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ABSTRACT

The quality of teachers is critical to the successful implementation of inclusive education. However, many
teachers in Nigeria have reported low confidence in teaching children with special needs. Despite this, limited
research has investigated the challenges and training needs of preservice teachers within the Nigerian context.
This study explored the experiences of preservice teachers during their practicum, particularly on the
challenges they encountered, and their training needs. The phenomenological qualitative approach was
employed as a research design. Data were collected through focus group discussions. The sample size consisted
of 40 purposively sampled preservice teachers from two colleges of education in Zamfara State. The findings
from the study revealed that challenges encountered by preservice teachers in teaching students with special
needs include inadequate training in inclusive practices, communication difficulties, poor infrastructure, and
low inclusive self-efficacy. Participants also reported the need for practical teaching exposure, specialized
communication, and better access to inclusive education resources. These point to the need to strengthen
teacher education programmes for inclusive education. We recommend, among others, that the teacher training
curriculum be revised to incorporate hands-on experiences for inclusive education.
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INTRODUCTION

Global policy priorities on education are centred on equity and fairness in accessing
education. Several efforts made, particularly in developing and low-income countries appear not
to have yielded the expected results. For example, children with disabilities are especially at a
disadvantage in terms of school enrollment, educational attainment, and learning in developing
countries (Wodon et al., 2018). In Cambodia, Colombia, Gambia, Maldives, and Uganda, only
56% of children with disabilities (CWDs) complete primary education, in contrast to 74% of
their peers without disabilities (World Bank, Inclusion International, Leonard Cheshire, 2019),
while the transition to secondary education poses a significant challenge for individuals with
disabilities in Africa (UNESCO & Global Education Monitoring Report 2020). Furthermore,
within the Nigerian context, children with impairments constitute over 50% of Nigeria's 10.5
million out-of-school children (The IREDE Foundation, 2021).

Despite Nigeria's policies in promoting the inclusion of children with special needs in
mainstream classrooms, research indicates that the implementation of these policies has been
hindered over the years. For instance, researchers have observed that students with special
needs face discrimination at all educational levels (Nwosu et al., 2024; Nwosu & Ementa,
2018). There is widespread agreement that teacher professional development is crucial to the
effective implementation of inclusive education (European Agency for Development in Special
Needs Education, 2012; Nwosu et al., 2020; Nwosu et al., in press) since teacher quality has
been found to be the most important within-school factor affecting student learning outcome
(European Agency for Development in Special Needs Education, 2012).

One of the stages in the training of teachers in which attempts are made to bridge the gap
between theory and practice is during the teaching practice exercise. This is a compulsory
aspect of the teacher training programme that offers preservice teachers the opportunity to put
in practice all the theories and contents they have been exposed to in their institutions. Given
that this may be the first time many of them may be teaching students in a formal classroom
setting, they may face a number of challenges especially with regards to students with special
needs. Pre-service teachers are students undergoing formal training and education to become
professional teachers who are yet to be certified as teachers and assume teaching positions in
any recognizable educational institution. To consolidate their training, they are placed on a
teaching practice exercise to provide them with practical experience. Researchers (Imsa-ard et
al., 2021; Mapinda & Honori, 2022) have found that preservice teachers face several challenges
including poor school infrastructure, strained relationship with host teachers, low confidence
explaining lessons and providing feedback to students; and difficulty teaching mixed-ability
classes. Consequently, Mbhiza et al. (2024) and Shumba et al. (2012) have stressed the need to
offer mentorship to preservice teachers during their practicum. However, some researchers have
noted that preservice teachers may not be getting adequate support they need during the
teaching practice exercise (Maddamsetti, 2018; Mbhiza et al., 2024; Mlyakado & Mwandambo,
2023). This is likely to exacerbate the challenges of these students particularly in situations
where they are supposed to handle students with special needs. Given that the Nigerian
educational system recognizes inclusive education, teachers are expected to maximize the
potential of all learners by modifying the curriculum and pedagogy to meet individual learning
needs. Yet, there is dearth of research on the inclusive education challenges of preservice
teachers especially those trained in colleges of education who are trained to teach in primary
and lower secondary school levels of education. This level of education is critical for
identification and remediation of learning challenges. Hence, it becomes imperative that
challenges preservice teachers face during their teaching practice exercise and their training

15



Assessina Preservice Teachers’ Challenges and Training ...

needs are explored so that teacher curriculum could be improved on. The following two

research questions were posed to guide this study:

1. What are pre-service teachers’ challenges for teaching children with special educational
needs in Nigerian regular classes?

