education related
organizations. Dreyer (2017) referred to these conventions, protocols, agreements, and
documents as the key international milestones regarding IE.

After the adoption of UDHR, the UN adopted the International Covenant on
Economic, Social, and Cultural Rights (ICESCR) and the International Covenant on Civil

and Political Rights (ICCPR) in 1966 (UN, 1966). Both documents in combination with
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the UDHR formed the International Bill of Human Rights (IBHR) in 1966. In actual fact,

the IBHR comprises the five main human rights treaties of the UN that function to
improve basic freedoms and to safeguard the fundamental human rights of all people. The
Bill influences the actions and decisions of governments, states, and other meaningful
organizations to regard economic, social, and cultural rights a prime priority in the
process of formulating and implementing national, regional, and international policy and
law ( International Network for Economic, Social, and Cultural Rights [INESCR], n.d.).
The five core human rights as enshrined in the IBHR are the UDHR (1948), ICESCR
(1966), ICCPR (1966), Optional Protocol to the ICCPR (1966), and Optional Protocol to
the ICESCR (2008). The IBHR contained a comprehensive list of human rights that
government, state, and non-state actors are mandated to respect and promote, and they
include right to life, equality, security of person, freedom from slavery, freedom from
arbitrary arrest/ detention, freedom of movement and residence, due process of law,
freedom of opinion and expression, freedom of association and assembly, right to safe
and healthy working conditions, right to education, and right to health (Australian Human
Rights Commission, n.d.; United Nations, n.d.). Kanter et al. (2014) posited that as in the
case of the UDHR, both the ICESCR and ICCPR never indicated an inclusion or
exclusion of people with disabilities as a protected group. Kanter et al. (2014) noted that
articles 13 and 14 of ICESCR which acknowledge the right to education for all may be
interpreted as the first conventional acknowledgment of the right to education of all

people including people with disabilities, under international law.
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However, the CRC was the first obligatory international treaty that explicitly
mentioned the right to education for children with disabilities. The CRC was launched for
ratification on November 20, 1989. Since this date, the CRC has been ratified by almost
all member states with the exception of United States and Somalia. Articles 23, 28, and
29 convey the educational rights of children and also recognize the special needs of
children with disabilities to effectively access and receive an education (UN, 1989). The
committee on the Rights of the Child has approved several general comments and
documents depicting clarification of its interpretation of the CRC that are applicable to
IE. General comment number 9 of the rights of children with disabilities was endorsed in
acknowledgement of the poor condition of several children with disabilities ( Center for
Studies on Inclusive Education, n.d.). In Paragraphs 66 and 67 of general comment
number 9, the issue of IE was specifically addressed. The aforementioned paragraphs
indicated that IE should be the primary target for supporting students with disabilities.
The comment further stated that the approach and method of inclusion must be
determined by the individual educational needs of the student. The paragraphs
accentuated that the education of some disabled children necessitates the type of support
that be unavailable in general education classes (Center for Studies on Inclusive
Education, n.d.).

Another international milestone in the historical and legal foundations of IE
centers on the Standard Rules on EOPD which was adopted by the UN in 1993 (UN,
1993). The Standard Rules on EOPD have been developed based on the experience

reaped during the UN’s Decade of Disabled Persons (1983-1992). The political and
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moral underpinning of the Standard Rules on EOPD stemmed from the IBHR that

incorporates the UDHR, ICESCR, ICCPR, and the Convention on the Elimination of All
Forms of Discrimination against Women, including the World Program of Action
concerning Disabled Persons (Kanter et al., 2014: UN, 1993;). The 22 Standard Rules
signify developing understanding within the international community about the abilities
on the range of needs of persons with disabilities. The Standard Rules support the right of
all people with disabilities to equal education and encourage member states to conform
accordingly (UN, 1993). The issue of children with disabilities was addressed in the
Standard Rules. Standard Rule six demands that educational programs are carried out in
an integrated setting and children with disabilities should be recognized as equal
participants within the educational system (UN, 1993; Rioux & Carbert, 2003). Quinn
and Degener (2002) noted that the UN Standard Rules on EOPD implied the UN’s
affirmation of the human rights ploy to disability.

Originally, the UN Standard Rules on EOPD were not legally mandatory as
international law. They were regarded as guidelines for policy development and
illustrated a dedication to empowering the human rights of people with disabilities based
on equalization of opportunities. In 2000, the UN Commission on Human Rights adopted
a resolution that reaffirmed resolution 1998/31 which was a general recognition of the
UN’s responsibility for the human rights of people with disabilities. The 2000/51
resolution indicated that actions meted out against people with disabilities that are
inconsistent with the Standard Rules on EOPD is an encroachment on the human rights

of people with disabilities (UN Commission on Human Rights , 2000).
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Likewise, the UN Standard Rules on EOPD was followed by UNESCO’s
adoption of the Salamanca Statement and Framework for Action on Special Education
Needs. The Salamanca Statement and Framework for Action on Special Education Needs
originated from a world conference held in Salamanca, Spain in 1994 and stated the need
to provide equal education to all persons with special educational needs (UNESCO,
1994). The Salamanca Statement reiterates the responsibility of representatives from 92
governments and 25 international organizations regarding the prominence of delivering
equal education to all persons with disabilities in the world. (UNESCO, 1994). Unlike
earlier international documents, the Salamanca Statement centers solely on special
education and the advancement of IE. The Salamanca Statement commences with
Education for All (EFA) by acknowledging the need and importance of delivering
education for every child, young people and adults within the general education structure.
The emphasis is evident as the Salamanca Statement points out that general education
schools with inclusive alignment are the most valuable ways of tackling discriminatory
mindsets, establishing friendly communities, developing an inclusive society, and
attaining education for everyone (UNESCO, 1994).The rationale for the Framework for
Action on Special Education Needs (FASEN) was to inform policy and direct action by
governments, international organizations, national aid agencies, non-governmental
organizations and other bodies in the implementation process of the Salamanca Statement
on principles, policy, and practice in special needs education (UNESCO, 1994). The

driving principle of FASEN is that schools should accommodate all children irrespective
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of their physical, intellectual, social, emotional, linguistic or other conditions. The
FASEN maintained that the children the school should accommodate should include
disabled and gifted children, street children, and working children, children from remote
or nomadic populations, children from linguistic , ethnic or cultural minorities, and
children from other disadvantaged or marginalized areas or groups (UNESCO, 1994).
Hasan et al. (2018) posited that the Salamanca Statement and FASEN (UNESCO, 1994)
offers a framework for considering how to move policy and practice further. They
maintain that the Salamanca Statement and its associating Framework of Action is
possibly the most substantial international document has ever featured in special
education.

The first World Conference on Education for All (WCEFA) was held in Jomtien,
Thailand in 1990. The WCEFA was a historic idea intended to encourage international
devotion to meet the learning needs of all, to equip people with the required knowledge,
skills, values, and attitudes they need for a dignified living so that they can improve their
lives and contribute to the advancement of their respective communities and countries
(World Bank, 2000). The conference assembled representatives of governments,
international agencies, non-governmental organizations, professional associations and
prominent personalities in the sphere of education from around the world. The World
Declaration and a Framework for Action was signed by 155 governments which
committed them to guarantee the provision of quality basic education to children, youths,
and adults ( Torres, 1999). The focus of the WCEFA was on the recognition of the fact

that a substantial number of vulnerable and marginalized groups of learners were



47
excluded from education systems, globally (Miles & Singal, 2008). It was reported that in

1990 about 100 million children between ages 6 and 11 were not attending schools and in
2000 this number had increased to 125 million (World Bank, 2000). It was not only
children with disabilities that were taken into account, but also children marginalized
because of poverty, geographic location, culture, and war. The WCEFA was an important
breakthrough in the international dialogue on the place of education in human
development policy. The consensus arrived at the WCEFA revitalized the worldwide
drive to provide universal primary education and eradicate illiteracy. It has also stirred
efforts in the improvement of quality basic education and to meet the basic learning needs
of diverse disadvantaged groups (UNESCO, 1990). Hasan, Halder, and Debnath (2018)
noted that Education for All (EFA) guarantees the accessibility of quality basic education
to all children and warrants the need for the creation of an academic environment that
would enable children to learn.

The African Charter on the Rights and Welfare of the Child (ACRWC) which was
adopted on July 1, 1990, and came into force November 29, 1999, has been ratified by 49
AU member states and the last signature was June 27, 2019. Article 11 of the ACRWC
stipulates that children have the right to education and to improve their personality,
mental, and physical abilities to their maximum potential. The Article requires
governments of member states to adopt specific actions regarding female, gifted, and
disadvantaged children with the objective of ensuring equal access to education for every
section of the community (AU, 1990). Article 13 guarantees special protection of

children who are mentally or physically disabled so as to safeguard their dignity, self-
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reliance, and active involvement in society (AU, 1990). It is important to note here that
there is no Article in the ACRWC that addresses the issue of IE and SEND students.
However, the third major UN action pertaining the right of people with
disabilities to education before the adoption of the CRPD was the ratification of the
Dakar Framework of Action at the World Education Forum which took place in Dakar,
Senegal in 2000 (UN, 2000). The Dakar Framework of Action (DFA) endorses the goal
of the 1990 EFA presented in Jomtien, Thailand. The DFA was focused on national
education for all assessments. The assessments resulted to numerous conclusions
indicating that 113 million primary school-aged children with a significant percentage of
girls were out of school, there were 880 million illiterate adults in the world with
substantial number of women, education quality is often questionable, and there was a
growing impact on education emanating from poverty, child labor, violence and conflict,
and HIV/AIDS (World Education Forum, 2000). Consequently, the DFA highlighted
several goals in meeting these challenges. Each of the goals have unigue significance to
education for rural development. The primary goal borders on the expansion and
improvement of comprehensive early childhood care and education especially for the
most vulnerable and disadvantaged (World Education Forum, 2000). The DFA
acknowledges education as an effective tool in dealing with serious world problems like
illiteracy, poverty, and the outbreak of disease and war. The vision of the DFA was that
by 2015 all children, especially girls, children in difficult circumstances, and those from
ethnic minorities gained access to and complete free and compulsory quality primary

education (UN, 2000). Another crucial target of the DFA borders on the creation of a
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safe, healthy, inclusive, and fairly equipped educational settings favorable to excellence
in learning with clearly well-defined levels of attainment for all (UN, 2000).

The CRPD came into existence in 2007. Kanter et al. (2014) suggested that
collectively the DFA, the Salamanca Statement, the Standard Rules on EOPD, and other
general UN human rights documents, laid the groundwork for the legally binding right to
IE as embedded in the CRPD. The CRPD was the outcome of five years of consultations
at the UN by the Ad Hoc Committee on a Comprehensive and Integral International
Convention on the Protection and Promotion of the Rights and Dignity of Persons with
Disabilities (United Nations Department of Economic and Social Affairs Disability,
2005). A major article of the CRPD is Article 24 entitled “Education.” Subsection 1 of
Acrticle 24 requires state governments to recognize the rights of persons with disabilities
to education and to ensure an “inclusive education system at different levels and lifelong
learning” (UN, 2007, Article 24, para. 1). Kanter (2007) noted that Article 24 was one of
the most contentious Articles considered by the drafting committee of the CRPD because
it triggered a debate bordering on the definition of disability in the milieu of IE and
objection by some committee members that the phrase “ inclusive education system”
(UN, 2007, Article 24, para. 1) should not be mandatory that will require member states
to change their existing education systems to embrace inclusion. As endorsed, Article 24
does not require that each disabled child or adult be placed in an inclusive classroom nor
that all schools be inclusive (Kanter et al., 2014). Subsection 1 of the Article 24 only
requires that states parties “ensure an inclusive education system at all levels and lifelong

learning” (Article 24, para. 1).
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However, Kanter et al. (2014) posited that Article 24 of the CRPD has the

possibility of bringing about legislative change in several countries of the world by
enacting laws and policies that will safeguard the right to IE for every child and adult
with disability. The Article can also be used by countries as a model in modifying their
national laws with the objective of increasing and improving access to IE and lower rates
of illiteracy. In Sierra Leone, Article 24 has influenced the enactment of the Child Right
Act of 2007, Persons with Disability Act of 2011, and other government education
policies such as the, the Education Sector Plans of 2007-2014, 2014-2018, and 2018-
2020 that acknowledge and stipulate mandates for equal educational opportunities to
SEND students in general education classrooms in public schools in the country (GoSL,
1995, 1997, 2007, 2014, 2018Pai, 2014; Right to Education Project, 2016; Tarawallie,
2015).

Thus, this section of the literature review looks at the historical and legal
foundations of IE as a global phenomenon. From the review, it is evident that the history
of IE at global level is influenced and supported by international conventions, documents,
conferences, agreements, and resolutions that provided the legal foundations of IE. The
adoptions of the UDHR, ICESCR, ICCPR, CRC, Standard Rules on EOPD, Salamanca
Statement and Framework for Action on Special Education Needs, CRPD and other
resolutions at international conferences were milestones in the history of IE. These

milestones bring IE in the limelight of international law.



51

Background of Special Educational Needs and Disability Laws in Sierra Leone

Leadership beliefs, professional dispositions, and IE have become the central
focus in the educational landscape of Sierra Leone. The country has ratified most
international and regional treaties that safeguard the right of every child to access equal,
quality, and affordable education. The country is a signatory to the UDHR, CRC, the
Standard Rules on EOPD, DFA , and the CRPD. These international conventions have
helped Sierra Leone to pass legislations that make provisions for according equal
educational opportunities to people with disabilities.

Therefore, national laws and policies are crucial in the process of providing equal
education access to SEND students in general education classrooms because they
document in concrete terms the framework of the rights and obligations that are accorded
to people in the country (Right to Education Project, 2016). The 1991 constitution of
Sierra Leone is the supreme legislative norm of the country as it spells out the general
tenets that all other domestic laws and policies should follow. Educational laws and
policies enacted by the government of Sierra Leone (GoSL) are the Education Act, 2004,
Child Right Act, 2007, Persons with Disability Act, 2011, National Education Master
Plan-1996-2007, the Sierra Leone Education Sector Plans (ESPs), 2007-2014, 2014-
2018, and 2018-2020. These national laws and policies acknowledged and provided
orders for equal education to be granted to all children who are physically challenged in
general education schools throughout the country (GoSL, 1991, 1995, 2004, 2007, 2011,

2014, 2018 ; Pai, 2014; Right to Education Project, 2016; Tarawallie, 2015). These
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education Acts and policies necessitate school leaders to establish a school environment
that will meet the learning needs of every child for better learning outcomes (Right to
Education Project, 2016).

Article 9 of the 1991 constitution of Sierra Leone relates to the fundamental
principles and objectives of education in the country. It is stipulated in Article 9
Subsection 1 and Paragraphs a and b that the GoSL will direct its policy by guaranteeing
equal rights and enough educational opportunities to all citizens so that every citizen is
accorded the chance to acquire an education based on his or her ability. Also, protecting
the rights of vulnerable groups inclusive of children, women, and disabled people in
secured educational environments (GoSL, 1991). In Article 27 of the constitution, the
issue of protection from discrimination is addressed. According to Section 2 of the
Acrticle, a person is not allowed to be treated in a discriminatory way by any individual
acting in respect of the law or in the execution of public office duties (GoSL, 1991). It is
important to emphasize here that the 1991 constitution as last amended in 2008 does not
acknowledge education as a human right. Education as provided for in the 1991
constitution is construed as a fundamental principle of government policy (Right to
Education Project, 2016).

The Education Act of 2004 provided 9 years of basic education to all children
which is free and compulsory, and imposes punitive actions on those who cause
hindrance in gain access to education. Part 2 of the Act establishes the structure of the
education system of the country and stipulates the provision of the right of free and

compulsory education to all children (GoSL, 2004). Section 4, Subsection 1 of the same



53

Part of the Act institutes the principle of non-discrimination and states that there should
be no discrimination between students in the issue of their enroliment and treatment
accorded to them in any educational institutions in the country (GoSL, 2004).
Discrimination in the context of the Education Act of 2004 was defined as follows:

For the purposes of this section “discrimination” includes any distinction,

exclusion, limitation or preference which, being based on race, color, sex,

disability, language, religion, political, national or social origin, economic
condition or birth, has the purpose or effect of impairing equality of treatment in

education at any level. (p. 7)

Therefore, the Education Act of 2004 was a domestic primacy that encompasses
the commitment of the government of Sierra Leone to the Millennium Development
Goals (MDGs) on education which was established at the UN Millennium Declaration of
2000. The objective of the MDGs was to certify that all children have and completion of
primary schooling by 2015 and the elimination of gender disparity at any levels of
education domain by 2015. Records show that the GoSL has over the years committed its
policy towards the accomplishment of the MDGs to enhancing the quality of education
for its citizens at varied levels ( World Bank, 2007).

On June 13, 2007, the Child Right Act was passed by the Sierra Leone
parliament. The Act is to provide and promote the rights of the child and it is compatible
to the UN’s CRC of 1989, and its Optional Protocols of 2000, and the African Charter on
the Rights and Welfare of the Child (ICRC n.d.). The Child Right Act of 2007

encompasses a crucial provision in Subsection 2 of Section 30 that addresses the
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treatment of disabled children in Sierra Leone (GoSL, 2007). Subsection 2 of the Act

adds that “a disabled child has a right to special care, education and training wherever
possible to develop his maximum potential and be self-reliant” (p. 16 ).

However, the legislation that explicitly refers to the concern of disabled children
is covered in the Persons with Disability Act of 2011. The Act was passed with the aims
of establishing a National Commission for Persons with Disability, the proscription of
discrimination against persons with a disability, accomplishing equalization of
possibilities for persons with a disability, and to offer for other related issues (GoSL,
2011). Part 5 of the Act institutes rights and privileges of persons with disability. Section
15 Subsections 1 and 2 give protection to persons with disability from discrimination in
educational institutions. The section states that:

A person with disability shall not be denied admission to or expelled from an

educational institution by reason only of his disability. Educational institutions

shall take into account the special needs of persons with disability concerning the
use of school facilities, class schedules, physical education requirements and other

similar considerations. (p. 12)

Basically, the Persons with Disability Act safeguards individuals with disability
from all forms of discrimination in any educational institution in Sierra Leone. It is
therefore obligatory for all leaders of educational institutions to conform to the

requirements of the Persons with Disability Act of 2011.

The educational laws passed in Sierra Leone were legal guarantees to ensure the
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right to education for every child in the country. These educational laws cover specific
areas such as free and compulsory 9 years basic education, quality education,
nondiscrimination, and persons with disabilities. The government of Sierra Leone
formulated various policies to implement certain provisions of the educational laws.
Education policies such as the Sierra Leone ESPs 2007-2014, 2014 -2018, and 2018 -
2020, the Sierra Leone Education Sector Capacity Development Strategy, 2012-2016
(GoSL, 2007, 2011, 2014, 2018).

The Sierra Leone Education Sector Plan (ESP) of 2007-2014 specifies the tasks
involved in meeting the cost of providing free education programs and there associated
outcomes. The ESP contains various areas which include among other things expansion
and improvement of post-primary education, accomplishing universal primary education,
enhancing the quality of education, and monitoring it, and making certain the financing
of education based on viable programs. One of the objectives of the Plan was to make
certain that every child enter primary school at the age of 6 years through the
enforcement of the Education Act of 2004, birth registration of all births, and the
construction of new schools, and the rehabilitation old schools (GoSL, 2007). Another
objective of the ESP was to ensure that every school in the country provide a safe
learning environment for all children, specifically with respect to discrimination (GoSL,
2007). There was also the objective of ensuring that vulnerable and disadvantaged
children including orphans, children with special needs and, those in need of protection
are enrolled, and stayed in school. Some strategies highlighted to accomplish this

objective include the provision of essential social aid, and follow-up. The ESP also
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focused on the need of improving quality education with the aim of making sure that
physically disabled children can use schools safely and also creating an enabling
environment for the mentally challenged children at primary level (GoSL, 2007). Right
to Education Project (2016) stated that the Sierra Leone ESP (2007-2014) was a planned
document built on the government’s Country Status Report of 2006 and the Poverty
Reduction Strategy Paper of 2004. Both documents they maintained paved the way in
which the government will improve the education accomplishments since the end of the
rebel war in 2000 so that by the end of 2015 every child will attend school and obtain
quality education.

The aim of the Sierra Leone ESP of 2014-2018 was to go on with the strategies
established in the first ESP of 2007-2014 and deal with issues confronted the phase of its
implementation. There was a strong emphasis on capacity building in the 2014-2018 ESP
and regular supervision and evaluation of policies to match costs (Right to Education
Project, 2016). Objective 2(1) of the ESP (2014-2018) was centered on the need for the
improvement of learning environments by adopting strategies such as the reconstruction
of existing schools to make them conducive for safe learning, provision of adequate
furniture in classrooms, improvement of sanitary conditions and the increase availability
of sanitation facilities, and delivery of teaching and learning materials. Strategic objective
14 of the Sierra Leone Education Sector Capacity Development Strategy of 2012-2016
authenticated the relevance for the education system to identify children with special
education needs, notably for emotional, mental or physical reasons and such students

must be provided with the necessary support where possible in an inclusive school
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environment.

The writers of the 2012-2016 Sierra Leone Education Sector Capacity
Development Strategy noted that an ample body of expertise and research needs to be
adopted in Sierra Leone to reinforce and provide information on important decisions
related to inclusion and special educational needs methods and working framework of
support and integration at varied levels (GoSL, 2011). An intervention that could
accomplish this involves the process of building professional capacity within the
university and teacher training college domains, to bolster IE components in teacher
training colleges, and take the lead of identifying and supporting children with special
educational needs. Another intervention was to create domestic tools and systems to
identify students with special educational needs and establish guidance for teachers to
identify students with hearing or visual impairments (GoSL, 2011).

The 2018-2020 ESP (GoSL, 2018) aims at the continuation, expansion, and the
sustenance of improvements that were accomplished under the ESP of 2014-2018 in
access and equity, quality and relevance, and system strengthening. The ESP of 2018-
2020 incorporates a new focus on the relevance of boosting the emergency preparedness
system to ensure better response to sudden shocks like natural disasters, epidemic
disease, and insecurity. One of the strategic outcomes in the 2018-2020 ESP was access,
equity, and completion. The 2018-2020 ESP set out goals and interventions to improve
access, equity, and completion rates in the school system of the country. The ESP under
review seeks to boost access to free GoSL preprimary schooling for children ages 3to 5

from 11 % in 2016 to 15% in 2020 and to increase the entry and completion rates in
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primary education from 75.4% in 2016 to 85% in 2020 (Go.SL, 2018). The ESP of 2018-

2020 sought out to develop a costed action plan to steer the increase of preprimary
schooling deliveries that are inclusive of the expansion of public preschooling in primary
schools. The latter is intended to be achieved by lowering the cost of schooling to parents
by streaming the payment method of grants to schools to make certain that funds reach
recipients in a timely manner, and delivering supplementary support to the most
susceptible communities through a targeted school grants program (GoSL, 2018).

However, the content or package of the 2018-2020 ESP never specifically
mention the issue of SEND students as evident in the Sierra Leone Education Sector
Capacity Development Strategy of 2012-2016. The aims and interventions on access,
equity, and completion rates may be construed as taking into cognizance the issue of
SEND children in the country. However, the reviewed documents are indicators of the
Sierra Leone government’s commitment to adhere to national and international laws that
center on the relevance of providing SEND students the access to education in general
education classrooms.
School Principals and Inclusive Education

This section of the literature review deals with school principals and IE that pivot
on studies related to the roles, responsibilities, and challenges school principals face in
the drive to provide quality IE For SEND students in general education classrooms.
Various studies have been carried out to explore the issue of school principals and IE and
some of these studies are reviewed in this section of the literature review.

Poon-McBrayer (2017) interviewed 10 principals in a qualitative case study to
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examine the dilemmas and measures facing principals when they managed changes to
bring about IE in Hong Kong. Results of the study demonstrated that the process of
conducting change was very convoluted. Two dilemmas were found, and they were
manifested in principals’ battles between benefits and issues of IE participation, and the
dilemma of arbitrary initial decisions contrasted with the need for staff involvement. The
writer indicated that the first dilemma triggered struggles in the process of making
decision whereas the second dilemma produced impediments for execution and
necessitated actions involving the combination of transactional and transformational
leadership styles to bring about changes for effective practices. A major strength of the
study rests on the actions which school leaders could use to tackle the obstacles
emanating from the noninvolvement of key staff in change implementation that required
their active input. Pong-McBrrayer (2017) stated that the leadership measures to tackle
the obstacles commenced by creating a common vision that required both transactional
and transformational leadership actions so as to intensify teacher dedication to the
change.

The focus of the study centers on the problems and actions school leadership face
in the process of managing school reforms that hinges on IE. The study has a semblance
of a research by Carter and Abawi (2018) which sought to investigate school leadership
in facilitating effective inclusive practices. Carter and Abawi (2018) maintained that
social justice leadership can be enacted into inclusive practices whereas Poon-McBrayer
(2017) posited that transactional and transformational leadership approaches are essential

in the change management process of implementing IE as a school reform.
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In another study, Amka (2019) obtained primary data through surveys and

interviews from 100 school administrators, 500 teachers, 45 parents of special
educational needs (SEN) students and various stakeholders to explore the practice of IE
in schools under the jurisdiction of south Kalimantan province in Indonesia. The study
underscores the status of IE in schools which involves the execution of inclusive policies
by school administrators, appropriate supervision by teachers, and the perception of the
community. Findings of the study show that local government policies have brought
about the enhancement of IE in schools established in south Kalimantan. It was also
found that majority of school leaders and parents of non-SEN students support IE, and
are inclined to work with SEN students. Amka maintained that the implementation of IE
in practice differs from school to school, subject to the perceptions of school
administrators, and the determination of teachers. It is indicated in the study that to create
an academic environment that support all students, most school administrators had
embarked on the need to improve the understanding of teachers and employees on IE.
Amka reiterated the need of special training for IE by mentioning the statement of a
school administrator, a participant of the study that appropriate IE training for school
principals and teachers are not often conducted.

In a study by Espositoa, Tanga and Kulkarnib (2019), the historical outlook of
the inclusive movement and the responsibility school leaders perform in guaranteeing
inclusive environments were discussed followed by recommendations for future school
leaders and teachers. The writers refer to the significant role that school administrators

perform in the establishment and enhancement of a culture of inclusiveness combined
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with the development and execution of inclusive practices. They reiterated the relevance
of school administrators acquiring and sustaining some level of knowledge and
competencies in the field of special education. This requires school administrators to be
aware of the needs and concerns of their students with disabilities. The authors
highlighted the need to infuse special education into the curriculum of school
administration preparation and continuing education programs because universities they
asserted are only starting to integrate special education concepts into the curriculum of
their school administration preparation programs. This study corroborates the work of
Bateman et al. (2017) in which the authors stated that when school administrators are
well equipped with the special education knowledge and dexterities required to improve
and foster inclusive practices for all students, the entire educational organization benefits.
There are other studies which have emphasized the need for school leaders to acquire the
apt knowledge and competencies in special education and IE so that can be adequately
prepared to confront the challenges in managing inclusive learning environments
(Billingsley et al., 2017; Lyons, 2016; Murphy 2018; Nguluma et al.; 2017; Sider et al.,
2017 Ugwu and Onukwufor, 2018;).

Furthermore, DeMatthews, Kotok, and Serafin (2019) investigated the preparation
and leadership experiences of six principals who effectively established inclusive schools
in one midsized school district in west Texas. Findings of the study center on the beliefs,
values, knowledge and expertise, and leadership practices of principals. Principals of the
study pinpointed beliefs, values, and mindsets are crucial to inclusive schools. Most of

the principals stated their programs encouraged the inclusion of students with disabilities
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and these principals saw the need to lead for inclusion resulting from the advocacy of
their professors during coursework. Principals of the study identified special education
content knowledge as a significant field in which their preparation could have been
augmented. Each of the principals recounted learning challenging lessons on the job and
wished they had had more preservice training to expedite Individualize Educational
Program meetings and make tough decisions. The principals believed co-teaching was
mostly disregarded in their preparation. Regardless of limited preparation, principals
conveyed using instructional leadership practices to identify teaching needs of teachers,
provide professional development that is designed from outside resource, and supervise
and assist teachers based on their progress. The findings of this study are in alignment
with other studies indicating that principals lack preparation in IE and the necessity of
providing effective school leadership to embrace the challenges of IE. (Billingsley,
DeMatthews, Connally, & McLeskey, 2018; Carter & Abawi, 2018; Gathumbi et al.,
2015; Kozleski & Choi, 2018; Lyons, 2016; Murphy, 2018; Nguluma et al., 2017,
Roberts, Ruppar, & Olson, 2018; Sider et al., 2017; Tuters, & Portelli, 2017; Ugwu &
Onukwufor, 2018).

In a qualitative case study, Carter and Abawi (2018) used semi-structured
interviews to collect a six-month period data from the head of special education and a
principal of a complex multicultural school perceived as an inclusive educational setting.
The purpose of the research was to investigate leadership in facilitating effective
inclusive practices. Results of the study showed that social justice leadership could be

enacted to both entrench inclusive practices and accomplish high-quality learning
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outcomes for all students. The researchers concluded that leadership for inclusion
involves making firm decisions. It is a compounded and complicated act requiring
deliberately targeted effort, advocacy, and particular ways of leading. This study provides
an understanding of how social justice leadership is intertwined on the efficacy and
attitudes of school principals regarding the inclusion of children with learning needs.

In another study, Gathumbi et al. (2015) surveyed 140 teachers and 13 principals
from selected schools in Kenya to assess the level of teachers’ and school administrators’
preparedness to handle IE. Findings of the study indicated that physical infrastructure and
instructional resources are inappropriate to support students with special needs. School
management policies related to special needs children were not inclusive enough to
provide for all students and teamwork among teachers to support learners with special
needs falls below expectation. They maintained that there is a need to develop knowledge
base on inclusive education, to meet the learning needs of every student. The findings of
this study acknowledge the relevance of developing the knowledge base on inclusive
education and this will give the significance of undertaking a study that centers on the
professional dispositions and perceptions of general education school leaders toward IE
for SEND students.

In a similar study, Kozleski and Choi (2018) utilized a two-year data from a set of
schools located across the United States partnering with federally funded inclusive
schools to determine how school leadership can improve learning outcomes for all
students. The data indicated evidence of changes in specific school leadership practices

as manifested in the findings of the study. Findings of the study showed that schools that
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are supported with technical assistance in administrative leadership considerably
improved their leadership performance based on the measurement of a research tool
called School-wide Integrated Framework for Transformation Fidelity of Implementation
Tool. Improvements were manifested in two significant aspects of leadership
measurement of Strong and Engaged Site Leadership and Strong Educator Support
System features. The results of the study are underpinned with the need to focus on the
improvement of administrator leadership beliefs to connect more comprehensive school
systems of support for learning that are linked with higher levels of student learning
outcomes.

In addition, Murphy (2018) mentioned in his article that school principals and
their assistants played crucial roles in ensuring the accomplishment of inclusive special
education in the schools under their instruction. However, he maintained that these school
leaders frequently report they lack the required expertise to offer quality supervision of
inclusive special education programs. Murphy came up with nine tips along with 11
immediately implementable practical strategies in the article to help school leaders to
improve and sustain effective inclusive education practices. Thus, the intention of the
article, is to provide school leaders with knowledge, skills, and practical approaches to
sustain and expand upon the inclusive special education programs in their schools
through the framework of transformational leadership theory. The tips and strategies
highlighted in the article will provide a solid base for comparison of themes that will
emerge from my study.

In general, each of the studies reviewed in this section of the literature review
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pivots on school leadership in IE and demonstrated the need for providing effective
school leadership for IE for SEND students in general education classrooms. Some of the
studies emphasized the relevance of providing administrative support and training for
school leaders so that they can be professionally prepared to meet the challenges of IE for
SEND students in general education classrooms. The studies of Carter and Abawi
(2018), Gathumbi et al. (2015), and Lyons (2016) convey the same views of the need to
developing and strengthening the knowledge base of school principals through
professional development training because IE involves providing the required leadership
that will address the needs of SEND students in inclusive academic environments. The
findings of Nguluma et al. (2017) and Ugwu and Onukwufor (2018) have an agreement
on the importance of how knowledge of special education and constant training for
school principals and administrators can lead to the development of positive attitude
towards IE for SEND students in general education classrooms. The studies of
Billingsley et al. (2018), Carter and Abawi, (2018), Gathumbi et al., (2015), Kozleski and
Choi, (2018), Lyons, (2016), Murphy (2018), Nguluma et al. (2017), Roberts et al.
(2018), Sider et al. (2017), Tuters and Portelli (2017) and Ugwu an Onukwufor (2018)
demonstrate an agreement in the findings that school leaders lack the necessary
preparation in IE and the need to provide effective school leadership to deal with the
challenges of IE. Esposito et al. (2019) and Bateman (2017) have an agreement on the
element of the need for school administrators to have knowledge on special education
which will enable them to deal effectively with the demands and challenges of IE for

SEND students in general education classrooms. There is a disagreement in ideas
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between Carter and Abawi (2018) and Poon-McBrayer (2017) about what theory is

suitable for application in IE. Carter and Abawi (2018) asserted that social justice
leadership theory can be enacted into inclusive practices as opposed to Poon-McBrayer
(2017) who believed transactional and transformational approaches are fundamental in
the change management process of executing IE as a school reform.

Perceptions That School Principals Hold About Inclusive Education

The section of this literature review reviewed studies that pertain to the
perceptions that school principals hold about IE. The reviewed studies in this section look
at the perceptions and attitudes of school principals from different perspectives. The
findings of the reviewed studies have a common trend in illustrating the positive attitudes
and perceptions that school principals hold about IE for SEND students in general
education classrooms.