2. What are pre-service teachers’ training needs for teaching children with special educational
needs in Nigerian regular classes?

METHODS

The phenomenological qualitative research design was employed in our study. We
investigated the lived experiences and perceptions of preservice teachers about inclusive
education and their readiness with particular focus on their teaching practice (TP) experiences
and how they adjudge their abilities in inclusive education classroom. Preservice teachers are
exposed to teaching students with special needs during their teaching practice exercises.
Because inclusive schools are still at the experimental stage in Nigerian and special schools are
few (UNESCO, 2021), many parents tend to enroll their children with special needs in nearby
regular schools (Nwosu et al., 2024). This affords preservice teachers the opportunity to teach
children with special needs during the teaching practice exercise. Beck (2021) sees
phenomenological research approach as having the capacity to offer to readers and researchers a
privileged view of the meaning of the experience of a particular phenomenon from the
perspective of the participants. Our participants were 40 (Male = 4; Female = 36) preservice
teachers from two colleges of education in Zamfara State, Nigeria purposively sampled. This
sample size is considered adequate, given that sample sizes ranging from 15 — 20 participants
have been adopted by researchers in qualitative studies, and they have hit data saturation points
within this range (Hossain et al., 2024). Twenty preservice teachers were sampled from the
Federal College of Education while the other twenty were sampled from the State College of
Education. These were pre-service teachers who have completed their teaching practice and
gave their consent for participation in the study. Within each college of education, the students
were randomly selected into six focused group discussions (FGDs). Four groups consisted of 7
students whereas two other groups consisted of 6 students. The study sites were in Zamfara
State which is a Northwest Nigerian state with its capital city located in Gusau.

A FGD was used in collecting the qualitative data which bothered on exploring the
perception of pre-service teachers on inclusive education and their readiness to include students
with special education needs in their classes during their TP. They were randomly sampled into
6 FGDs. The FGDs guide was validated by two experts in Educational Measurement and
Evaluation. The question items included: What challenges did you face during your teaching
practice exercise while including students with special needs in your class? Do you think you
training was adequate for teaching these students in your classes? If not, what training do you
need to improve your ability to teach them?

The processes in data collection, included seeking the consent of the respondents, and
explaining the purpose of the study to the respondents. Only pre-service teachers who gave their
consent were included in the study. Thereafter, the FGD sessions started with conversations that
aimed at relaxing the respondents and create opportunity for discussion. The conversations were
used to inform the participants about the aim of the discussion. The discussions took place at
the participants’ school environment and lasted for about 50 minutes. The discussions were
digitally recorded.

The data was analyzed using thematic content analysis. The recorded interview
was transcribed verbatim. The inductive analysis was employed in our study. Inductive analysis
focuses on deriving concepts, themes, or a model through interpretations made from the raw
data by a researcher (Thomas, 2006). Manuscripts were read many times and coded to identify
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emerging concepts that addressed the research questions. There was no restriction on the
number of emerging themes and sub-themes until they are exhausted. Before the coding of the
data, the researchers immersed themselves in the data to get familiar with the data, understand
the data, pre-code the data by underlining a participant’s significant quotes that strikes their
attention. After identifying major emerging concepts, specifics were grouped into sub-themes,
and these were drawn together to form themes. From the manuscripts, verbatim expressions
such as “"No, we were not taught practically, only theory" was coded “no practical exposure”;
and “"We didn’t learn anything about inclusive education...” was coded “no relevant course”.
These were later classified under the theme of “Inadequate Inclusive Training and Preparation”.
Codes and themes were reflected upon by the researchers for depth and appropriateness. Where
there was no disagreement the codes and themes were adopted whereas changes were made
where the researchers agreed that there was a need for adjustment in the codes and themes.

RESEARCH RESULTS

Challenges Student Teachers Faced in Teaching Students with Disabilities during TP

Regarding the challenges student teachers in colleges of education face in teaching students
with disabilities, six broad themes emerged from the discussions. These include inadequate
inclusive training and preparation, inclusive communication challenges, inclusive instructional
challenges and time constraints, inadequate inclusive infrastructures and facilities, lack of
inclusive self-efficacy beliefs and emotional unpreparedness, and classroom management
challenges and peer-related challenges. These themes are presented thus:

Inadequate Inclusive Training and Preparation

These consists of challenges related to their inclusive education training in school that
prepares them to handle children with disabilities in schools. Through the discussion, a good
number of student teachers reported that their training was insufficient to enable them to teach
in classes that comprise both students with disabilities and those without disabilities. One of the
challenges related to over-reliance on theoretical exposition of inclusive education pedagogies
without practical exposure. One of the students noted: "No, we were not taught practically, only
theory” (A1, Group 1). And another student from group 5 stated that: "Because we are only
taught the theory, no enough practical” (C1, Group 5). These shows that most of their training
centred on just theories without practical skills that could help them implement these strategies
during their teaching practice exercise. In confirmation to this a respondent noted that they did
not go to special schools to learner before the teaching practice exercise: "We didn’t learn
anything about inclusive education. So I'm not prepared” (R7, Group 3). It flows from the idea
that they ought to have seen how specialized teachers teach students with disabilities before
going to an inclusive classroom environment. More so, some respondents noted that
contributing to their unpreparedness is that their curriculum was inadequate indicating that they
may need more skill-based courses: “The curriculum is not enough”. (C4, G5). Flowing from
this, many of the students were unfamiliar with inclusive teaching methods: “We didn’t have
any course that teaches us how to teach students with special needs” (R6, G3).

Inclusive Communication Challenges

Responses from the participants showed that they encountered communication barriers as
they teach children with disabilities especially among students with speech and hearing
impairments in the school. These consists of barriers in the use of sign language, difficulty in
engaging with non-verbal students and the lack of assistive communication devices. One
respondent noted that they are not trained to communicate with students with disabilities: "The
challenge | faced is communication barrier, how to interact with them in a way that they will
understand what I'm saying.” (C5, Group 5). Another respondent noted their inability to use
sign language is a challenge to addressing the unique needs of students with disabilities: "I
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don’t know how to use sign language, so | found it hard to communicate." (C4, Group 4).

Inclusive Instructional Challenges and Time Constraints

Further challenges reported by participants included instructional challenges and time
constraints. They noted that they found it difficult simplifying the contents to students with
disabilities. This could have stemmed from the fact that most children with disabilities require
tasks broken down step-by-step for them. In cases where there is the problem of abstract
thinking, student teachers may battle with concretizing the concepts thereby finding it difficult
to engage student with disabilities in their classrooms. For example, a respondent noted: "The
challenge I faced is how to teach them and make them understand what I'm teaching." (C3,
Group 5). For them to learn, they need extra time particularly children with intellectual
disabilities. This group of students have lower learning rates and demand that tasks are not only
broken down by adequate time is expended for them. This could have resulted to several
challenges the participants reported. In groups 4 and 5, respondents emphasized how time could
constrain effective delivery of instructions to students with disabilities: "Some of them don’t
understand fast, so | have to keep repeating and the time is not enough." (C5, Group 4). "I also
had problem with time because they need more time to understand what I'm teaching.” (C6,
Group 4). "You will be trying to carry everybody along; it will consume your time." (C7, Group
5).

Inadequate Inclusive Infrastructures and Facilities

Respondents also reported that inadequate inclusive infrastructure and facilities impeded
their teaching students with disabilities during their teaching practice exercise. This consisted of
the unavailability of assistive materials, limited access to tools like Braille, hearing or visual
aids. This was worsened by the lack of skills for improvisation. The teaching and learning of
students with disabilities are usually enhanced by inclusive facilities that helps to ease the
challenges they face. Most of these aids help to remedy some lost abilities in such a way that
students with disabilities can be productively engaged in their learning. However, the responses
from the respondents showed that they face enormous challenges because they lack the requisite
materials that can facilitate inclusion. For example, a respondent noted: "The school does not
provide materials for them, and I don’t know how to improvise for special needs students.” (C7,
Group 4), and another stated: "We don’t have enough instructional materials." (C3, Group 5).

Lack of Inclusive Self-Efficacy Beliefs and Emotional Unpreparedness

Even in regular classes, neophyte teachers face emotional tensions that dampen their ability
to perform in classes. However, teaching in an inclusive classroom may be more demanding
especially when one has not been properly tutored on how to handle diverse learners.
Respondents in our study reported the feeling of a lack of inclusive self-efficacy beliefs. This
led them to doubt their abilities to teach in an inclusive classroom. For example, a respondent
expressed doubt on the ability to teach students with disabilities because they were not properly
taught on how to teach them: "If I'm called to come and teach students with special needs, I'll
not be able to do it effectively because I don’t know how to teach them.” (R10, Group 3).
Another student reported being afraid because they lack the strategies to communicate with
them: "I was scared because I didn’t know how to relate or communicate with them." (C7,
Group 4), while another noted that they were not trained to teach students with disabilities: "I’l]
not be able to do it because | was not trained for that." (R9, Group 3). It appears that the self-
doubt and perceived unpreparedness among the student teachers arise because of inadequacy in
their curriculum and preparedness.