Ugwu and Onukwufor (2018) used an adapted instrument called the Scale of
Teachers’ Attitude Towards Inclusive Classroom (STATIC) developed by Cochran
(1997) to investigate the attitude and factors that influence the attitudes of 116 principals
toward the implementation of inclusive education in secondary schools. A stratified
random sampling technique was used to select the participants in Port Harcourt
Metropolis, River State in Nigeria. Findings showed a high percentage of school heads
had a positive attitude towards inclusion. Principals with knowledge of special education
exhibited a high positive attitude towards inclusion in contrast with those without
previous knowledge. Gender, years of service, and the type of school they head whether

public/private did not yield significant difference.
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However, Roberts et al. (2018) used semi-structured interviews to interview 12
administrators entrusted with the responsibility of evaluating teachers of students with
severe disabilities across different educational backgrounds. The administrator
participants were selected purposively. The purpose of the study was to determine the
perceptions of administrators regarding teachers’ expertise and their ideal vision of
instruction for students with severe disabilities. Results of the research indicated that
administrators were unable to articulate specific instructional practices exhibited by
teachers of students with severe disabilities. The results of the study suggested that
administrators’ vision of instruction and the expertise of teachers about severe disabilities
centered on the mixture of professional expectations of teachers outside their classrooms,
combined with the need for their inside classroom activities that are inclusive of
managing, uplifting, determining behavior and communication, and giving care to their
students.

Furthermore, a quantitative study by Nguluma et al. (2017) employed a
customized questionnaire entitled Principals’ Attitudes Toward Inclusive Education scale
to discover the attitudes of school administrators and the possible factors that might
influence their attitudes toward the inclusion of students with disabilities in regular
classes. The study comprised 232 school administrators, principals, and assistant
principals from the public elementary and middle schools in Sakarya Province of Turkey.
Key findings of the study indicated that overall attitude of the school administrators was
substantially positive, and their attitudes toward the inclusion of students with disabilities

in mainstream schools were influenced by some independent variables such as training
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related to special education, job position, and years of teaching experience in general
education schools. Constant training was one of the utmost factors in the establishment of
favorable attitudes among the school administrators toward IE; and perceived as an
effective strategy of surmounting their lack of confidence while working with the
disability students.

In another study, Murphy (2018) used a qualitative case study design to collect
data from seven education leaders via structured email interviews about their perception,
roles, and responsibilities. The predominant themes that appeared from the study were
culture, collaboration, limited staff, purposeful inclusion, consideration of individual
needs, acceptance, relationships, appreciation of diversity, and student learning. Findings
indicated that educational leaders value the philosophy of inclusion, and they described
their role in IE programs as collaborators, problem solvers, professional developers, and
facilitators. The results also revealed that it is vital for education leaders to have positive
insights toward IE so that they can support a positive culture of inclusion in the schools
and districts they superintend. It was evident that all educational leaders in the study
believed in and supported a culture of inclusion in their district. All leaders specified they
believed IE had a positive effect on students and the school community. The findings
from this study served as a foundation for discussion concerning the strengths and needs
of existing school leadership for inclusive practices.

Geleta (2019) in a qualitative study used questionnaire, structured interview, and
observational check to explore the perceptions of school principals and teachers of grade

1-8 on IE in the Sebeta town primary government schools in Ethiopia. Data were
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obtained from 16 school principals and 78 teachers. Findings of the study showed that
school principals and teachers have positive perceptions regarding IE. Results of the
study also revealed the lack of inclusive educational materials, inappropriate physical
structures of the schools, and the level of implementation of IE in general schools were
considerably deficient. The findings of Geleta (2019) are in alignment with the results of
Murphy (2018) that it is essential for education leaders to have positive insights about IE
so they can enhance positive culture in the schools and districts they supervise.

Timothy and Agbenyega (2018) carried out a phenomenological study to explore
the roles and experiences of five primary and seven secondary school leaders from two
independent schools in metropolitan Victoria. The study focuses on those school leaders
that adopt and use Individual Education Plans (IEPs) in their schools in planning for
quality IE for students with disability and additional needs. Thematic analysis of
collected data revealed that IEPs are used by the school leaders as programming
documents which provide the way of conveying the learning needs of students. School
leaders of the study perceived ongoing professional learning as the conduit for the
effective implementation of IEPs. They also reported that there is no single best approach
in acquiring professional development for the utilization of IEPs to instruct students with
disability and additional needs. The findings of these authors are in agreement with the
earlier studies by Carter and Abawi (2018), Gathumbi et al. (2015), and Lyons (2016)
that conveyed similar views on the necessity of expanding and bolstering the knowledge
base of school leaders through professional development training because IE involves

providing the essential leadership that will match the needs of SEND students in
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inclusive academic environments.

Similarly, Gallo-Toong (2020) investigated to determine the extent of knowledge
and the level of attitude of the internal stakeholders toward IE. The sample of the study
included five school heads, 130 teachers, and 150 students that were randomly selected in
secondary schools located in the district of Hinoba-an, Division of Negros Occidental. A
descriptive correctional research method was adopted by the researcher combined with a
validated researcher-made questionnaire for measuring knowledge and attitude of the
internal stakeholders. Based on the statistical tools of weighted mean and Spearman
Rank Correlation Coefficient, results indicated that the internal stakeholders possessed a
high level of knowledge of IE. The study discovered that school heads have a positive
attitude towards IE and there is a strong relationship between the school heads,
educational accomplishment and their level of knowledge and attitude toward IE. The
finding of positive attitude of school heads towards IE is in agreement with the data
obtained by Ugwu and Onukwufor (2018) that a significant percentage of school
principals had positive attitude about inclusion. School principals with sufficient
knowledge of special education demonstrated high level of positive attitude about IE than
those with inadequate knowledge. The result of the strong relation between educational
attainment and attitude of school heads toward IE is in alignment with the study of
Nguluma et al. (2017) that emphasized the relevance of professional development based
on ongoing training that centers on special education. The essence of ongoing training for
school heads is that it is a building block that could foment favorable attitudes in school

principals toward IE. The ongoing training can serve as a conduit through which school
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administrators can overcome their lack of confidence while dealing with SEND students
for IE (Gallo-Toong, 2020). Gallo-Toong found that there was a weak relationship
between school heads’ experience in dealing with students with disabilities and their
knowledge and attitude toward inclusion. This finding is in disagreement with the finding
of Nguluma et al. (2017) that showed school administrators’ experience with students
with disabilities contribute to the cultivation of positive attitude towards IE for SEND
students.

However, Khan and Don (2020) in a quantitative study used a survey method to
measure the attitudes of principals toward mainstream education and inclusive education.
The independent variable was principals’ attitudes toward mainstream education and
principals’ attitudes toward inclusive education as the dependent variable. The sample
size of the study was 197 secondary school principals selected from the Lahore district of
Pakistan. Results of the study based on the paired sample t- test revealed a significant
difference between the attitude of principals towards mainstream education and inclusive
education. Generally, the attitudes of school principals toward IE were very low as
opposed to mainstream education. The study showed that principals were less
enthusiastic and inclined to enroll SEND students in general education classrooms
because of the workload on teachers and the absence of professional training. The
researchers maintained the need for professional training for school leaders to address the
learning needs of children with disabilities in mainstream classrooms.

Some of the findings of the studies reviewed in this section of the literature

conveyed similar views and agreements. The study of Geleta (2019) showed findings are
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in agreement with the results of the study by Murphy (2018) that it is important for

school leaders to have positive insights about IE so that they can enhance positive culture
in the schools and the districts they supervise. The results in the study of Timothy and
Agbenyega (2018) are in agreement with elements in the findings of previous studies by
Carter and Abawi (2018), Gathumbi et al. (2015), and Lyons (2016) that conveyed
similar views on the necessity of expanding and bolstering the knowledge base of school
leaders through professional development training because IE involves providing the
essential leadership that will match the needs of SEND students in inclusive academic
environments. The findings of Poon-McBrayer (2017) is in alignment in element with the
results of Esposito et al. (2019), Bateman et al. (2017) regarding the relevance of school
principals having knowledge of special education which will help them exhibit positive
attitude toward inclusive practices.

Current studies in the literature of school leadership and IE abound and
researchers have explored school leadership and IE for SEND students that is grounded
in varied perspectives and the focuses of these studies centered on the relevance of
understanding IE, the role of school leaders in IE, and the instructional competencies of
teachers in IE settings (Hornby, 2015; Robinson, 2017; Sider et al., 2017). The studies
reviewed in the literature in general have looked at the need for effective school
leadership for the inclusion of SEND students in general education classrooms from
different perceptions. The findings of these studies are in association with the findings of
other studies in the existing literature. These studies entwined in a common pathway that

is discernible in the findings. The reviewed studies have demonstrated the need to
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professionally develop school leaders so that they can be equipped with the appropriate
instructional leadership skills to meet the learning needs of SEND students in general
education classrooms (Carter & Abawi 2018, Gathumbi et al., 2015; Lyons, 2016;
Timothy & Agbenyega, 2018). Findings in the studies of Ugwu and Onukwufor (2018),
Nguluma et al. (2017), Murphy (2018), and Geleta (2019) revealed agreement in the
positivity of attitude and perceptions held by school leaders about the inclusion of SEND
students in general education classrooms.

However, all the findings of the studies reviewed in the current literature of
school leadership and IE hinge on the positive attitude of school principals about IE for
SEND students in general education classrooms. There is no indication of how
professional dispositions and perceptions that school principals hold about IE for SEND
students in general education classrooms can influence the proper and quality education
provided to SEND students in general education classrooms. This is an area of school
leadership and IE in the field of educational leadership which I sought to explore. A
closer examination of this aspect will provide a meaningful knowledge to the existing gap
in the research literature of school leadership and IE in Sierra Leone and address the
research questions of the study that pertain to the perceptions and professional
dispositions that school principals of senior secondary schools hold regarding the
inclusion of SEND students in general education classrooms

Summary
The need for inclusion of SEND students in general education classrooms has

become an issue in the educational landscape of most countries in the world. There is
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evidence in current literature that IE for SEND students has strong international legal
foundation as specified in international conventions, regulations, and treaties endorsed by
several countries in the world and placed IE for SEND students under the attention of
international law.

The literature review in this study showed that some studies have been conducted
in Sierra Leone that explored the IE from varied perspectives. Some of these studies
center on barriers and challenges of inclusion, attitudes, and perceptions of teachers,
professional development for inclusion, and policy development for IE (Boisvert, 2017;
Nishimuko, 2014; Pai, 2014; Rose, Garner & Farrow, 2019). Studies related to school
principals’ beliefs, skills, and attitudes about inclusion have been carried out in school
systems in other countries (Carter & Abawi, 2018; Majoko, 2019; Simplican et al., 2015).
There is no current research on what school principals in Sierra Leone believe or know
how to do concerning the inclusion of SEND students in general education classrooms .
Scanty information is available about the professional dispositions and perceptions that
school principals hold about the inclusion of SEND students in general education
classrooms. The gap in the literature which this study seeks to fill is that no study has
been conducted that relates on school leadership and IE and addresses the professional
dispositions, perceptions, and practices or regulations that senior secondary school
principals hold regarding the inclusion of SEND students in general education
classrooms. Findings of the study may contribute to the extension of body of knowledge
in the discipline of education policy, leadership, and management in relation to school

leadership and IE in the research literature of Sierra Leone.
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The first section of the literature review presents an examination of the two
theories of moral leadership and transformational leadership that guide the conceptual
framework of the study. The two theories were examined through the lenses of seminal
works of specific writers combined with the treatment of both theories in subsequent
literature. This section of the literature review is followed by a discussion of the historical
and legal foundations for IE based on available international documents such as the
UDHR, UNCRC, the UN Standard Rules on EOPD, and the Salamanca Statement and
FASEN. The literature review goes on to discuss the background of SEND laws in Sierra
Leone based on the passage of legislations and education policies to address the issue of
SEND students in the country. The other sections of the literature present a review of
studies with synthesis in the current literature of school leadership and IE that are
relevant to the problem being studied.

Chapter 2 is followed by Chapter 3 where the description of the research design
and methodology that was used in the study is illustrated. The chapter encompasses a
comprehensive explanation of the sampling method and size of the study, and the criteria
that was used to select participants of the study. The chapter also discusses the measures
that were used for ethical considerations to protect the identity of the participants and the
specific strategies that were employed to establish the trustworthiness of the results of the

study.
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Chapter 3: Research Method

The purpose of the research was to explore the professional dispositions and
perceptions that school principals of senior secondary schools of Sierra Leone hold
pertaining to the inclusion of SEND students in general education classrooms. A basic
qualitative research approach was used to accomplish the purpose of the study. The
participants of the study were principals of general education senior secondary schools
from the four regions of Sierra Leone. To obtain the needed information from participants
about the inclusion of SEND students in general education classrooms, two concerns
were directed to the participants about the problem being studied: (a) their professional
dispositions about the inclusion of SEND students in their schools and (b) their
perceptions regarding the inclusion of SEND students into their schools.

A section of this chapter presents a description of the research design and its
appropriateness for the study. In another section of this chapter, | explain my role in the
research process and address my personal and professional relationships with the
participants of the study. There is also an explanation of the sample size of the study,
including the sampling technique used to select participants. The chapter also addresses
the instrumentation of the study, the method of data collection, and the procedures used
to analyze the collected data. A summary of the key points of the chapter is presented at
the end of the chapter.

Research Design and Rationale
The following research questions drove the objective of the inquiry to find

answers to the research problem of the professional dispositions and perceptions that
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school principals in senior secondary schools hold regarding the inclusion of SEND
students in general education classrooms:

1. What perceptions and practices or regulations do principals of senior
secondary schools in Sierra Leone hold about SEND students in general
education classrooms?

2. What professional dispositions and practices or regulations do senior
secondary school principals in Sierra Leone use to include SEND students in
general education classrooms?

The emphasis of this basic qualitative study was on the concept of IE for SEND
students in general education classrooms with a focus on the professional dispositions
and perceptions that school principals hold about the inclusion of SEND students in
general education classrooms of the schools that they manage. Traditionally, qualitative
research permits the researcher to ask qualitative research questions that start with the
word what or how, permitting the researcher to have a better comprehension of the
phenomenon under study with an in-depth focus (Creswell, 2018; Palinkas et al., 2013).
However, the research questions for this study began with what to enhance the
understanding of the concepts under exploration.

This study was rooted in a basic qualitative research approach. Merriam (2009)
posited that basic qualitative research originates philosophically from constructivism,
phenomenology, and symbolic interaction. Basic qualitative research is used by
researchers who are concerned about “how people interpret their experiences, how they

construct their worlds, and what meaning they attribute to their experiences” (Merriam,
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2009, p. 23). Merriam (2009) postulated that the overall rationale for the use of basic

qualitative research is to comprehend how people perceive both their lives and
experiences. The necessity of delivering effective school leadership for IE for SEND
students in general education classrooms has been revealed in several studies (Carter &
Abawi, 2018; Gathumbi et al., 2015; Kozleski & Choi, 2018; Lyons, 2016; Murphy,
2018a, 2018b; Nguluma et al., 2017; Roberts et al., 2018; Sider et al. 2017; Ugwu &
Onukwufor, 2018). A basic qualitative research approach via semistructured in-depth
interviews was apposite to discover the professional dispositions, perceptions, and
experiences of the participants of the study to address the research questions, which
centered on the professional dispositions, perceptions, and practices or regulations that
school principals hold about IE for SEND students in general education classrooms. In
other words, basic qualitative research is suitable for a study in which the researcher
seeks to describe and interpret issues or phenomena methodically based on the
viewpoints of the individuals and population being studied and the choice of the
methodology is directed by the questions to be answered in the study (Viswambharan &
Priya, 2016).

The historical source of qualitative research originated from anthropology,
sociology, the humanities, and evaluation, and researchers often employed the
philosophical worldview of constructivism (Creswell, 2018). Social constructivists
believe that people pursue an understanding of the world in which they live and work,
and, in the process, people develop subjective meanings of their experiences (Creswell,

2018). Qualitative research methodology allows the investigator to explore
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comprehensive information from a small group of participants (Creswell, 2018; Denzin &
Lincoln, 2013; Ravitch & Carl, 2016). The use of the qualitative method is influenced by
the researcher’s focus on the phenomenon to be studied and the data to be obtained,
combined with the analytical approach of the data acquired from participants of the
inquiry (Creswell, 2018, 2020).

Contrasting with other methods of research in which researchers seek independent
truths through impartial observation, qualitative research methodology locates the
researcher in the domain (Denzin & Lincoln, 2005), tied with recognition that there is an
indication of a connection between the investigator and the investigated (Ormston et al.,
2014). The qualitative research method is chosen by researchers for varied reasons. The
use of qualitative research allows the researcher to acquire perceptions and feelings from
participants about the phenomenon being studied (Green, 2002; Seale, 2006; Silverman,
2006; Sutton & Austin, 2015). Merriam (2014) stated that researchers use the qualitative
research design to investigate human events, social relationships, and social constructs
combined with the goal of comprehending a particular phenomenon from a personal
perspective.

The quantitative research method was not appropriate for this study because the
purpose of the study was not to examine, establish, or determine the hypothetical and
statistical relationships that existed among variables (Merriam, 2014). A gquantitative
study requires the use of surveys and questionnaires to obtain quantitative data for
examining the statistical relationships among variables and determining their correlations

and differences (Frankfort-Nachmias & Leone-Guerrero, 2018; Sousa et al., 2007).
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Therefore, a quantitative research design was not appropriate for this study, in which |
sought to explore the professional dispositions, perceptions, and practices or regulations
that general education school principals hold about the inclusion of SEND students in
their schools.
Role of the Researcher

An element of qualitative research revolves around the assertion of the role of the
researcher within the qualitative inquiry procedure (Roger et al., 2018). In this research
study, | adopted the role of participant-as-observer. Baker (2006) claimed that the
participant-as-observer role allows the researcher to become more engaged with the
central activities of insiders. Takyi (2015) maintained that a researcher who presumes the
role of participant-as observer is more likely to obtain reliable information than is a
researcher who uses the observer-as-participant role. The participant-as-observer role
enables the researcher to have a deeper understanding of the context of the problem being
investigated and to gain the confidence of the researched. The outcome of the process is
obtaining rich and accurate data that can be easily understood by the researcher (Takyi,
2015). The intention of this research was to experience the life of the participants of the
study and understand it better, and to gain deeper insight into the background of the
problem being studied. The role of participant-as-observer enabled me to accomplish the
objective of the study by developing the confidence of the participants, which resulted in
eliciting the needed information for the study.

Participants in the study were identified and selected through purposeful sampling

and then contacted through their available personal emails. Twelve senior secondary
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school principals were selected for interviews in their respective locations. Data collected
were transcribed verbatim and coded and recoded for analysis to report the findings of the
basic qualitative study. My former professional relationship with these participants did
not unduly influence the interpretations of the study. To minimize undue influences and
biases in the interpretation of the results, the trustworthiness criteria of credibility,
transferability, dependability, and confirmability were used. The criteria determine the
extent to which people can have confidence in the results of this basic qualitative study
(Lincoln & Guba, 1985).

The objective of pursuing a study on this topic stemmed from my 15 years as a
senior teacher in a general education senior secondary school where | experienced the
professional dispositions and perceptions of the principals about IE for SEND students.
My teaching years in the same school witnessed three successive changes of school
leadership. The three principals were reluctant to enroll students with SEND on the
assumption that teachers were not competently trained to teach SEND students in the
school. This merited me having discussions with these principals about the inevitability
of them generating programs on instructional leadership that will equip them to prepare
teachers with the appropriate skills to address the learning needs of SEND students.

Additionally, I have a cousin who could not complete his secondary education
because he is hearing and speech impaired and the general education system could not
address his learning needs. In the research process, | saw my roles as those of graduate
student, participant-as-observer, and researcher seeking to research a problem in a way

that would make a difference in the lives of the target population of the study. Some of
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the participants in the study were former colleagues who had been promoted to the rank
of principal.

The study was not conducted in my work environment, and data for the study
were collected from the participants in different locations, specifically in their respective
offices. Because the study was not carried out in my work environment, conflict of
interest and power differentials cannot be considered to be major ethical challenges to the
study that | needed to address. However, it is important to state here that | had a previous
working relationship with one of the participants, who was my vice principal. Some of
the participants were collegemates who had been promoted to the rank of principal. The
Institutional Review Board (IRB) was notified about this potential conflict of interest for
further guidance. The ethical issues of conflict of interest and power differentials are
evident in a study undertaken in the researcher’s work environment, which may manifest
existing relationships or prior activities of the researcher. Fleming and Zegwaard (2018)
posited that a researcher’s current and previous relationships may create a conflict of
interest and need to be reported to the ethics approval committee so that its members can
provide guidance on how the conflict of interest can be addressed. Participants of the
study were duly informed that no incentives would be provided to them for participating
in the study, but findings of the study could be useful to them in developing instructional
leadership strategies for addressing the learning needs of SEND students in IE.

Based on my experience and in combination with the role of participant-as-
observer, | deemed it pertinent to carry out research on this topic with the focus of

exploring the problem of the study and reported the findings accordingly so that actions
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could be taken to address the issue of IE for SEND students in the country. It is my
conviction that the research exercise on the subject of IE for SEND students will ignite
positive social change because the marginalization of people with disabilities is a social
justice issue that warrants effort to make a positive difference in the lives of this affected
population (Marimuthua & Cheong, 2015). The results of the study may help education
stakeholders to pool their resources together in developing strategies to address the
professional dispositions and perceptions of school leaders toward the inclusion of SEND
students in general education classrooms.
Methodology

In this section of the chapter, more details are provided about how the research
was conducted, where the study was conducted, who the participants of the study were,
and which criteria were used to select them. This section also addresses the
instrumentation employed to obtain the needed data from the participants of the study.
The process used to analyze the collected data and the validation of the results are
explained in this section of the chapter.
Participant Selection

The identified population for the study stemmed from the number of school
principals in senior secondary schools located in Sierra Leone. The ESP of 2018-2020
reported that by 2016, there were 341 senior secondary schools in Sierra Leone, and this
implied that during the stated period, there were 341 school principals of senior
secondary schools (GoSL, 2018). Out of this number, there were 141 senior secondary

schools located in the west, 59 in the south, 84 in the north, and 57 in the eastern part of
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the country (GoSL, 2018). Participants were selected from these geographical zones of
the country.

Participants for the study were principals of general education senior secondary
schools located within the above-mentioned four geographical zones of Sierra Leone.
Generally, qualitative research involves small sample sizes, in contrast to quantitative
research approaches, which usually require larger sample sizes. Robson (2011) suggested
that the sample size for a qualitative study should span from 1 to 25 participants.
Maxwell (2012) indicated that the sample size for qualitative research should be
restricted between 5 and 25 participants. Creswell and Poth (2017) maintained that the
sample size for qualitative research is subject to the qualitative design being used.
Robinson (2013) asserted that in qualitative research studies, the sample size is left with
the researcher to decide. This basic qualitative study met the saturation and sample size
based on the assertions posited by these writers mentioned above.

Based on the identified population of the study, the criteria of academic
qualifications and leadership experience of the school principals were used to narrow the
identified population of the study to 12 participants. A significant number of the school
principals did not have a master’s degree in an education-related field, which was one of
the criteria for eligibility to participate in the study. This warranted the use of the
purposive sampling technique to select the sample for the study. A total of 60 emails
were sent to the senior secondary school principals in the four regions of the country. The
email specified the academic qualifications and leadership experience criteria to be

eligible to participate in the study. Out of the 60 emails sent out to potential participants
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of the study, 15 individuals responded, but only 12 met the criteria for selection.

Thus, in the study, 12 principals of senior secondary schools were the
participants, and the sample size met the recommendations for saturation and sample size
of qualitative research as indicated by the previously mentioned writers on qualitative
research methodology. The 12 senior secondary school principals for the study were
purposively sampled. The purposive sampling approach is also referred to as judgment
sampling, which involves the careful selection of participants of a study based on the
qualities that they possess. It is a nonprobability sampling method and does not require
underlying theories or a set number of participants (Etikan et al., 2016). Purposive
sampling is characteristically employed in qualitative studies, and researchers who utilize
this technique deliberately select participants with the expectation that each participant
will provide unique information about the research problem of interest (Etikan et al.,
2016; Palinkas et al., 2013; Zhi, 2014).

For the purposive sampling, two criteria were used for the selection of the senior
secondary principals for the study. One of the requirements was based on the leadership
experience of the senior secondary school principals. For this criterion, principals with
leadership experience of 10 years and above were selected. This standard stemmed from
the fact that research studies have shown that productive and effective leadership requires
a mixture of cognitive and emotional understandings associated with clear sets of norms
and values, as well as experience (Day & Sammons, 2013). Research and practice
corroborate that there is a rare chance of generating and sustaining a high-quality learning

setting without a skilled, experienced, and committed instructional leader to mold
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teaching and learning. Research has clearly shown that the principal is a crucial element
in the performance of a school, primarily if that school enrolls a substantial number of
low-performing and/or poor minority students and special needs students who demand
experienced and effective school leadership (Jolley et al., 2018). Based on research
explanation about the importance of school leadership experience, it was worthwhile to
select the sample of the study using the experience criterion.

Another criterion for the selection of participants of the study was their academic
and other professional development qualifications attained by them. The senior secondary
school principals should have a master’s degree in an education-related area of study.
Thus, eligible participants of the research were senior secondary school principals who
hold a master’s degree in an education-related field of study and have prior experience in
teaching in inclusive schools or educational administration. A primary reason that has
frequently been advanced for poor results in schools is that principals are not aptly skilled
and trained for school management and leadership. This educational qualification rule for
participants selection provided a set of a sample population that has the experience,
knowledge, and first-hand information about the research problem that was explored. The
criterion fits into the purposeful random sampling, whereby targeted participants of the
study had the fair chance of being selected. The purposeful random sampling minimized
research bias and added credibility to the study (Ravitch & Carl, 2016). The
qualifications, experiences, and identity of the participants were accessed via the
databases of the Ministry of Basic and Senior Secondary Education. Those who met the

criteria for recruitment and participation were individually contacted through their
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respective emails about their eligibility to participate in the study. The procedures for
recruitment of participants is detailed in the procedures for recruitment, participation, and
data collection section of this chapter.
Instrumentation

The key research instrument used to collect data for the study was qualitative
semistructured interviews which primarily contained open-ended questions that explore
the experiences and insights of school principals’ professional dispositions and
perceptions about IE for SEND students in general education classrooms. Each interview
session was audiotaped in person and participants were duly informed about it in
advance. The open-ended questions for the semistructured interviews was drafted by the
me and was in alignment with the research questions as suggested by Castillo-Montoya
(2016). Questions for the interview were divided into four topics. Topic one were general
questions that allow interviewees to say their respective experiences on IE for SEND
students. Topic two encompasses questions that address research question 1 which is
What perceptions, practices or regulations do principals of senior secondary schools in
Sierra Leone hold about SEND students in general education classrooms? The third topic
was the research question 2 which is What professional dispositions, practices or
regulations senior secondary school principals in Sierra Leone use to include SEND
students in general education classrooms? Questions were designed to elicit information
that address the above research question. The final topic of the interview was the closing
questions that asked the participants if they had anything, they would like us to discuss

regarding the research topic.
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The open-ended questions were embedded in the interview protocol (IP) which
was created by the me. The IP was sent to a panel of three experts with terminal degrees
in the area of IE for SEND students for validation combined with their expert advice and
suggestions to obtain a better IP. The review of the panel of experts was the final IP that
was used for the interviewing of the participants because the inputs of the three panel of
experts enhance the trustworthiness of the IP. Castillo-Montoya (2016) posited that by
improving the reliability of IP, researchers can enhance the quality of data they acquire
from research interviews.

Face-to-face semistructured interviews can facilitate additional detailed responses
than online or self-completed questionnaires (Mclntosh & Morse, 2015). Interviews form
the central pillar of primary data collection in qualitative research projects. Rubin and
Rubin (2012) posited that interviews provide researchers with rich and detailed
qualitative data for understanding the experiences of the participants, the description of
those experiences, and the meaning they attach to those experiences. Contrasting
quantitative studies, the span of a qualitative study is associated to the objective of
exploring and justifying why a specific phenomenon is a way it is (Stewart et al., 2008).
It is evident in the qualitative research literature that the use of interviews to obtain data
for qualitative research designs does have a more extended history (Adhabi & Anozie,
2017). The roots of qualitative semistructured interview can be traced in anthropological
and sociological studies of the early decades of the 20th century ( Edwards & Holland,

2013). Despite the inadequate historical coverage of qualitative semistructured
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interviews, the instrumentation has made significant progress as a tool for gathering
quality data for qualitative research. There is a manifestation in the existing literature that
the growth of qualitative interviews is linked to the philosophical advancement of the
research worldviews (Adhabi & Anozie, 2017; Creswell, 2018; Edwards & Holland,
2013). The semistructured interview is in alignment with purposive sampling that can
enhance valid results that may be extended to other grounds (Mclntosh & Morse, 2015).
Tables 1 and 2 present data about the sample of interview questions used for Research
Questions 1 and 2 respectively.

Table 1 shows the sample of the interview questions used to interview the senior
secondary school principals. These sample interview questions address research question
1 of the study. The importance of Table 1 is that it illustrates the nature of the interview
questions used to elicit information from the participants of the study that would answer

Research Question 1.
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Table 1

Research Question 1 and Sample of Interview Questions

Research question Interview questions
What perceptions, practices or regulations do What do you know about the policy or rules for
principals of senior secondary schools in Sierra IE ? Do you believe SEND students should be
Leone hold about SEND students in general taught in general education classrooms?

education classrooms?
What is your perception about the need for
providing instruction for SEND students in
general education classrooms?
How do your perceptions about SEND students
affect their learning?

What kinds of instructional leadership do you
provided for SEND students?

Tell me, what do key stakeholders such as
students, parents, teachers, board of governors
perceive as essential leadership concerns about
SEND students in general education classrooms?

What other issues do school leaders face
regarding SEND students ?

How can the efficacy and attitude of school
principals affect learning needs of SEND students
in general education classrooms?

Table 2 illustrates the nature of the sample interview questions used to address
Research Question 2. Sample interview questions were crafted to obtain the needed
information that would address research question 2. In Table 2, four sample interview

questions were used for the illustration.
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Table 2

Research Question 2 and Sample of Interview Questions

Research question Interview questions

What professional dispositions, practices or How do you understand professional

regulations do senior secondary school principals dispositions?

in Sierra Leone use to include SEND students in

general education classrooms? Tell me your beliefs about the professional
dispositions that school principals of senior
secondary schools should hold about IE for
SEND students in general education classrooms.

What professional dispositions have you
developed and sustained in your current position
as principal to accelerate quality and proper
education for SEND students?

How would you describe the role professional
dispositions can play in helping school principals
in addressing the learning needs and academic
accomplishments of SEND students in general
education classrooms?

Tell me, is there any relationship between
professional dispositions and perceptions that
school principals hold to drive quality education
for SEND students in general education
classrooms? if yes, how? If no, how?

Procedures for Recruitment, Participation, and Data Collection
Following the approval of the IRB to proceed with the research procedures, the
main source of data for the study was obtained from school principals of senior secondary
general education schools. A face-to-face semistructured interview was conducted with
each participant of the study to elicit information on their experiences, perspectives, and

expert knowledge pertinent to the research topic. The participants of the study were
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individually contacted by the me via their personal emails requesting their participation in
the study. They were informed in the email that the interview would be in their respective
offices within two weeks after they received emails. Also, the email notified the
participants that their permission was needed to gain access to the office to conduct the
interview. Senior secondary school principals for the study were informed in the email
that the duration of the interview was 60 minutes, and the nature of the interview would
be semistructured with open-ended questions. Attached to the email was the letter of
informed consent which they accepted a week before the scheduled interviews. Email
contacts were obtained from the website of the Ministry of Basic and Senior Secondary
Education.

Interviewees of the study were informed that the interviews would be audiotaped
in person, and this was done after obtaining informed consent which contained the
permission to audiotape the entire interviews. An interview guide was prepared to ensure
that participants were asked all the same questions. Participants were notified about the
time of the interview and to initially prepare interviewees for the interviews. Copies of
questions were provided to them before the interviews which helped them get prepared
for the interview exercise. Interviewees were informed that individual interview session
would last approximately 60 minutes.

During the interview section, | used probing to ask follow-up questions to
responses of participants that need clarification and elaboration (Mclntosh & Morse,
2015). Probing questions in the interview for each participant of the study were

unscheduled, and were not scripted after the question. The probing questions arise from
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the conversation. Mclntosh and Morse (2015) stated that unscheduled probes are
improvisational, and some researchers discover that unscheduled probes can allow
interviewees to fully articulate their perceptions on what they have been probed. To
capture important gestures and comments of each participants of the study during the
interview session, | took note about them for clarifications during the data analysis
process. A follow-up was not adopted because there were not too few participants
recruited for the study. The interviewed senior secondary school principals were
provided through their personal emails with the interview transcripts for verification and
the transcript were verified by them. The transcript verification by the senior secondary
school principals paved the way to commence the data analysis. The senior secondary
school participants exited the study after a brief summary of the results of the study were
presented to them via their personal emails for comments. Based on their comments
about the summary of the results presented to them, follow-up telephone conversations
was done with those senior secondary school principals that required clarification. After
the follow-up telephone conversations, an email extending thanks, and appreciation was
sent to every participant, and this was seen as their final exit of the study.
Data Analysis Plan

The data that were obtained from the interviews was prepared for content
analysis. Individual interview of participants of the study was transcribed verbatim and
transcripts were imported into a computer assisted qualitative data analysis software
called NVivo. Transcripts were individually sent to the 12 senior secondary school

principals for verification. After the verification, each participant was coded with a
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pseudonym of Principal 1 to Principal 12 so as to maintain confidentiality of personal
information shared by each of the participants. The objective of the content analysis was
to sort and condense the informational content of the data, by item and commonalities
within the data (Mclntosh & Morse, 2015). The first step in the content analysis process
was to derive codes for the data. This is because content analysis is reliant on forming
codes that can be applied to the data so that data can be developed into significant
categories which can be analyzed and interpreted (Blair, 2015).