Classroom Management Challenges and Peer-Related Challenges

Another theme that emerged from the discussion is the issue of classroom management and
peer-related challenges. Student teachers associated the disruptive behaviour with the students’
disabilities. They assumed that because they have disabilities that many of them exhibit the
behaviours that make it difficult to manage the classes. For example, one of the respondents
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stated: "Some of them are too stubborn. If you say, 'Don’t do this,' they will do it." (B7, Group
6) whereas another noted that they needed training on managing the behaviours of the students
in classes: "We need training on how to manage the class with different types of students." (C6,
Group 5). Another dimension of the classroom problem is the poor relationship between
students with disabilities and those without disabilities. A respondent noted that those without
disabilities tend to mock those with disabilities while in the class, and that this constituted a
challenge for them: "The challenge | faced is that the normal students are laughing at them
when you are teaching.” (C2, Group 5).

Inclusive Education Training Needs of Student Teachers for Effective Teaching of
Students with Disabilities

Our respondents reported a number of professional training needs that will facilitate the
teaching of students with disabilities. During the focus group discussion, the themes that
emerged are need for practical experiences and exposure; need for specialized skills, and
provision of inclusive education resource and support. Proper examination of the reported needs
revealed that our participants needed improved inclusive training and the provision of inclusive
facilities in schools to help them teach students with disabilities effectively.

Need for Practical Experiences and Exposure

Regarding practical experiences and exposure on inclusive education teaching and learning,
a student noted: "We need more practical exposure and fieldwork on how to teach students with
disabilities.” (R8, Group 3). This implies that they needed the integration of inclusive education
fieldwork into their curriculum.

Regarding Specialized Training in Inclusive Education

Furthermore, regarding specialized training in inclusive education, our respondents reported
that they needed training on effective communication with students with disabilities including
sign language: "l think we need training on how to communicate with them, especially those
with hearing problems.” (C1, Group 4). Similarly, other students reported that sign language is
imperative in the teaching of students with speech and hearing problems: "We need special
training in sign language and how to identify their needs.” (R8, Group 3). "We should be taught
sign language ..... " (C5, Group 4). Another aspect of specialized training that the students
mentioned included training on assistive devices: “We should be taught ... how to use assistive
devices." (C5, Group 4). This indicated even among regular teachers, there is need that they are
equipped with certain levels of abilities in the specialized areas in special needs education.

Provision of Inclusive Education Resource and Support

Another area of need as reported by our respondents is the provision of inclusive education
resources and support. They need to be provided with devices that can facilitate teaching of
students with disabilities especially as they lack the skills to improvise the materials: "The
school does not provide materials for them, and I don’t know how to improvise for special
needs students.” (C7, Group 4). This is critical to effective teaching and learning of students
with disabilities given that concepts must be concretize for ease of learning. Similarly, another
student was able to be specific about the devices they needed in teaching students with
disabilities: "Provide assistive devices and tools like braille, hearing aids, and visual aids for
the students. ”(R10, Group 3).

Besides, the respondents called on the government and school authorities to provide the
need facilities in colleges of education so that they will have hands-on training on teaching in an
inclusive education classroom: "Government should provide equipment and facilities for
inclusive education in the colleges." (C1, Group 4). Another respondent noted that the teacher
education curriculum should be revised to include requisite aspects of inclusive teaching and
learning: "Curriculum should be revised to include more inclusive education content." (C6,
Group 4).
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DISCUSSION

The findings from this study revealed the major challenges faced by pre-service
teachers in teaching students with special educational needs (SENSs) during their teaching
practice. While pre-service teachers demonstrate a willingness to embrace inclusive education,
they face significant challenges due to gaps in practical training, limited exposure to assistive
technologies, difficulties in curriculum adaptation, communication challenges, inadequate
inclusive infrastructures and facilities, lack of inclusive self-efficacy beliefs and emotional
unpreparedness, and classroom management challenges and peer-related challenges.

Pre-service teachers almost universally complain about the absence of tailored, practical
training designed to prepare them for teaching in inclusive classrooms in their initial teacher
education (ITE) programmes. For instance, Rosenberg et al. (2024) found that beginning
teachers was reporting barriers to effective practice and the integration of students with
disabilities due to insufficient education in disabilities inclusions elements which were mostly
elective. Participants voiced a need for more training that was “realistic and practical” to
prepare for classrooms in which they could confidently teach inclusively.

Another critical issue is inadequate exposure assistive technologies (AT) and their
application for students with special educational needs (SEN) is one essential area that a teacher
must deal with. Design of learning experiences, however, remains a challenge for many pre-
service teachers. A study by Opoku et al. (2023) brought to light issues like perceived ease of
use of the devices and self-perception of computer skills to influence the decision of AT use by
pre-service teachers. The authors recommended the need of most teacher training programs to
deal comprehensively with teaching resources and AT devices for rehabilitation of disabled
children.

Meeting the varying needs of learners through curriculum modification is still a prominent
challenge within pedagogy. Adapting curricula to meet the diverse needs of learners remains a
significant hurdle. Research revealed that pre-service teachers struggled with curriculum
differentiation and lacked knowledge on producing and using resources suitable for inclusive
classrooms. The study recommended revising teacher education curricula to include
methodologies that equip teachers with the necessary skills for inclusive education.

The results of the study demonstrated that pre-service teachers’ needs of inclusive
education for SENs included the need for practical experiences and exposure; need for
specialized skills, and provision of inclusive education resource and support. These identified
needs are critical for equipping pre-service teachers to meet the demands of inclusive education
effectively. Addressing these areas will enhance teacher confidence, improve learning outcomes
for students with SENSs, and foster more inclusive educational environments. These findings are
consistent with the goals of UNESCO’s inclusive education agenda, which emphasizes capacity
building through practical training, continuous professional development, and the provision of
accessible learning materials (UNESCO, 2022). There is growing international consensus that
teacher education must be restructured to reflect the realities of inclusive classrooms (Florian &
Spratt, 2013). This agrees with the findings of Rosenberg et al. (2024) which emphasized that
classroom-based, hands-on experiences significantly improve teacher preparedness for inclusive
settings.

Conclusion

This study investigated the challenges faced by preservice teachers in inclusive classes, and
training needs for teaching children with special educational needs in regular classes. This study
highlights the serious and immediate need to improve the training and preparation of pre-service
teachers in inclusive education as the findings of this study reveal that many pre-service
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teachers are having knowledge gaps, instructional, communication and emotional readiness
challenges in supporting children with Special Educational Needs (SEN) in mainstream
classrooms. Student teachers’ reported challenges and training needs indicate that they may not
have the capacity to include students with special needs in their classes. Based on the findings
of this study, it is concluded that there is the need for systemic reforms in teacher training
programmes. Addressing these concerns through enhanced curriculum design, practical
experience, and continuous professional development can be bridge the gap and empower
teachers to foster better inclusive learning environments. This study, therefore, advocate for
long term change to enable all students get the education they deserve irrespective of their
ability, condition, age, location among others.

Recommendations

Based on the findings, the following recommendations are made:

1. The inadequate knowledge and preparation of pre-service teachers suggest an
urgent need to revamp teacher education curricula. Colleges of education in Nigeria should
endeavour to emphasize practical skills, exposure to inclusive teaching methods, and hands-on
experience in classrooms with diverse learners.

2. The inadequate supply of inclusive infrastructure and facilities highlights the
necessity for government and institutional investment in creating learning spaces that
accommodate children with special educational needs (SEN). Schools should be equipped with
assistive technologies, adaptive learning tools, and accessible classroom designs.

3. Given the identified communication and instructional challenges teacher training
institutions should focus on effective communication techniques, differentiated instruction and
collaborative teaching models to ensure SEN students receive individualized support tailored to
their learning needs.

Funding

This study was funded by TETFUND Institutional Based Research (IBR) in September
2024.

Acknowledgement

We sincerely acknowledge our participants for giving their consent to participate in the
study. We also thank the authorities of the two colleges of education where the study was
undertaken. All our research assistants are also duly acknowledged.

Conflict of Interest

No conflict of interest is declared.

21



Assessina Preservice Teachers’ Challenges and Training ...

REFERENCES

Abu-Alghayth, K. (2020). Teachers' use of assistive technology in Saudi special education schools: A
mixed-methods enquiry. International Journal Developmental Disability, 68(4), 547-557.
https://doi.org/10.1080/20473869.2020.1836943.