Two coding cycles were used to aid the content analysis process. In the first cycle
coding, attribute, and structural codings were used to create an overview of the data and
to enable subsequent exploration of patterns of similarities and differences in the second
cycle coding. Saldafia (2016) indicated that some form of attribute coding is used in all
qualitative studies. The attribute coding was used to assign basic information pertaining
to the fieldwork setting such as the school name and country, the demographic
characteristics of the participants related to age, gender, qualifications, and school
leadership experience, and the data format which included interview transcripts and field
notes (Linneberg & Korsgaard, 2019 ; Saldafia, 2016). The structural coding was used
based on the research questions and interview questions of the study (Meanwell, 2018;
Saldafa, 2016). The segments of the data were preceded by the research questions of the
study in the structural coding process. Similar coded data segments of each participants
were collected in combination for further coding and subcoding to obtain data relevant to

the research questions that the study seeks to answer (Saldaria, 2016).
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In the process of the first coding cycle, discrepant cases were searched for that do
not support patterns that were emerging from the data analysis. The discrepant data were
sent to a reviewer for a revision or confirmation of the emergent patterns from the data
analysis. After the segments of the data have been summarized, a second cycle coding
followed. The prime objective of doing a second cycle coding was to rearrange and
reconfigure the first cycle codes and their accompanying coded data that will lead to
smaller and broader categories, concepts, themes, and assertions ( Miles et al., 2014;
Saldafia, 2016). The pattern coding method was used in the second cycle coding.
Saldafia (2016) posited that pattern codes are explanatory or inferential codes that are
capable of identifying emergent themes. The pattern coding process allows the researcher
to draw collectively much material from the first cycle codes into significant and prudent
elements of analysis (Saldafia, 2016). During the second cycle pattern coding,
corresponding coded segments of the data corpus was collected. The use of NVivo
searches, queries, and retrievals aided the process (Saldafia, 2016). The NVivo was used
to categorize the data by item, and then sorting and categorizing in accordance with the
coded data. Emerging themes and patterns were identified and reduced to major themes
which were presented as the results for this study (Elliot, 2018; Saldafia, 2016).

Issues of Trustworthiness

Based on the necessity for augmenting high-quality qualitative research results,
Lincoln and Guba (1985) suggested that trustworthiness of a research results is important
qualitative research. Their trustworthiness criteria entailed: credibility, transferability,

dependability, and confirmability. Shenton (2004) stated that Lincoln and Guba’s



96

constructs correspond to the criteria employed by the positivist investigator:

e credibility (in preference to internal validity);

e transferability (in preference to external validity/generalizability);

e dependability (in preference to reliability); and

e confirmability (in preference to objectivity) (Shenton, 2004, p. 64).
Credibility

Credibility as a criterion for determining the trustworthiness of research results
can be defined as the confidence that can be placed in the truth of the research findings
(Ravitch & Carl, 2016). There are strategies that can be used to determine the credibility
of the results of a qualitative study (Anney, 2014). For this study, the strategies of
debriefing and member checks were used to establish the credibility of the results. The
debriefing involved me seeking the professional support of former course instructors at
Walden University and they provided me with scholarly guidance. The strategy of peer
debriefing was also used to establish the credibility of the findings of the study.
Anney(2014) maintained that feedback from peers is crucial in aiding the researcher in
enhancing the quality of the findings of the study. Findings of the study were presented to
peers who were course mates for their comments and perceptions which aided the process
of developing the conclusion of the research report (Bitsch, 2005). Member checks was
used to improve the quality of the data. Member checks is the heartbeat of establishing
the credibility of the findings of a qualitative research (Lincoln & Guba, 1985;
Onwuegbuzie & Leech, 2007). A focus group of the participants was convened to review

the findings of the study. Comments of the participants of the review were incorporated
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into the final report. The rationale of using member checks was to reduce research bias in
the process of analyzing and interpreting the findings of the study (Anney, 2014).
Transferability

Transferability signifies the level of which the results of a qualitative study can be
transferred to other situations with other participants. (Bitsch, 2005; Tobin & Begley,
2004). The strategy adopted was by providing a detailed description of the inquiry which
involves me explaining all the research procedures ranging from collecting the data, the
content of the investigation onto the production of the final report of the study (Anney,
2014). A rich detailed description of the participants, setting, and themes of the study was
undertaken. A purposive sampling strategy was also used to establish the credit
worthiness of the results of the study. The purposive sampling approach is mostly
employed in naturalistic inquiry studies (Anney, 2014). It is the selection of individuals,
groups of individuals or institutions built on explicit purposes connected with responding
to the research questions of a study (Teddlie & Yu, 2007). By purposively selecting the
participants of the study, in-depth findings of the study was obtained which would have
not been accomplished in other probability sampling techniques (Cohen et al., 2011;
Nowell et al., 2018).
Dependability

Dependability entails participants of the study evaluating the findings and the
interpretation and recommendations of the research to verify that they are all backed by
the data received from them (Cohen et al., 2011; Nowell et al., 2018; Tobin & Begley,

2004). The code-recode plan was adopted to determine the dependability of the study.
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The results from the two codings were compared to see if the results are the same or
different. The coding results were in agreement and enhance the dependability of the
research findings (Anney, 2014).
Confirmability

Tobias and Begley (2004) stated that confirmability concerns with the need for
establishing that the data and interpretation of the research results were not the figment of
the researcher’s mind. Some earlier studies maintained that confirmability of a qualitative
research can be determined through the use of audit trail, triangulation, and reflexive
journal (Bowen, 2009; Koch, 2006; Lincoln & Guba, 1985). In the study, reflexive
journal was used to achieve confirmability. The reflexive journal included all the events
that happened in the field and including personal reflection in connection to the study. It
documented the researcher’s social and professional background, experience, interests,
values, and observational field notes during the interviews that would have affected the
interpretation of the results (Anney, 2014; Nowell et al., 2018).

Ethical Procedures

Ethical procedures and issues are inevitable in the research process, and it is
binding on the researcher to address them in the research plan (Creswell, 2018). Fouka
and Mantzorou (2011) revealed that the most important ethical issues in doing a research
are informed consent, beneficence- do not harm, respect for autonomy and
confidentiality, and respect for privacy. Informed consent is paramount in addressing
ethical concerns related to research. The Helsinki Declaration (World Medical

Association, 1964) centers on informed consent. In the research, ethical compliance was
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followed in every step of the way as prescribed by the Walden University.

The principals of senior secondary schools were informed that participation in the
study was confidential, and their names and identity would not be stored with the data
they provided, but coded with pseudonyms. The data was safely and securely stored in
place with a password protection. Permission to proceed with the research was obtained
by sending an application to the IRB of Walden University. The application
encompasses a detailed explanation regarding the procedures and information pertinent to
the participants of the study and the nature of the study protected the privacy and
confidentiality of the participants, and they were not exposed to any risk.

Summary

The objective of this basic qualitative research was to understand the professional
dispositions and perceptions that senior secondary school principals hold regarding the
inclusion of SEND students into general education classrooms. The prominent concept of
the study was the concept of IE for SEND students in general education classrooms with
an emphasis on the professional dispositions and perceptions of school principals about
including SEND students in general education classrooms of the schools they lead. The
basic qualitative research approach through the use of in-depth interview was suitable to
understand the problem investigated. Basic qualitative research is fitting for a study that
seeks to describe and interpret issues or phenomena, methodically based on the
viewpoints of the individuals and population being studied, and the choice of the
methodology was directed by the questions to be answered in the study (Viswambharan

& Priya, 2016). The study employed the basic qualitative research design because it was
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set to explore the professional dispositions, perceptions, practices or regulations that
school principals hold about IE for SEND students in general education classrooms. This
research design was based on the collection and analysis of individuals’ perceptions that
were associated to a certain definable problem. The senior secondary school principals of
the study were purposively selected. The purposive sampling technique allows the
researcher to decide what needs to be studied and reaches out to seek the people who can
be willing to provide the information based on their expertise, knowledge, or experience
of the issue being studied. The main research instrument that was used to collect data for
the study was qualitative semistructured interviews which primarily contained open-
ended questions. To address the issues of trustworthiness, the criteria of credibility,
transferability, dependability, and confirmability were used. The next chapter is Chapter
4 which presents the findings of the study as derived from the research methodology

adopted and described for this study.
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Chapter 4: Results

This basic qualitative study was undertaken to explore the professional
dispositions, perceptions, and practices or regulations that school principals use for
administering programs for SEND students in general education classrooms. Opinion
papers, articles, and position documents have indicated the importance of IE for SEND
students in Sierra Leone. Still, no research study has been done that centers on the area of
school leadership and IE. In other words, there is no current study on what school
principals in the country believe or know how to do concerning the inclusion of SEND
students in their general education classrooms. With only 37% of the SEND population
enrolled in contrast to 63% of SEND students not nationally enrolled in schools (Kabia &
Tarawally, 2017), it is pertinent to comprehend the role of school principals in this
problem. School leaders are the main conduit for delivering effective instructional
leadership for SEND students in general education classrooms (Gallo-Toong, 2020; Khan
& Don, 2020; Ugwu & Onukwufor, 2018). This chapter presents the setting,
demographics of the participants, data collection, data analysis, evidence of
trustworthiness, and results of the study, concluding with a summary of the chapter.

Setting

| conducted 12 interviews with principals of senior secondary schools in the
Western Area and the Eastern, Northern, and Southern provinces of Sierra Leone where
the research was undertaken. The geographic distance between the east and west of the
Western Area was 15 minutes’ drive on a private transportation service and 20 minutes

using public transportation services. | used the former to facilitate the interview process
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for the areas mentioned above for data collection. The distance for the Eastern, Northern,
and Southern Provinces varied. | also used public transportation to travel to the
provinces. All interviews were conducted in person in the offices of the respective senior
secondary school principals. The date and time of the interviews were scheduled with the
study participants, and they agreed to work on my proposed interviewing schedules. | had
a situation in which one of the potential participants was to retire a week after the
interview. Therefore, that principal was the first participant | interviewed for the study.
However, the participant informed me that the retirement date had been rescheduled for
another year on the interview day. Additionally, I arrived in the country during the rainy
season. There were usually heavy rainfalls that caused flooding, which in some
circumstances resulted in delays in getting to the principals’ offices to conduct
interviews. All protocols for Covid-19 were observed, and therefore there were no threats
to interview participants. In addition, none of the participants conveyed any fears that
would affect their participation in the study.
Demographics

The 12 principals interviewed were principals of senior secondary schools in the
general education classroom setting. The principals had a varied number of experiences
in the field of education. One of the participants had spent almost half of her age in the
school system. None of the principals had professional training on IE for SEND students
in general education classrooms. However, they had prior knowledge of IE from their

undergraduate and graduate courses.



103

A common trend in the demographics of the principals was that they all went
through the prerequisite stages before becoming a principal in a public school in Sierra
Leone. The stages range from assistant teacher to senior teacher, to head of a department,
to vice principal, and on to the final principal stage. In terms of years as principals, the
years were varied, but the average was 15 years. The principal who had served the
longest tenure in their position was Principal 1, who had spent 25 years as a principal and
was supposed to retire a week before the interview, but her retirement was extended for a
year. Out of the 12 principals, five were women, and the rest were men. Each principal
was designated with a pseudonym to ensure confidentiality, as indicated in a Table 3. The
principals worked in different types of schools. Some were heads of schools exclusively
attended by male students, female students, and those heading coeducational schools
(attended by both male and female students).

Table 3 provides demographic information for the 12 senior secondary school
principals who participated in the study. The qualifications, years as principal, type of

school, and grade level of each senior secondary school principal are shown.
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Principal Prior job Yearsas  Qualifications Type of Grade level
experience principal as principal school

Principal 1 Assistant teacher, 25 Undergraduate and Public school (for Senior secondary
teaching English graduate degrees girls) school
and French

Principal 2 Assistant teacher, 18 Undergraduate and Public school (for ~ Senior secondary
teaching graduate degrees girls) school
government and
history

Principal 3 Assistant teacher, 16 Undergraduate and Public school (for ~ Senior secondary
teaching biology graduate degrees girls) school
and chemistry

Principal 4 Assistant teacher, 16 Undergraduate and Public school (for Senior secondary
teaching home graduate degrees girls) school
economics

Principal 5 Assistant teacher, 15 Undergraduate and Public school (for Senior secondary
teaching English graduate degrees girls) school
and literature

Principal 6 Assistant teacher, 16 Undergraduate and Public school (for ~ Senior secondary
teaching graduate degrees boys) school
accounting and
business studies

Principal 7 Assistant teacher, 16 Undergraduate and Public school (for ~ Senior secondary
teaching graduate degrees boys) school
geography and
economics

Principal 8 Assistant teacher, 15 Undergraduate and Public school (for Senior secondary
teaching history graduate degrees boys) school
and government

Principal 9 Assistant teacher, 15 Undergraduate and Public school (for ~ Senior secondary
teaching physics graduate degrees boys) school
and math

Principal 10 Assistant teacher, 14 Undergraduate and Public school Senior secondary
teaching graduate degrees (coeducational) school
economics and
math

Principal 11 Assistant teacher, 12 Undergraduate and Public school Senior secondary
teaching biology graduate degrees (coeducational) school
and chemistry

Principal 12 Assistant teacher, 10 Undergraduate and Public school Senior secondary

teaching English
and geography

graduate degrees

(coeducational)

school
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Data Collection
In this study, the data sources were the 12 school principals of senior secondary
schools. A face-to-face semistructured interview was conducted with each school
principal to collect data that focused on the professional dispositions, perceptions, and
practices or regulations that school principals held for administering programs for SEND
students in general education classrooms. Each interview was conducted in the office of
the participant and lasted approximately 60 minutes. Interviews were audiotaped, and |
subsequently manually transcribed the recordings verbatim for coding and analysis.
Transcripts of interviews were sent to each of the senior secondary school principals for
verification. There was no variation in the data collection from the plan presented in
Chapter 3, and no unusual situations were faced in the data collection process.
Data Analysis
The data collected from the study’s participants were prepared for content
analysis. The recorded interviews were manually transcribed verbatim, and transcripts
were imported into the computer assisted qualitative data analysis software, NVivo. Each
principal was coded with a pseudonym to maintain the anonymity and confidentiality of
the personal information of the participants. The purpose of the content analysis was to
sort and condense the informational content of the data by item and identify
commonalities within the data (McIntosh & Morse, 2015). For the first step in the content
analysis process, | derived codes for the data. This was because content analysis relies on
forming codes that can be applied to the data to be developed into significant categories

that can be analyzed and interpreted (Blair, 2015).
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Table 4 shows sample quotes and codes derived from the coding process. The

quotes were from some of the participants of the study. Table 4 presents the various

codes that were derived for each quote. Five quotes are presented with their associated

codes.
Table 4

Sample Quotes and Codes

Sample gquotes

Code

“My perception is positive because as educators we should treat
all children equally irrespective of their learning difficulties and
physical disabilities.”

“Before and after I became principal I have not acquired any
substantial professional training that would prepare me to
handle the challenges of meeting learning needs of these
students more effectively.”

“Lack of needed funding, need for professional training,
inadequate support from major stakeholders of education,
unattractive conditions of service, need for sufficient supply of
teaching and learning materials, and restrictive accommodation
for disabled students.”

“Just recently, the government through the Ministry of Basic
and Senior Secondary Education approved the first policy of
inclusive education. This policy only deals with inclusive
education in general. It is not specific about the inclusion of
special educational needs and students with disabilities.”

“Professional dispositions such as honesty, respect,
perseverance, commitment, and empathy depict positive
behavior that can create a learning environment.”

Thought about inclusion
Belief
Attitude

Previous and current inclusion knowledge

Teaching and learning resources
Training for teachers
Lack of support

Need for specific inclusion laws and policies
Role of government

Dispositions and learning
Favorable dispositions

| used two coding cycles to aid the content analysis process. In the first coding

cycle, attribute and structural codings were used to create an overview of the data, which

enabled successive examination of patterns of similarities and differences in the second

coding cycle. The attribute codes were used to assign necessary information connected to

the fieldwork setting, such as the school name and country; the demographics of the

participants correlated to age, gender, qualifications, and school leadership experience;
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and the data format, which includes interview transcripts and field notes (Linneberg &
Korsgaard, 2019; Saldafa, 2016). The structural coding was used based on the study’s
research and interview questions (Meanwell, 2018; Saldafia, 2016). The segments of the
data were preceded by the study’s research questions in the structural coding process.
Comparable coded data segments for each participant were obtained in combination for
supplementary coding and subcoding. Data pertinent to the research questions were
obtained (Saldafia 2016). Examples of the structural coding are presented in Table 5.
Table 5 shows examples of the structural coding derived for research question 1.
Similarly, Table 6 shows examples of the structural coding obtained for research question
2. Both Tables 5 and 6 highlight how the structural coding for research questions 1 and 2
were processed.
Table 5

Example of Structural Coding for Research Question 1

Research question Quotes Code Category

Research Question 1

What perceptions and “My perception is positive Thought about inclusion Perception
practices or regulations do because as educators we Belief

principals of senior should treat all children Attitude

secondary schools in Sierra  equally irrespective of their

Leone hold about SEND learning difficulties and

students in general physical disabilities.”

education classrooms?

“Before and after I became Previous and current Professional knowledge
principal I have not inclusion knowledge

acquired any substantial

professional training that

would prepare me to handle

the challenges of meeting

learning needs of these

students more effectively.”
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Example of Structural Coding for Research Question 2
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Research question Quotes Code Category
Research Question 2
) ) N “Professional dispositions Dispositions and learning Prof . |

What professional dispositions s ch as honesty, respect, o .I’O esg,lpna

and practices do senior ) perseverance, commitment, Favorable dispositions dlSpOSItIOﬂS

secondary school principals in . .

Sierra Leone use to include and empathy depict positive

students in general education behavior that can create a

classrooms? learning environment.”
“Professional dis_position_s Beliefs of dispositions Professional
do play an effective role in . .-
helping school principalsto ~ Dispositions and learning dlSpOSItIOﬂS

attend to the learning of
students who need special
attention in their learning as
they make principals to
develop a suitable school
environment where these
students would excel in their
academic work.”