Actionaid (2020). Financing the future: Delivering SDG 4 in Nigeria [Nigeria Fact Sheet].
https://actionaid.org/sites/default/files/publications/Nigeria%20factsheet.pdf

Acquah, E. O., Tandon, M., & Lempinen, S. (2016). Teacher diversity awareness in the context
of changing demographics. European Educational Research Journal, 15 (2), 218 -235.

Ainscow, M. (2020). Promoting inclusion and equity in education: Lessons from international
experiences. Nordic Journal of Studies in Educational Policy, 6(1), 7-16
https://doi.org/10.1080/20020317.2020.1729587

Asha, S. H. (2024). Assessment and evaluation of children with special needs: A critical review of NEP-
2020. Desh Vikas, 11 (3), 1-9. https://www.researchgate.net/publication/385038667

Beck, C. T. (2021). Introduction to phenomenology: Focus on methodology. SAGE Publications.

https://methods.sagepub.com/book/mono/preview/introduction-to-phenomenology.pdf

Creswell, J. W., & Plano-Clark, V. L. (2011). Designhing and conducting mixed methods research.
Thousand Oaks, CA: Sage.

Darko, R.A., Mwangi, J & Wachira, L.J (2022). Pedagogical knowledge of university student-teachers
on inclusion of students with disabilities in practical physical education lessons in Ghana.
International Journal of Whole Schooling, 18(1), 51-73.

European Agency for Development in Special Needs Education (2012). Profile of Inclusive Teachers.
Odense, Denmark: European Agency for Development in Special Needs Education.

Florian, L. & Spratt, J. (2013). Enacting inclusion: A framework for interrogating inclusive practice.
European Journal of Special Needs Education, 28, 119-135.
https://doi.org/10.1080/08856257.2013.778111

Hamma, M. (2025). Assessment in inclusive education and its role in promoting fairness: A guide to
general and special education teachers. Journal of Theoretical and Empirical Studies in
Education, 10(2), 235-254.

Hancock, B., Windridge, K., & Ockleford, E. (2009). An introduction to qualitative research.
Nottingham, UK: The National Institute for Health Research (NIHR) Research Design Services
for East Midlands (RDS EM/YH). Retrieved from https://www.rds-
yh.nihr.ac.uk/wp.../5_Introduction-to-qualitative-research-2009.pdf57-92.

Haug, P. (2017). Understanding inclusive education: Ideals and reality. Scandinavian Journal of
Disability Research, 19, 206 — 217.

Hossain, M. S., Alam, M. K., & Ali, M. S. (2024). Phenomenological approach in the qualitative study:
data collection and saturation. ICRRD Journal, 5(2), 147-172. https://doi.org/10.53272/icrrd

Huynh, R., Midyett, C., Quan, D., Thurlow, M. L., & Lazarus, S. S. (2022). The formative assessment
practices landscape for students with disabilities: An analysis of state definitions and practices,
2021 (NCEO Report 435). National Center on  Educational Outcomes.
https://files.eric.ed.gov/fulltext/ED620542.pdf

Imsa-ard, Pariwat, et al. (2021). Muffled voices from Thai pre-service teachers: Challenges and
difficulties during teaching practicum. Shanlax International Journal of Education, 9(3), 246-
260.

Joint National Association of Persons with Disabilities (JONAPWD). (2015). Report of the baseline
survey and stakeholders mapping on inclusive basic education in Akwa-lbom State, Kwara
State and the Federal Capital Territory.
https://www.jonapwd.org/report_of baseline_survey .pdf (accessed 13 March 2022).

Maddamsetti, J. (2018). Perceptions of pre-service teachers on mentor teachers’ roles in promoting
inclusive practicum: case studies in U.S. elementary school contexts. Journal of Education for



https://actionaid.org/sites/default/files/publications/Nigeria%20factsheet.pdf
https://doi.org/10.1080/20020317.2020.1729587
https://www.researchgate.net/publication/385038667
https://methods.sagepub.com/book/mono/preview/introduction-to-phenomenology.pdf
https://doi.org/10.53272/icrrd
https://files.eric.ed.gov/fulltext/ED620542.pdf

Journal of Research in Industrial Technology & Educational Studies

Teaching, 1-5. https://doi.org/10.1080/02607476.2017.1422608

Mapinda, J. J. & Honori, V. H. (2022). Investigating challenges facing student teachers during teaching
field practice in Tanzania. Canadian Journal of Educational and Social Studies, 2(1), 29-39.