In the first coding cycle, discrepant cases were searched for that did not support
patterns emerging from the data analysis. The discrepant data were sent to a reviewer for
a revision or confirmation of the emergent patterns from the data analysis. Following the
summarized data segments was the second cycle coding that rearranged and reconfigured
the first cycle codes and their accompanying coded data, which led to the emergence of
smaller and broader categories, concepts, themes, and assertions (Miles et al., 2014;
Saldafia, 2016).

The pattern coding process was used in the second cycle coding. Saldafia (2016)
posited that pattern codes are explanatory or inferential codes capable of identifying
emergent themes. During the second cycle pattern coding, corresponding coded segments

of the data corpus were collected. NVivo was used to categorize the data by item and
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then sort and categorize according to the coded data. Emerging themes and patterns were
identified and reduced to major themes presented as the study results (Elliot, 2018;
Saldafia, 2016). In Table 7, data are presented showing sample quotes and codes to
broader categories.

Table 7 presents a sample of how the quotes and codes were moved to broader
categories. Table 7 contains quotes from some of the participants of the study and how
these quotes were coded. From the coded quotes, broader categories were derived.
Table 7

Sample: From Quote and Code to Broader Categories

Quotes Code Category
“My perception is positive because as Thought about inclusion Perception
educators we should treat all children
equally irrespective of their learning Belief
difficulties and physical disabilities.”
Attitude
“Before and after [ became principal I Previous and current inclusion Professional knowledge
have not acquired any substantial knowledge
professional training that would prepare
me to handle the challenges of meeting
learning needs of these students more
effectively.”
“Professional dispositions such as Dispositions and learning Professional dispositions
honesty, respect, perseverance,
commitment, and empathy depict Favorable dispositions

positive behavior that can create a
learning environment.”

“Professional dispositions do play an

effective role in helping school

principals to attend to the learning of Beliefs of dispositions Professional dispositions
students who need special attention in

their learning as they make principals to Dispositions and learning

develop a suitable school environment

where these students would excel in their

academic work.”
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The major themes that emerged revolved around the research questions which the
study seeks to answer. In other words, the major themes addressed the research questions
of the study. The following were the identified major themes: positive perceptions,
absence of expert knowledge, challenges of inclusive education, professional
development training, formulation and implementation of specific laws and policies,
collaboration, curriculum restructure, variation of teaching, the role of government, and
appropriate leadership styles. In table 8 below, the process of codes to categories and
then to themes is shown.

Table 8 shows how the codes moved to category and from category to themes.
The purpose of Table 8 is to show a sample of how the codes were categorized and the
themes that were identified. Table 8 has been presented in a simple way for easy
understanding.

Table 8

Sample: From Code to Category to Theme

Code Category Theme
Thought about inclusion Perception Positive perceptions
Belief
Attitude
Previous and current inclusion Professional knowledge Professional development/Training
knowledge
Teaching and learning resources, Challenges Challenges of inclusive education
Training for teachers,
Lack of support
Need for specific inclusion laws and Laws and policies Formulation and implementation of
policies specific laws and policies

Role of government

Dispositions and learning, Professional dispositions Identified professional dispositions
Favorable dispositions
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Evidence of Trustworthiness

Based on the requirement for enhancing high-quality qualitative research results,
Lincoln and Guba (1985) recommended that the trustworthiness of a research results is an
essential ingredient of a qualitative research. Their trustworthiness criteria entailed:
credibility, transferability, dependability, and confirmability. These criteria were used to
validate the results of the study.
Credibility

Some strategies can be used to determine the credibility of the results of a
qualitative study (Anney, 2014). For this study, | used the technique of debriefing and
member checks to establish the credibility of the results. The debriefing involved me
seeking the professional support of former course instructors at Walden University and
they provided me with scholarly guidance. The strategy of peer debriefing was also used
to establish the credibility of the findings of the study. Anney(2014) maintained that
feedback from peers is essential in helping the researcher in augmenting the quality of the
study's findings. Findings of the study were presented to peers who were course mates for
their comments and perceptions, which aided the process of developing the conclusion of
the research report (Bitsch, 2005). Member checks were used to improve the quality of
the data. A focus group of the participants was convened to review the findings of the
study. The findings of the study were sent to them via email. Comments of the
participants of the review were incorporated into the final report. The rationale of using
member checks was to reduce research bias in analyzing and interpreting the study's

findings (Anney, 2014). Also, member checks are essential in establishing the credibility
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of qualitative research findings (Lincoln & Guba, 1985; Onwuegbuzie & Leech, 2007).

Transferability

To establish the transferability of the study’s results, a detailed description of the
study was adopted. The detailed description of the inquiry involves explaining all the
research procedures ranging from collecting the data, the content of the investigation, and
the production of the study's final report (Anney, 2014). A rich, detailed description of
the participants, setting, and themes of the study were undertaken. A purposive sampling
strategy was also used to establish the trustworthiness of the results of the study. School
principals of the study were purposively selected because they have the lived experiences
to elicit the needed information of the study. The participants represented school
principals in the category of senior secondary schools. By purposively selecting the study
participants, in-depth study findings were obtained, which would not have been
accomplished in other probability sampling techniques (Cohen et al., 2011; Nowell et al.,
2018).
Dependability

The dependability of the study’s findings was ensured through the use of the
code-recode plan. The results from the two coding cycles were compared to see if the
results were the same or different. The coding results were in agreement and enhanced
the research findings' dependability (Anney, 2014). Also, participants were allowed to
review the transcripts of the interviews to verify their responses. This process was

necessary to ensure their individual experiences in the study were accurately conveyed.
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Confirmability

Confirmability is regarded as the last aspect of the trustworthiness of a qualitative
study. According to Tobias and Begley (2004), confirmability is concerned with
verifying that the data and interpretation of the study’s findings were not the creation of
the researcher’s mind. In this study, a reflexive journal was used to achieve
confirmability. The reflexive journal included all the events in the field and personal
reflection connected to the study. It documented my social and professional background,
experience, interests, values, and observational field notes during the interviews that
would have affected the interpretation of the results (Anney, 2014; Nowell et al., 2018).

Results

The study was conducted to seek answers to the following research questions:

1. What perceptions and practices or regulations do principals of senior
secondary schools in Sierra Leone hold about SEND students in general
education classrooms?

2. What professional dispositions and practices or regulations do senior
secondary school principals in Sierra Leone use to include SEND students in

general education classrooms?

To accomplish the objective of finding answers to the research questions, |
Conducted 12 face-to-face semistructured interviews with 12 school principals of senior
secondary schools. The questions were open-ended, and the interviews lasted for 60
minutes for each interviewee. | manually transcribed each interview, and the responses

were coded and recoded to identify themes that explore the professional dispositions,
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perceptions, and practices or regulations that school principals hold for administering
programs for SEND students in general education classrooms. Suffice it to state here that
the results of this study are the analyzed data obtained from the study’s participants.
Research Question 1

As seen in Table 9, Research Question 1 explores the perceptions and practices or
regulations principals of senior secondary schools in Sierra Leone hold about SEND
students in general education classrooms. Following is a discussion on the following
identified themes for Research Question 1: positive perceptions, absence of expert
knowledge, professional development/training, formulation and implementation of
specific laws and policies, and collaboration. Seven themes were identified for Research
Question 1.
Table 9

Identified Themes for Research Question 1

Research Question 1 Themes
What perceptions and practices or regulations Positive perceptions
do principals of senior secondary schools in Absence of expert knowledge
Sierra Leone hold about SEND students in Challenges of inclusive education
general education classrooms? Professional development/Training

Formulation and implementation of specific laws and policies

Collaboration

Positive Perceptions

All the interviewees admitted they hold positive perceptions about the inclusion
of SEND students in general education classrooms. According to participants, the
practices and regulations they maintained in the enrollment of SEND students are tied to

the provisions of national laws and policies such as the country’s 1991 constitution, Child
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Right Act of 2007, Persons with Disability Act of 2011, and the Sierra Leone Education

Sector Plans of 2007-2014, 2014-2018, and 2018-2020. These domestic laws and policies
are fundamental in the drive to provide quality and equal education to SEND students in
general education classrooms. Principal 1 expressed,
The requirements of these national laws and policies made us as school leaders
inculcate positive perceptions towards inclusive education for students with
special educational needs and disabilities. As school principals, it is incumbent on
us to uphold the practices and regulations that require us to provide a school
climate that will meet the learning needs in an inclusive teaching and learning
environment. Notwithstanding the mandatory policies, special educational needs
and disability students have the right to general education classroom teaching and
learning like any other students. Depending on the level of accommodation or
instructions, most of them have proven to be doing well with their limited
potential.
In responding to the interview question about the need of providing instruction to
SEND students in general education classrooms, Principal 2 stated,
| have a positive perception that all students regardless of their physical or
learning incapability should be taught in general education classrooms. | believe
inclusive education of all children will lead to socialization and exchange of
learning skills between those students who have special education needs and those

without.
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Absence of Expert Knowledge
The 12 school principals revealed that they do not have the required expert
knowledge on IE for SEND students to effectively handle the learning needs of SEND
students in general education classrooms. The participants perceived the absence of this
needed expert knowledge as a limitation in providing school leadership that will take into
cognizance the learning needs of diverse learners. All the participants indicated that
expert knowledge on IE for SEND students is a needed critical competency for school
leaders. They maintained that such knowledge would equip them to prepare their teachers
and other supporting staff to meet SEND students' learning needs in general education
classrooms. All the participants claimed that they had attended workshops and seminars
on IE for SEND students. The content aspects of IE and SEND concepts were not
adequate to acquire expert knowledge on IE and school leadership for SEND students in
general education classrooms. Principal 3 stated:
All school leaders must have expert knowledge of inclusive education and school
leadership for special educational needs and disabilities in general education
schools. It would equip them with the required leadership skills to effectively
respond to children's teaching and learning needs with special educational needs
and disabilities. It is saddening to say in this interview that the lack of expert
knowledge in this area of education is limiting our leadership's ability to provide
quality education to this group of disadvantaged students.

Principal 5 added that
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As a principal who equally lacks the needed professional training to tailor
instructional leadership that will match the academic needs of special educational
needs and disability students, creates a school climate in which special
educational needs and disability students are to some extent educationally

marginalized in general education classrooms.

Challenges of Inclusive Education

On the question about the challenges associated with providing instructional

leadership for SEND students in general education classrooms in Sierra Leone, a

significant number of the participants believed that they are facing enormous challenges.

These challenges are central to the lack of expert knowledge, inadequate school

materials, unfavorable learning environments, and unsuitable resources. They perceived

these as barriers creating overwhelming challenges to school leaders to provide effective

instructional leadership for SEND students in their respective schools. Principal 5

commented,

In the absence of professional training in inclusive education, the challenges of
providing instructional leadership for SEND students have been a daunting task
for me as a school leader. The task of providing quality education for SEND
students alongside their non-disabled peers has been overwhelming because
teachers do not have the required inclusive education background to meet the
learning needs of SEND students in an inclusive educational environment. As a
principal who equally lacks the needed professional training to tailor instructional

leadership that will match the academic needs of SEND students, creates a school
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climate in which SEND students are to some extent educationally marginalized in

general education classrooms. However, in collaboration with the teaching staff,

efforts have been directed towards exploring avenues for professional
development in inclusive education.

In addition to the challenges of IE for SEND students in general education
classrooms, Principal 8 highlighted some obstacles which can be seen as the challenges
of inclusive education for SEND students:

Some of the obstacles of inclusive education for special educational needs and

disability students revolves on lack of professional preparation for teachers and

school leaders, lack of equipped general education classrooms to accommodate

SEND students, insufficient support staff, the difficulty for children with special

educational needs, and physically challenged to be socially accepted by their non-

disabled peers in the general education classrooms.
Professional Development/Training

All the participants perceived professional development training as a fundamental
requirement to overcome the barriers of IE for SEND students in general education
classrooms. Most of the principals reiterated that professional development in the area of
IE and school leadership is essential for school leaders. It will equip them with skills and
knowledge to develop in-service training programs for teachers and other supporting staff
that would prepare them to effectively handle the learning needs of special educational
needs and disability students in an inclusive educational climate. One of the participants,

Principal 7 pointed out that professional development should not be limited to school
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leaders, but teachers and other supporting staff should also be included. In addition,
Principal 7 suggested that seminars and workshops on IE for SEND students should be
held at specific intervals. Principal 7 expressed,

| do not have an education that professionally prepared me to appropriately deal

with special educational needs and disabled students in general education

classrooms. The situation is the same for all the teachers in my school. The

education they received was to other students and not students with special

educational needs.

Regarding the need for professional development of school principals on IE for
SEND students in general education classrooms, Principal 9 expressed the concern about
the importance of the colleges and universities restructuring their curricula to incorporate
professional training programs in the area of IE for SEND students. Principal 9 stated,
“the colleges and universities have not developed programs on special education and
inclusive education which would provide teachers and school principals the opportunity
to acquire professional knowledge in these areas of study.”
Formulation and Implementation of Specific Laws and Policies

All the 12 participants of the study expressed the need for government to
formulate and implement specific legislations and policies that can address the issue of IE
and school leadership for SEND students in general education classrooms. They agreed
that there are national laws and policies that require the inclusion of SEND students in
general education classrooms. However, they maintained the laws and policies are

limited in scope for the successful implementation of IE in the country. The participants
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asserted that a policy of IE for SEND students should take into consideration the varied
roles education stakeholders can play to provide quality and equitable education to SEND
students in general education classrooms. At the school level, the study participants
revealed the need for the policy to encompass the relevance of ongoing professional
development training for principals, teachers, and supporting staff. Some participants
expressed the concern that the policy should not only be in writing but put into action.
Principal 1 maintained that “over the years, the government has not been giving the
needed support to implement existing education laws and policies.” Principal 2 added
that, “the government needs to formulate law and policy that would clearly address how
these students are to be included and taught in general education classrooms.”

Recently, the government approved the first ever policy on IE which many of the
principals viewed as a policy that contains no specific provisions regarding the inclusion
of SEND students in general education classrooms. Principal 4 stated,

There is the recent adoption by the government of the first policy of inclusive

education that deals with inclusive education in broad and general terms. No

specific provisions are contained in the policy about how special educational
needs and disability should be taught in general education classrooms. Also, the
professional training needs of educators who have to deal with these students are

not taken into consideration.
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Collaboration

The 12 participants reported that collaboration is a required entity in the efforts to
deliver quality and accessible education to SEND students in general education
classrooms. Collaboration is seen as an effective means to facilitate working with
essential education stakeholders to galvanize support and assistance to address the
individualized needs of SEND students in general education classrooms. The participants
revealed that consultation and partnership with parents is the relevant and necessary
approach for both school leaders and teachers to handle the individual needs of all
students in general education classrooms. Participants believed that consulting and
partnering with parents and other key education stakeholders would help the school
system to coordinate home and school interventions that can be used to successfully meet
the teaching and learning needs of SEND students in general education classrooms.
According to principal 12,

Parental involvement is an essential factor when it comes to providing education

for all students. Involving parents of special educational needs students will

enable school authorities to understand the individual learning needs of these

students and design instructions to meet their individualized learning

requirements. Moreover, it would make them feel satisfied that they are actively

involved in the education of their children.

Principal 6 showed similar concern about the essence of partnership and
collaboration to provide proper and quality education for SEND students in general

education classrooms. Principal 6 stated,
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All the important stakeholders of education need to be on board and collectively

address these weaknesses for the betterment for these students and society.

Teaching these students requires differentiation of instruction, and this cannot

happen in the absence of the relevant training needed to carry it out. the colleges

and universities in the country need to revisit their curricula and adapt it to the

needs of society.

Research Question 2

Research Question 2 was crafted to elicit responses from the participants of the

study about the professional dispositions and practices or regulations that senior

secondary school principals in Sierra Leone use to include SEND students in general

education classrooms. The identified themes for this research question are identified

professional dispositions, variation of teaching, appropriate leadership styles, and the role

of government. Table 10 also presents identified themes for research question 2. Four

themes were identified.
Table 10

Identified Themes for Research Question 2

Research Question 2

Themes

What professional dispositions and practices or regulations do
senior secondary school principals in Sierra Leone use to

include SEND students in general education classrooms?