Mangope, B., Otukile-Mongwaketse, M., Dinama, B., & Kuyini, A. B. (2018). Teaching practice
experiences in inclusive classrooms: The voices of University of Botswana special education
student teachers. International Journal of Whole Schooling, 14(1), 57-92.

Mason, J. (2002). Qualitative researching (2nd ed.). London, UK: Sage.

Mbhiza, H., Nkambule, T., & Masinire, A. (2024). Student teachers’ mentorship experiences during
teaching practice: A comparison of mentor-student dynamics in rural and urban schools.
Interdisciplinary Journal of Education Research, 6, 1-14. https://doi.org/10.38140/ijer-
2024.v0l6.05

Mlyakado, B. P. & Mwandambo, I. M. (2023). Student teachers’ experiences of mentorship during
teaching practice in Tanzania. Papers in Education and Development, 41(2), 76-93.
https://dx.doi.org/10.56279/ped.v41i2.5

Narayan, J. & Patnaik, N. (2020). Inclusive and Special Education Services in Rural Settings.

Nwosu, K. C. & Ementa, C. N. (2018). Moving against the tide of exclusivity: Identity narrative study
of a graduate with visual impairment. Bulgarian Journal of Science and Education Policy
(BJSEP), 12(2), 268-288.
https://search.proguest.com/openview/2d8129906474058379229dd936d80928/1?pa-
origsite=gscholar&cbl=1056402

Nwosu, K. C., Letzel-Alt, V., & Pozas, M. (In press). From theory to practice: Exploring Nigerian
student teachers’ experiences in addressing learners with special needs in inclusive classrooms
British Journal of Special Education, https://d0i:10.1111/1467-8578.70042

Nwosu, K. C., Okoye, C. C. & Onah, U. H. (2018). An interpretive descriptive study of factors
affecting academic achievement of underachieving student teachers in Nigeria. The Journal of
At-Risk Issues, 21(2), 20-29. https://eric.ed.gov/?id=EJ1199032

Nwosu, K.C., Orizu, C., Obiozor, W.E. & Apiti, A.A. (2024). Barriers to effective learning for students
with visual impairments at an inclusive-education university in Nigeria. British Journal of
Special Education, 00, 1-11. https://doi.org/10.1111/1467-8578.12553

Nwosu, K. C., Wahl, Wp., Cassim, H., Okwuduba, E. N., & Nnaemeka, G. U. (2020). Teaching children
with special needs in Nigerian regular classes: Impact of gender, marital status, experience, and
specialty. International Journal of Learning, Teaching and Educational Research, 19(12), 86-
105. https://doi.org/10.26803/ijlter.19.12.5

Nwosu, K. C., Wahl, WP., Okeke, N. U., Nwikpo, M., N., Anierobi, E. I., Nwasor, V. C., Okwuduba, E.
N., Anyanwu, A. N., & Eluemuno, A. (2024). Teacher distress tolerance and willingness to
teach children with special needs in Nigeria: Teacher job satisfaction as a mediator. Journal of
Research in Special Educational Needs, 22 (1), 80-93. https://doi.org/10.1111/1471-
3802.12616

Opoku, M. P., Elhoweris, H., Alhosani , N., Mustafa, A., Alkhateri, T., & Nketsia, W. (2023) Factors
influencing the intention of trainee special education teachers to integrate assistive technology
into teaching students with disabilities in the United Arab Emirates. Heliyon, 9(12), e22736.
https://doi:10.1016/j.heliyon.2023.e22736

Oxford  Research Encyclopedia  of  Education. Retrieved 7 Mar. 2023, from
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acrefore-
9780190264093-e-1220.

Pinnock, H. (2020). Inclusive education in Nigeria: Policy progress weakened by financing. Paper
Commissioned for the 2020 Global Education Monitoring Report, Inclusion and Education.

Rosenberg, R., De Bruin, K. & Ludecke, M. (2024). Beginning teacher preparation and readiness for
the profession as inclusive educators. Australian Journal of Education, 68 (1), 23-35.
https://doi.org/10.1177/00049441231218724

23


https://doi.org/10.1080/02607476.2017.1422608
https://dx.doi.org/10.56279/ped.v41i2.5
https://search.proquest.com/openview/2d8129906474058379229dd936d80928/1?pq-origsite=gscholar&cbl=1056402
https://search.proquest.com/openview/2d8129906474058379229dd936d80928/1?pq-origsite=gscholar&cbl=1056402
https://doi:10.1111/1467-8578.70042
https://eric.ed.gov/?id=EJ1199032
https://doi.org/10.1111/1467-8578.12553
https://doi.org/10.26803/ijlter.19.12.5
https://doi.org/10.1111/1471-3802.12616
https://doi.org/10.1111/1471-3802.12616
https://doi:10.1016/j.heliyon.2023.e22736
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acrefore-9780190264093-e-1220
https://oxfordre.com/education/view/10.1093/acrefore/9780190264093.001.0001/acrefore-9780190264093-e-1220
https://doi.org/10.1177/00049441231218724

Assessina Preservice Teachers’ Challenges and Training ...

Shaw, M. (2015). Characterizing readiness for advance care planning: An interpretive
descriptive study in supportive living (Masters’ thesis. University of Calgary, Calgary,
Alberta). Retrieved from https://www.ncbi.nlm.nih.gov/pubmed/28329800

Shumba, A., Shumba, J., & Maphosa, C. (2012). Mentorship of student teachers on teaching practice:
perceptions of teacher mentors in Zimbabwean schools. Journal for New Generation Sciences,
10(1), 148-169. https://journals.co.za/doi/pdf/10.10520/EJC126829

Sibanda, S., & Mhlanga, B. (2024). Knowledge and readiness of teachers in implementing
augmentative and  alternative  communication.  Discovery  Education 3, 118
https://doi.org/10.1007/s44217-024-00201-y

The IREDE Foundation (TIF) (2021). Budgeting for inclusive education and training for PWDs in
Nigeria: Baseline survey on mainstreaming disability-inclusion in the process of budgeting for,
and implementation of the Inclusive Education Policy in Lagos
State.https://www.theiredefoundation.org/wp-content/uploads/2022/10/U1E-Report-on-
Inclusive-Education-Budget-Process-.pdf

Thomas, D. R. (2006). A general inductive approach for analyzing qualitative evaluation data. American
Journal of Evaluation, 27(2), 237-246 doi: 10.1177/1098214005283748

UNESCO. (2021). Nigeria: Inclusion. Abuja: UNESCO Global Education Monitoring Report.
Available from: https://education-profiles.org/sub-saharan-africa/nigeria/%7Einclusion

UNESCO. (2022). School feeding for inclusion: Brief for inclusive education. Education 2030, 1-8.
https://unesdoc.unesco.org/ark:/48223/pf0000382657

UNESCO, Global Education Monitoring Report. (2020). Inclusive education: Children with disabilities.
Background paper prepared for the 2020Global Education Monitoring Report: Inclusion and
education.

Wodon, Q., Male, C., Montenegro, C., & Nayihouba, A. (2018). The challenge of inclusive education in
sub-Saharan Africa. The Price of Exclusion: Disability and Education Notes Series,
Washington, DC: The World Bank.
https://documents1.worldbank.org/curated/en/171921543522923182/pdf/132586-WP-P168381-
PUBLIC-WorldBank-SSAlInclusive-Disability-v6-Web.pdf

World Bank, Inclusion International, Leonard Cheshire. (2019). Every learner matters: Unpacking the
learning crisis for children with disabilities. Washington, D.C.: International Bank for
Reconstruction and Development

Cite as: Okonkwo, I. O., Adedeji, I. O., Nwosu, K. C., Mbelede, N.G., & Anierobi, E. I. (2025).
Assessing preservice teachers’ challenges and training needs for teaching children with special
educational needs in Nigerian regular classes. Journal of Research in Industrial Technology and
Educational Studies, 1(1), 14-24.



https://www.ncbi.nlm.nih.gov/pubmed/28329800
https://journals.co.za/doi/pdf/10.10520/EJC126829
https://doi.org/10.1007/s44217-024-00201-y
https://www.theiredefoundation.org/wp-content/uploads/2022/10/UIE-Report-on-Inclusive-Education-Budget-Process-.pdf
https://www.theiredefoundation.org/wp-content/uploads/2022/10/UIE-Report-on-Inclusive-Education-Budget-Process-.pdf
https://education-profiles.org/sub-saharan-africa/nigeria/~inclusion
https://unesdoc.unesco.org/ark:/48223/pf0000382657
https://documents1.worldbank.org/curated/en/171921543522923182/pdf/132586-WP-P168381-PUBLIC-WorldBank-SSAInclusive-Disability-v6-Web.pdf
https://documents1.worldbank.org/curated/en/171921543522923182/pdf/132586-WP-P168381-PUBLIC-WorldBank-SSAInclusive-Disability-v6-Web.pdf