Identified professional dispositions
Variation of teaching

Appropriate leadership styles

The role of government
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Identified Professional Dispositions
All the participants identified professional dispositions that are salient for school
leaders to demonstrate in dealing with the issues of SEND students in general education
classrooms. These professional dispositions range from tolerance, honesty, empathy,
respect, accommodative to perseverance. The participants indicated that professional
dispositions are central to administrative practice and can yield positive learning
outcomes for IE and SEND students in general education schools. Most of the
participants recognize professional dispositions as a guide that can imbibe positive
attitudes in both principals and teachers toward every student irrespective of any physical
or mental challenges. Principal 9 stated,
Professional dispositions can positively affect the beliefs and attitudes of my
teaching staff if they are followed or adhered to. They are a guide for positive
results or compliance. Negatively they can affect the teaching and learning
environment if they are lacking.
In addition, Principal 2 maintained,
The professional dispositions that school leaders hold about special needs students
for inclusive education can positively or negatively affect the beliefs and attitudes
of my teachers in meeting the learning needs of special educational needs and
disability students. My teaching staff will practice the positive professional
dispositions that I demonstrate in my leadership to address the learning needs of

special educational needs and disability students.
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Another principal, Principal 5 attempted to give her perception about what
professional dispositions entail. According to her,

Based on my professional dispositions, they can be considered the principles or

standards that emphasize a school leader’s and teacher’s success in the classroom

domain. Also, they appear to be the values, commitments, and professional ethics

that govern how a school principal or teacher acts with students, families,

colleagues, and communities.
Variation of Teaching

All the participants reported that variation of teaching is a practice that should be
adopted in general education schools that enroll SEND students. They believed variation
of teaching is inextricably linked with IE for SEND students in general education
classrooms. However, all the participants stated that variation of teaching is tied to expert
knowledge and professional development. The principals agreed that variation of
teaching which involves the use of different teaching methods would help meet the
individualized learning needs of all children in general education classrooms. The
participants reinstated the requirement for teachers to be given the opportunity
professionally developed.
Principal 2 stated,

It is appropriate to state here that if special educational needs and disabled

students are to be given quality inclusive education, there is the need for school

leaders and teachers to be offered the opportunity of undergoing professional

development training. It would make them fully abreast with the required skills
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and knowledge to support these disadvantaged students' learning needs.
Some principals expressed the need for colleges and universities to review and
restructure their curricula to develop professional courses on IE for SEND
students. It would help meet the quest for professional development training for
school administrators, teachers, and supporting staff. They see the colleges and
universities as important education stakeholders and can play a role in the issue of
IE and school leadership for SEND students in general education classrooms.
According to principal 10,
The curricula of colleges and universities should match the current teaching and
learning needs of the schools in the country. The requirements of inclusive
education for children with special educational needs and disabilities make it
necessary for colleges and universities to devise programs that would produce
professionally trained teachers with the competency of adapting the curriculum
content of general education schools to the different levels of cognitive
development of individual learners.
Appropriate Leadership Styles
All the participants asserted that they mostly use transformational leadership style
because it is apt for IE to handle students' teaching and learning needs, and other
physical difficulties in general education classrooms. They acknowledge that
adopting transformational leadership in their schools enabled them to influence and

positively change the culture of their respective schools. The participants see
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transformational leadership as a critical practice to include SEND students in general
education classrooms. They also perceived transformational leadership approach
promotes the inclusive practice of adhering to the country's national laws and education
policies that seek to promote social justice for every learner. Principal 1 stated,

Over my years as a principal, | have endeavored to ensure to provide the

appropriate leadership style that would meet the needs of government rules and

regulations in according the right which every child has to learn. This is
accomplished by ensuring that every learner is allowed to actively be involved in
the teaching and learning to achieve better learning outcomes.

In responding to a probe about the frequent use of transformational leadership
style, Principal 6 pointed the usefulness of the leadership style that is responsive for her
effective leadership. She stated,

Transformational leadership is entwined with inclusive education and as such it is

a suitable leadership style for administering general education schools that are

having students with special educational needs and disabilities in their

classrooms. The use of a transformational leadership style has helped me as a

school principal to guide and direct my teaching and supporting staff, and

community members to work collaboratively to manage school activities or
programs and to improve the overall achievements of the school.

However, all the 12 senior secondary school principals maintained that the use of

the transformational leadership style is not static. Different approaches are sometimes



127

adopted based on the existing situations in the school system in the local context, and
regulations and policies instituted by the education ministry. Principal 2 noted that * the
leadership strategies | used in my school depend on the conditions prevailing in the
school and then prepare the relevant organizational plans to sustain inclusivity for all
learners in the school.” Another participant, Principal 3 stated that “rules and
regulations from the government through the education ministry require us as school
leaders to frequently change our leadership approaches and adopt strategies that will
accomplish the requirements of those rules and regulation.”
The Role of Government

All the 12 participants acknowledged that the government’s support is crucial in
addressing SEND students' teaching and learning needs in general education classrooms.
They believed the equal right of all children to quality education without discrimination
is a fundamental responsibility of the government. The 12 principals agreed that the
education system should always be adapted to every child’s learning needs and delivered
in an inclusive educational environment. They stated that the government is not much
committed to implementing education laws and policies at local and national levels.
According to Principal 5, “the government in particular should be at the forefront in the
race to overcome the obstacles to IE for SEND students in genera education classrooms.
We expect the government to double its support by providing financial and material
resources for the education of these children.” In addition, they believed that IE for

SEND students need to be seen as an integral component of the broader objective of
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creating a less discriminatory society and advocacy of social justice to every child
through IE delivery. Principal 1 stated,

| need to say here that there is a need for the government to follow the provisions

of international conventions and other humanitarian laws on the rights of children

with disabilities to be provided with equal and quality in the same learning

environment as other children. Over the years, the government has not been

giving the needed support to implement existing education laws and policies. The

government and its education ministry should be committed to providing the

relevant resources to implement inclusive education successfully.

Summary

Chapter 4 presents the results of the study. Responses from the participants
showed all 12 of the participants have positive perceptions toward the inclusion of SEND
students in general education classrooms. Also, findings of the study indicated that all the
participants of the study maintained that professional dispositions are crucial for school
leaders to use in the inclusion of SEND students in general education classrooms. These
professional dispositions include tolerance, honesty, respect, empathy, accountability,
and perseverance. The findings of this study are interpreted and discussed in relation with
the results of other similar studies in Chapter 5. The chapter also encompasses
recommendations, implications for positive social change, and the conclusions of the

study.



129

Chapter 5: Discussion, Conclusions, and Recommendations

The purpose of this basic qualitative was to explore the professional dispositions,
perceptions, and practices or regulations that school principals of senior secondary
schools use for administering programs for SEND students in general education
classrooms. Audio-taped interviews of principals were manually transcribed verbatim and
coded and recoded and placed into broader categories that led to the emergence of themes
for the two research questions that the study was conducted to answer. The study
addressed the research gap that there were indications about articles, documents, and
opinion papers showcasing the relevance of IE for SEND students in Sierra Leone, but no
research study had been done that focused on the field of school leadership and IE.

The themes that emerged from the data analysis are presented as the results of the
study. Findings for Research Question 1 were that school principals have positive
perceptions about the inclusion of SEND students in general education classrooms in the
midst of absence of expert knowledge of IE for SEND students. There were also the
challenges of IE that warranted professional development training in the area of IE for
SEND students. Based on the responses from the 12 senior secondary school principals,
there is the need for the government to formulate and implement specific legislation and
policy regarding IE for SEND students in general education classrooms. Another finding
was collaboration among key stakeholders of education, such as policy makers, parents,
teachers, students, community and religious leaders, colleges and universities, and
government to address the challenges of IE for SEND students in general education

classrooms. Findings for Research Question 2 included identified professional
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dispositions, variation of teaching, appropriate leadership styles, and the role of
government. In the section that follows, the findings of the study are interpreted as they
relate to other similar studies reviewed in the literature review and the conceptual
framework used.
Interpretation of the Findings

The interpretation of the findings is done in conjunction with similar studies in the
literature and the conceptual framework used in the study. The findings of the study
centered on the two research questions that the research was conducted to answer. There
were identified themes for each of the research questions.
Interpretation for Research Question 1
Positive Perceptions

Positive perceptions was one of the identified themes for Research Question 1.
All the participants maintained that they had positive perceptions regarding the inclusion
of SEND students in general education classrooms. The participants reported that the
practices and regulations that they used to enroll SEND students were based on national
laws and policies of education and were fundamental in the quest to provide quality and
equal education to SEND students in general education classrooms. The finding on
positive perceptions corroborates the findings of similar studies about the perceptions that
school leaders hold about IE (Gallo-Toong, 2020; Geleta, 2019; Ugwu & Onukwufor,
2018; Murphy, 2019; Nguluma et al., 2017). From the perspective of the moral leadership
theory, the beliefs of leaders permit them to provide education for all children regardless

of disabilities or other learning difficulties (Grogan, 2006; Starratt, 1994). Positive
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perceptions are mostly manifested in school leaders with a transformational leadership
style. It was evident in the studies of Opiyo (2019), Jovanovic and Ciric (2016), and
Tengi (2017) that transformational leadership is indispensable to school leadership as it
prepares school leaders to demonstrate effective leadership in the school system.
Absence of Expert Knowledge

Another identified theme of Research Question 1 was absence of expert
knowledge. The 12 school principals disclosed that they did not have the needed expert
knowledge on IE for SEND students to effectively handle the learning needs of such
students in general education classrooms. The participants recognized the absence of the
required expert knowledge as a constraint in providing school leadership that would take
into account the learning needs of diverse learners. All the participants indicated that
expert knowledge on IE for SEND students is a needed critical competency for school
leaders. This finding is in alignment with other studies that have put emphasis on the
necessity for school leaders to obtain the appropriate knowledge and competencies in
special education and IE so that they can be adequately prepared to confront the
challenges in managing inclusive learning environments (Billingsley et al., 2017; Lyons,
2016; Murphy, 2018; Nguluma et al., 2017;Sider et al., 2017 Ugwu & Onukwufor, 2018).
Challenges of Inclusive Education

The challenges of IE was another theme that emerged from the data analysis for
Research Question 1. In response to the question about the challenges associated with
providing instructional leadership for SEND students in general education classrooms, a

significant number of the participants indicated that they were encountering immense
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challenges. These challenges are crucial to the lack of expert knowledge, inadequate
school materials, unfavorable learning environments, and unsuitable resources. The 12
senior secondary school principals identified these challenges as barriers preventing
school leaders from providing effective instructional leadership for SEND students in
their respective general education schools. The finding of this study agrees with the
findings of Billingsley et al. (2018), Carter and Abawi (2018), Gathumbi et al. (2015),
Kozleski and Choi (2018), Lyons (2016), Murphy (2018), Nguluma et al. (2017), Roberts
et al. (2018), Sider et al. (2017), Tuters and Portelli (2017), and Ugwu and Onukwufor
(2018) that school leaders lack the necessary preparation in IE and need to provide
effective school leadership to deal with the challenges of IE.
Professional Development Training

Professional development training was another theme that emerged for Research
Question 1. All the participants recognized professional development training as a
fundamental prerequisite to overwhelm the obstacles of IE for SEND students in general
education classrooms. The school principals echoed that professional development
training in the field of IE and school leadership is important for school leaders. It will
prepare them with the relevant skills and knowledge to develop in-service training
programs for teachers and other supporting staff that will enable them to successfully
handle the learning needs of SEND students in an inclusive educational environment.
This finding was confirmed by previous studies of Carter and Abawi (2018) and Lyons
(2016) that conveyed the same views on the need to develop and strengthen the

knowledge base of school principals through professional development training. Inclusive
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education involves providing the required leadership that will address the needs of SEND
students in inclusive academic environments. In addition, this finding agreed with the
findings of Nguluma et al. (2017) and Ugwu and Onukwufor (2018) on the significance
of how knowledge of special education and constant training for school principals and
administrators can lead to the development of positive attitude toward IE for SEND
students.
Formulation and Implementation of Specific Laws and Policies

This was another theme identified for Research Question 1. All the 12 participants
of the study stated the necessity for government to formulate and implement specific
legislation and policy that will address the concern of IE and school leadership for SEND
students in general education classrooms. They reported that there are nationwide laws
and policies that necessitated the inclusion of SEND students in general education
classrooms. According to Principal 2, “some of these education laws and policies include
the 1991 constitution, Child Right Act of 2007, Persons with Disability Act of 2011, and
the Sierra Leone Education Sector Plans of 2007-2014, 2014-2018, and 2018-2020.” The
principals stated that these existing education laws and policies are limited in scope in
addressing the issue surrounding the successful implementation of IE for SEND students
in general education schools in the country. They also maintained that education and
policy of IE for SEND students in general education schools should encompass the
diverse roles that education stakeholders can play in the drive to provide proper and

quality education to SEND students alongside their nondisabled peers.
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At the school level, the school principals divulged the essence for education law
and policy to incorporate the need for ongoing professional development training for
principals, teachers, and supporting staff. Some participants, Principals 2, 5, 6, 7, 8, and
9, expressed the concern that education law and policy should not only be in writing, but
also be put into action. Recently, the government through the education ministry
approved the first-ever IE policy, entitled National Policy on Radical Inclusion in
Schools, which most of the school principals considered as a policy that makes no clear-
cut provisions about how SEND students can be educated in general education
classrooms. This finding was not supported by the studies in the literature review in
Chapter 2, and it is interpreted as an extension of knowledge in the area of IE for SEND
students in general education classrooms.

Collaboration

The 12 senior secondary school principals reported that collaboration is an
essential component of efforts to deliver quality and accessible education to SEND
students in general education classrooms. The 12 senior secondary school principals see
collaboration as an effective process to accelerate working with critical education
stakeholders such as policy makers, parents, guardians, teachers, students, community
and religious leaders, colleges and universities, and the government to captivate support
and assistance to deal with the individualized needs of SEND students in general
education classrooms. They also stated that consultation and partnership with parents and
guardians are pertinent and necessary for both school leaders and teachers to handle the

individual needs of all students in general education classrooms. The senior secondary
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school principals believed that consulting and partnering with parents and other major
education stakeholders would help the school system to coordinate home and school
interventions that can be used to efficaciously meet the teaching and learning needs of
SEND students in general education classrooms. This finding of the study supports one of
the findings in a study undertaken by Amka (2019) to explore the practice of IE in
schools under the control of south Kalimantan province in Indonesia. The study found
that a significant number of school leaders and parents of children with nonspecial
educational needs support IE. This finding is also tied to the four elements posited by
Bass (1985) in his most influential transformational model, which are (a) idealized
influence or charismatic leadership, (b) intellectual stimulation, (c) inspirational
motivation, and (d) individualized consideration. All of these elements are crucial for
effective school leadership.

The use of transformational leadership theory enables leaders in the engagement
of staff and other key stakeholders to boost appreciable levels of commitment in
accomplishing the goals of the organization that are related to its vision.
Transformational leadership is fundamental in enhancing students’ learning outcomes
and performance (Bush & Glover, 2014; Widodo & Mawarto, 2020).

Interpretation for Research Question 2
Identified Professional Dispositions

All of the 12 senior secondary school principals identified professional

dispositions that are relevant for school leaders to exhibit in addressing the issues of IE

for SEND students in general education classrooms. The prominent professional
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dispositions that they identified were tolerance, honesty, empathy, respect,
accommodation, and perseverance. The senior secondary school principals suggested that
professional dispositions are pivotal to administrative practices that can result in positive
learning outcomes for SEND students in an inclusive learning environment. Most of the
senior secondary school principals acknowledged professional dispositions as a manual
that can cultivate positive attitudes in both principals and teachers toward every student
regardless of the presence of any physical or mental challenges. This finding confirms the
findings of other studies undertaken by Gallo-Toong (2020), Nguluma et al. (2017), and
Ugwu and Onukwufor (2018) indicating that a substantial number of principals in their
studies had positive attitudes about inclusion of SEND students in general education
classrooms. Positive attitudes can be paralleled to professional dispositions because they
depict the moral imperative of school leaders. In relation to the moral leadership theory
used in the conceptual framework of the study, there is evidence of the theory in this
finding. Carroll (2003) identified seven qualities of moral leaders: strong ethical
character, a passion to “do right,” being morally proactive, stakeholder-inclusive
practices, an obsession with fairness, principled decision making, and integration of
ethics wisdom with management wisdom. These seven attributes can be compared to the
dispositions identified by a participant in a study done by Oyugi (2015): commitment,
empathy, tolerance, honesty, and inclusivity, and they are crucial in administrative

practices.
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Variation of Teaching

All of the participants stated that variation of teaching is a practice that should be
embraced in general education schools that enroll SEND students. They believed that
variation of teaching is inseparably related to IE for SEND students in general education
classrooms. However, all of the participants stated that variation of teaching is tied to
expert knowledge and professional development. The 12 senior secondary school
principals established that variation of teaching involved the use of different teaching
methods that would meet the individualized learning needs of all children in general
education classrooms. The participants reiterated the necessity for teachers to be given
the chance to professionally developed in the area of IE for SEND students. In addition,
three senior secondary school principals, Principals 6, 7, and 9, communicated the need
for colleges and universities to examine and restructure their curricula and create
professional training courses on IE for SEND students. The above mentioned three senior
secondary school principals believed that this would help meet the need for professional
development training for school administrators, teachers, and supporting staff. Principals
6, 7, and 9 see the colleges and universities as essential education stakeholders that can
play a role in the issue of IE and school leadership for SEND students.

This finding indicates that variation of teaching can only be accomplished when
school leaders and teachers have the required skills and knowledge on IE for SEND
students, combined with ongoing professional training that keeps them abreast with the
dynamics of IE for SEND students. Therefore, this finding of the study confirms the

findings of studies that explored the relevance of school leaders acquiring the appropriate



138

knowledge and professional development training on IE for SEND students (Billingsley
et al., 2018; Carter & Abawi, 2018; Gathumbi et al., 2015; Kozleski & Choi, 2018;
Lyons, 2016; Murphy, 2018; Nguluma et al., 2017; Roberts et al., 2018; Sider et al.,
2017; Tuters & Portelli, 2017; Ugwu & Onukwufor, 2018).
Appropriate Leadership Styles

All of the participants claimed that they primarily used the transformational
leadership style because it is suitable for IE to handle the teaching and learning needs of
students with learning and other physical difficulties in general education classrooms.
The 12 senior secondary school principals recognized that implementing transformational
leadership in their schools enabled them to inspire and positively change the culture of
their respective schools. The senior secondary school principals saw transformational
leadership as a vital practice to include SEND students in general education classrooms.
The senior secondary school principals also perceived transformational leadership as an
approach that promotes the inclusive practice of clinging to Sierra Leone laws and
education policies that strive to foster social justice for every learner. However, the senior
secondary school principals asserted that the use of the transformational leadership style
is not constant. Different approaches of other leadership styles are occasionally used,
depending on the prevailing school situations and regulations and policies issued by the
government through the education ministry. This finding demonstrates how the use of an
appropriate leadership style in the context of transformation leadership can help school
leaders to face the challenges involved in administering inclusive schools. This finding

supported what Poon-McBrayer (2017) posited: that transactional and transformational
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approaches are necessary in the change management process of accomplishing IE as a
school reform.

The frequent use of transformational leadership style by the school principals of
this study illuminates the importance of transformational leadership theory which is the
conceptual framework of the study. Studies have investigated how school leaders have
used transformational leadership in illustrating their school leadership responsibilities.
For instance, Opiyo (2019) conducted a secondary data review to explore IE and
transformational leadership concerning the professional development of school principals
in Kenya. Findings of the study revealed that IE and transformational leadership are
entwined. The findings of the study also encourage that all ideas directed towards
supporting effective execution of IE must cross-examine leadership competence of school
leaders and improve them as essential components in creating schools into effective
inclusive learning atmospheres.

The Role of Government

All of the 12 senior secondary school principals agreed that the government’s
support is essential in tackling SEND students' teaching and learning needs in general
education classrooms. They believed the equal right of all children to proper and quality
education without discrimination is a basic responsibility of the government. The 12
senior secondary school principals established that the education system should always
be tailored to every child’s learning needs and provided in an inclusive educational
environment. They stated that the government is not doing much to implement education

laws and policies at local and national levels. In addition, the 12 senior secondary school
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principals believed that IE for SEND students, needs to be seen as a fundamental piece of
the broader purpose of establishing a less discriminatory society and advocacy of social
justice to all children through IE delivery. This finding did not support any findings in the
scholarly works reviewed in the literature. However, this finding of the study conveyed
the lived experiences of the participants about the role government should play in the
education of SEND students in general education classrooms.

In connection with the transformation leadership theory, leaders of government
are expected to embody this leadership theory so that they can become transformative
leaders to inspire their followers to adopt positive actions for the betterment of the
organization and the people they serve. (Li et al., 2019; Steinmann et al., 2018). In the
moral leadership theory, there is the contention that leaders play decisive role in shaping
the moral well-being of a society and organization through positive or negative
influences (Yasir & Mohamad, 2016). Also, there is indication in the moral leadership
scholarly works in that the beliefs of leaders permit them to deliver education for all
children irrespective of disabilities or other learning problems (Grogan, 2006; Starratt,
1994).

Limitations of the Study

Some constraints limited the study. The first was the sample size of the study as
only 12 senior secondary school principals participated in the study. The results of the
study can be questioned in terms of trustworthiness. The issue of the trustworthiness of
the results was resolved by using the criteria of trustworthiness as postulated by Lincoln

and Guba (1985) which are credibility, transferability, dependability, and confirmability.
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The second limitation of the study was based on the limited data that were collected from
a small sample in the four geographical zones of Sierra Leone, which are the Western
Area, Eastern, Northern, and Southern Provinces. Some of the participants in the study
were former colleagues who had been promoted to the rank of school principals of senior
secondary schools of the research environment. My former professional relationship with
the participants of the research had no influence on the results of the study because | had
no supervisory control over them and was no longer working with them. However, efforts
were made to overcome this limitation by ensuring that the interview questions elicited
all the required information from the participants of the study that was needed to answer
the research questions. Timing was another critical limitation of the study. Ample time
was needed to ensure effective work on the writing process. This limitation was
addressed by using a weekly reading and writing plan that helped me to manage time for
the dissertation process and helped me to track progress being made in the dissertation
journey.

This section of the study contained three sets of recommendations. The first
recommendation deals with the findings of the study and warranted the need to
recommend partnership and collaboration among key stakeholders of education. The
second recommendation also emanated from findings of the research and deals with
policy for professional development training for school principals. The third

recommendation is the relevance of future research on IE and school leadership.
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Recommendation for Partnership and Collaboration

There is a need for partnership and collaboration to take place among major
education stakeholders such as the government, principals, teachers, students, parents,
guardians, religious and community leaders, colleges and universities, and other local and
international education-related organizations, to map out plans that can address the
concerns and challenges facing the education of SEND students in general education
classrooms. This recommendation stems from the findings of the study which indicated
that there is need for expert knowledge and professional training on IE for SEND
students in general education classrooms. Also, the theme of collaboration emerged from
how the challenges of IE can be overcome. It is important for the government to get
involved in this partnership and collaboration process by providing the needed funding
for successful IE practices in general education schools that enroll SEND students. The
government should endeavor to come with legislation and policy that would specifically
address the education of SEND students in general education classrooms. Key education
actors should be involved in the drafting of such law and policy so that they can give
their inputs. This part of the recommendation emanates from a finding of the study that
centers on specific legislation and policy for IE for SEND students in general education
classrooms.
Recommendation for a Policy on Professional Development Training

Absence of expert knowledge and professional development training were two of
the findings of the study. Based on these findings, it is relevant to recommend that the

government through the education ministry formulate a policy on professional
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development training for school principals in general education schools. The policy
should make it mandatory for all school principals in general education schools to have
professional development training on IE and school leadership for SEND students in
general education classrooms. The policy should make it clear that before assuming the
office of principalship, professional development training on IE and school leadership for
SEND students in general education classrooms is a prerequisite. The formulation of such
policy is inextricably linked with the recommendation on the need for partnership and
collaboration among education stakeholders. The colleges and universities are crucial in
the process because they are providing degree and certificate courses to train teachers and
school principals. Therefore, they need to revise their curricula to create training
programs on IE for SEND students. Such training programs would professionally develop
school principals and provide them with the required skills and knowledge to handle the
learning needs of SEND students in general education classrooms and accelerate
meaningful educational outcomes for these students. Those senior secondary school
principals who do not have training on IE would have the opportunity to benefit from
these training programs. The policy should make provision for the establishment of a
professional development commission that would oversee the practical operation of the
policy. The commission should be under the direct supervision of the Ministry of Basic
and Senior Secondary Education.
Recommendation for Future Research

The sample size of this research was limited to 12 participants that met the criteria

of sample sizes for a qualitative study (Robson, 2011; Maxwell, 2012). | recommend a
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future research in the area of 1E and school leadership with an increase in the sample size
of the participants. This future research should use another sampling technique as the
sampling method used in this study was purposive sampling. Participants of the study
could be selected from other schools in different areas of the country. The study must
also include junior secondary school principals. The rationale for this recommendation is
to see whether such future research with a different sampling size and technique would
produce similar results.
Implications for Positive Social Change

Crucial findings from the study within the researched country could provide
educational and policy implications to school leaders, professional educators, and
researchers as a catalyst for professional work in the field of educational leadership,
administration, and management in the country. The results from the study may be
employed to consider the strengths and requirements of existing IE practices in the
country. There is the expectation that school principals, educators, and essential
education stakeholders may use the findings of this study to improve educational
practices that impede SEND students from gaining access to quality and proper education
with their nondisabled peers in general education classrooms. The findings of the study
may provide school principals with the opportunity to understand their responsibilities in
the establishment of a favorable school climate that encompasses the required inclusive
practices for SEND students to excel as their nondisabled peers academically. The moral
leadership theory in the school context depicts equity and equality as the motivating

beliefs, perceptions, skills, and professional dispositions that school principals may
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employ to reduce the current disparities in learning attainment across ethnicity, class,
race, ability, and indicators of exclusion. The activities of school leaders should be
suggestive of how they instruct, guide, and lead (Fullan, 2014; Furman, 2004).

There is the possibility for the results of the study to ignite positive social change
in the different levels of society. The results of the study may help direct the way forward
for all key stakeholders of education, including government and policymakers to
formulate specific legislations and policies on IE and school leadership that will lead to
the professional development of school principals. The positive social change would
bring social justice to SEND students who are marginalized in the educational system in
Sierra Leone. The findings may also have the potential for positive change because
school principals, the government and crucial education stakeholders will become fully
aware of the significance of affording SEND students the right to education in an
inclusive learning environment as provided by domestic education laws and policies, and
reinforced by international treaties, conventions, and human rights law.

The positive social change implications of the study’s findings are central to the
four main components enshrined in the transformational model by Bass (1985). These
four components are (a) idealized influence or charismatic leadership, (b) intellectual
stimulation, (c) inspirational motivation, and (d) individualized consideration. Each of
these elements is essential for effective school leadership. The four components present a
foundation in which leadership is considered as an establishment of several sources

instead of a single authority (Hallinger, 2003).
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Conclusion

Inclusive education (IE) and school leadership for SEND students in general
education classrooms in Sierra Leone seemed to be a new area of research exploration.
Evidence in the research literature showed that there have been opinion papers, articles,
and position documents that revealed the significance of IE for SEND students in Sierra
Leone, but no research study has been conducted in the area of school leadership and IE
for SEND students in general education classrooms. This basic qualitative study was
undertaken to explore the professional dispositions, perceptions, and practices or
regulations that senior secondary school principals hold for administering programs for
SEND students in general education classrooms.

Thus, the essence of undertaking the study was to fill in existing gap in the
research which is no study has been done in Sierra Leone on IE and school leadership for
the inclusion of SEND students in general education classrooms. The findings of the
study have answered the research questions of the study, which was about the
perceptions, professional dispositions, and practices or regulations that school principals
hold and use to include SEND students in general education classrooms in senior
secondary schools in the country. The study revealed that school principals have positive
perceptions about the inclusion of SEND students in general education classrooms and
they hold favorable professional dispositions regarding the inclusion of these students in
general education classrooms.

The findings of the study have the implications for positive social change because

findings may help pave the way forward for major stakeholders of education including
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government and policymakers, to formulate and implement specific legislations and
policies that will help address the issue of IE and school leadership for SEND students in
general education classrooms. There is the need to state here that it is the constitutional
right of SEND students to be accorded the opportunity to proper and quality education
alongside their nondisabled peers in general education classrooms. The findings of this
study could be used as a springboard to prepare the ground for IE for SEND students in

general education classrooms.
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Appendix A: Letter of Approval from Institutional Review Board

Dear Mr. Williams,

This email is to notify you that the Institutional Review Board (IRB) has approved your
application for the study entitled, "Professional Dispositions and Perceptions of
Principals About Inclusion in Senior Secondary Schools.”

Your approval # is 01-06-21-0728742. You will need to reference this number in your
dissertation and in any future funding or publication submissions. Also attached to this e-
mail is the IRB approved consent form. Please note, if this is already in an on-line format,
you will need to update that consent document to include the IRB approval number and
expiration date.

Your IRB approval expires on January 5, 2022 (or when your student status ends,
whichever occurs first). One month before this expiration date, you will be sent a
Continuing Review Form, which must be submitted if you wish to collect data beyond
the approval expiration date.

Your IRB approval is contingent upon your adherence to the exact procedures described
in the final version of the IRB application document that has been submitted as of this
date. This includes maintaining your current status with the university. Your IRB
approval is only valid while you are an actively enrolled student at Walden University. If
you need to take a leave of absence or are otherwise unable to remain actively enrolled,
your IRB approval is suspended. Absolutely NO participant recruitment or data collection
may occur while a student is not actively enrolled.

If you need to make any changes to your research staff or procedures, you must obtain
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IRB approval by submitting the IRB Request for Change in Procedures Form. You will

receive confirmation with a status update of the request within 10 business days of
submitting the change request form and are not permitted to implement changes prior to
receiving approval. Please note that Walden University does not accept responsibility or
liability for research activities conducted without the IRB's approval, and the University
will not accept or grant credit for student work that fails to comply with the policies and
procedures related to ethical standards in research.

When you submitted your IRB application, you made a commitment to communicate
both discrete adverse events and general problems to the IRB within 1 week of their
occurrence/realization. Failure to do so may result in invalidation of data, loss of
academic credit, and/or loss of legal protections otherwise available to the researcher.
Both the Adverse Event Reporting form and Request for Change in Procedures form can
be obtained on the Tools and Guides page of the Walden
website: https://academicguides.waldenu.edu/research-center/research-ethics/tools-guides
Doctoral researchers are required to fulfill all of the Student Handbook’s Doctoral
Student Responsibilities Regarding Research Data regarding raw data retention and
dataset confidentiality, as well as logging of all recruitment, data collection, and data
management steps. If, in the future, you require copies of the originally submitted IRB
materials, you may request them from Institutional Review Board.

Both students and faculty are invited to provide feedback on this IRB experience at the
link

below: http://www.surveymonkey.com/s.aspx?sm=qHBJzkIMUx43pZegKImdiQ 3d_3d
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Sincerely,

Libby Munson

Research Ethics Support Specialist

Office of Research Ethics and Compliance
Walden University

100 Washington Avenue South, Suite 1210
Minneapolis, MN 55401

Email: irb@mail.waldenu.edu

Phone: (612) 312-1283

Fax: (612) 338-5092

Information about the Walden University Institutional Review Board, including
instructions for application, may be found at this
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Appendix B: Letter of Participation

Subject: Request for Participation in a Dissertation Study
Dear Principal,

My name is Desmond P.G. Williams, and currently a Ph.D. student at Walden
University. | will be coming to Sierra Leone to collect data for my dissertation study. |
am inviting principals with at least 10 years of experience, have taught in inclusive
schools, and have a master’s degree to participate in this study. [ am kindly requesting
your participation in the study via a face-to-face interview, which would be conducted in
your office, and it will last for approximately 60 minutes.

The purpose of the research is to explore the professional dispositions and
perceptions that school principals in Sierra Leone hold about the inclusion of special
educational needs and disabilities (SEND) in general education classrooms.

If you are interested in participating, please email me at
desmond.williams@waldenu.edu
Sincerely,

Desmond P.G. Williams
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Appendix C: Interview Protocol
The Interview Protocol Guideline for Principals
The interview questions for principals of the study encompassed four topics that
addressed pertinent issues to the study in providing answers to the research questions, and
they are illustrated as follows:
Topic One Questions

1. What appropriate professional training do school principals of senior secondary
schools experience in supporting special educational needs and disabilities
(SEND) students in general education classrooms? Describe what educational or
professional training that you obtained in inclusive education (IE) for SEND
students preceding your current position as principal.

2. How would you describe your experience as a school principal in dealing with the
challenges associated with providing instructional leadership for SEND students
in general education classrooms?

3. What professional development training in IE for SEND students have you
received since assuming the office of principal?

4. Describe your experience in designing in-service training for teachers to meet the
learning needs of SEND students in general education classrooms.

Topic Two Questions

1. What do you know about the policy or rules for IE ? Do you believe SEND

students should be taught in general education classrooms?

2. What is your perception about the need for providing instruction for SEND
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students in general education classrooms?

3. How do your perceptions about SEND students affect their learning?

4. What kinds of instructional leadership do you provided for SEND students?

5. Tell me, what do key stakeholders such as students, parents, teachers, board of
governors perceive as essential leadership concerns about SEND students in
general education classrooms?

6. What other issues do school leaders face regarding SEND students ?

7. How can the efficacy and attitude of school principals affect learning needs of
SEND students in general education classrooms?

8. Describe your thoughts regarding the strengths and weaknesses of providing
pedagogical instruction for SEND students with their non-disabled peers in
general education classrooms.

9. How would you address the weakness for a better educational attainment for
SEND students in your school?

Topic Three Questions

The focus of this section of the interview is on professional dispositions. | am going to
give a theoretical working definition which is appropriate in the context of this interview
and it was defined by the National Council for the Accreditation of Teacher Education
(NCATE, 20060), a professional accreditation council for schools, colleges, and
departments of education, defined professional dispositions as “ professional attitudes,
values, and beliefs demonstrated through both verbal and non-verbal behaviors as

educators interact with students, families, colleagues, and communities. These positive
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behaviors support learning and development (p. 10)

1.

2.

How do you understand professional dispositions?

Tell me your beliefs about the professional dispositions that school principals of
senior secondary schools should hold about IE for SEND students in general
education classrooms.

What professional dispositions have you developed and sustained in your current
position as principal to accelerate quality and proper education for students in
your school?

How would you describe the effective role professional dispositions can play in
helping school principals in addressing the learning needs and academic
accomplishments of SEND students in general education classrooms of senior
secondary schools?

Tell me, is there any relationship between professional dispositions and
perceptions that school principals hold to drive quality education for SEND
students in general education classrooms? if yes, how? If no, how?

How would the professional dispositions you hold about SEND students for IE
can positively or negatively affect the beliefs and attitudes of your teaching staff

in the quest to meet the learning needs the SEND students?

Topic Four Question: Closing Question

This is the end of the interview. You can still share anything else we did not talk about in

the interview about the research topic. If not, thanks for your participation in this

interview.
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(Note: I will prepare some cues like tell me more about that or what do you mean by ....)
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