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Abstract

Context and relevance. The article discusses the lack of scientific knowledge
about the barriers and factors of systemic failure in adapting inclusive educa-
tion models to the ethnolinguistic diversity and acute resource constraints
characteristic of low- and middle-income countries (LMICs). Objective. The
aim is to identify key factors that promote and hinder the implementation of
inclusive education for students with SEN in low- and lower-middle-income
countries and to develop practical recommendations for inclusive vocational
education. Research questions. What are the main factors that promote and
hinder the implementation of inclusive education for students with SEN in low-
and lower-middle-income countries? What effective strategies can be used to
implement inclusive education in these countries? Methods and materials.
A systematic review of the literature on interventions and practices that con-
tribute to the development of policies and programs in the field of inclusive
education for children with SEN in low- and lower-middle-income countries.
The search for sources was conducted in the Scopus, Web of Science, ERIC,
and Google Scholar and covered peer-reviewed publications in English from
2000 to 2024 (a total of 58 articles were selected for analysis). Students with
SEN refers to children with dyslexia, dyscalculia, dysgraphia, and dyspraxia.
Results and conclusions. The main obstacles to the implementation of in-
clusive education are a lack of resources, weak policy implementation, and
negative attitudes in society toward children with SEN, which increases the
risk of their marginalization. Factors contributing to the solution of this prob-
lem include targeted teacher training, allocation of resources, and support for
community engagement initiatives.
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daKkTopbl, CNOCOOCTBYOLME U NPENATCTBYOLME

MHKJTIO3SUBHOMY 06pa303a|-|mo y4yawjmxcs

C orpaHN4eHHbIMU BO3MOXHOCTAMMU 06yl-|e|-|m|
B CTpaHaxX C HU3KUM U HNXe cpeaHero yposHem

Aoxopaa: cpaBHUTENbHbIN 0630p

A.A. OnyBacpyHTO DA

HaumnoHanbHbIM nccnefoBaTenbCKNn YyHMBEPCUTET «BbicLuas LwKona 3KOHOMUKN»,
Mockea, Poccuinckas ®egepauus

< oabimbola@hse.ru

Pe3rome

KoHTeKCT 1 aKTyanbHOCTb. B ctaTtbe o6cyxpaetcsa npobnema geduumra Ha-
Y4HBIX 3HaHWUI 0 6apbepax U hakTopax CUCTEMHOro c60s B agantaumm Mogenen
VHKITIO3UBHOMO 06pa30BaHns K 3STHOIMHIBUCTUYECKOMY Pa3Ho06pasnto 1 0CTPOW
HexBaTKe pecypcoB, XapakTepHbIM AJ15 CTPaH C HASKUM 1 HUXKE cpefHero ypoB-
Hem pgoxopa (CHCQ). Llenb. BbisBuTb Knto4eBble akTopbl, CNOCO6GCTBYOLLME
1 NPEensTCTBYIOLLME BHEAPEHNIO MHKITIO3MBHOIO 06pa3oBaHns Ans y4allmnxcs ¢
OOI B cTpaHax C HU3KMM U HUXEe CPefHero ypoBHEM [0Xofa, U pa3padoTatb
npakTu4eckne pekomeHaaunm Ana MHKI3MBHOrO NPod)eccuoHanbHoro obpa-
3oBaHus. Bonpocbl nccnepgoBaHus. Kakosbl OCHOBHbIE PaKTOpbI, CNIOCOGCTBY-
OLLMe 1 NPEenaTCTBYOLLME BHEOPEHWIO MHKITIO3MBHOrO 06pa3oBaHns Ans yya-
wmxest ¢ OOl B cTpaHax ¢ HA3KUM U HUXe cpefHero ypoBHeM aoxopa? Kakve
3hhEeKTUBHbIE CTPATErMN MOXHO MCMONbL30BaTb ANS BHEAPEHUA UHKIO3VBHOMO
obpazoBaHus B 9TuX cTpaHax? MeTtofbl U MaTtepuanbl. CuctemaTnyeckmin 06-
30p nMTepaTypbl MO BMeLLaTenbCTBaMm M NpakTuKam, KOTopble CMOCO6CTBYOT
paspaboTke MONMUTUKM U MpOorpamMm B 06NacT MHKIO3MBHOMO 06pa3oBaHus
ans geteri ¢ OOl B CHCA. MNouck UCTOYHMKOB NPOBOAUIICS B 6a3ax AaHHbIX
Scopus, Web of Science, ERIC n Google Scholar n oxsatbiBan peLeH3npyemble
nyénuKaumm Ha aHrminckoM sa3bike ¢ 2000 no 2024 ropf (Bcero Ans aHanuaa obl-
no oto6paHo 58 craten). Yuamecsi ¢ OO — 310 AETY C AUCNEKCUEN, ANCKATb-
Kynvew, gucrpadpuen, gucnpakcve. Peaynbratbl v BbiBoAbl. OCHOBHbIMM Npe-
NATCTBUAMMW AN BHEAPEHUS MHKITIO3MBHOrO 06pa3oBaHus ABMSIOTCA HexBaTka
pecypcos, crnabas peannaaumns NofMTUKN 1 HeraTMBHOE OTHOLLIEHME obLLecTBa
K getam ¢ OOTT, 4To yBenuumnBaeT pUck Ux MapruHanuaauum. ®akTopbl, cnocos-
CTBYIOLLIME PELLIEHNIO 3TOW Npo6ieMb!: Lienesas NoAroToBKa y4uTenen, Bolaene-
HVe pecypcoB v NoaaepXXka MHULMATVB MO BOBSIEYEHWIO COOBLLIECTB.

Knio4yeBble cioBa: VHKIIO3MBHOE 06pa3oBaHve, HapyLLEHWst 06y4aeMoCTu
(HO), nHkno3mBHas neparormka, npogeccruoHansHoe 1 npodeccMoHarnbHoO-
TexHn4eckoe obpasoBaHue, obpasoBaTesibHas NoauTuKa

BnaropgapHocTu. ABTOp BbipaxaloT 6narofapHocTb 3a nogaepxky npodgeccopam C.I. Kocapeu-
komy n A.C. O6yxoBy.
Onsa untuposanusa: OnysadyHTo, A.A. (2026). PakTOpbl, CNOCOGCTBYIOLLME U NPEnsaTCTBYOLLIME
VHKJTI03VIBHOMY 06Pa30BaHMIO YHALLMXCA C OFPaHNYEHHBIMU BO3MOXHOCTAMM 06Y4EHNS B CTpaHax
C HU3KUM 1 HIKEe CPefHEero ypoBHEM AOXOAA: CPaBHWUTENbHbIV 0630p. [Tcuxonorndeckasl Hayka n
ob6pasoBaHue, 31(2), 244-255. https://doi.org/10.17759/pse.2026310216
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Introduction

Inclusive education (IE), which aims to
remove barriers and ensure the participa-
tion of all children in the learning process,
regardless of their abilities or health status,
has become a global priority enshrined in
international documents such as the UN
Convention on the Rights of Persons with
Disabilities (2006) and the Sustainable De-
velopment Goals (UN, 2015). Despite the
ratification of the Convention by 164 states
and the recognition of IE as a fundamental
right (Artiles, Kozleski, 2016), its implemen-
tation remains a complex challenge, par-
ticularly in low- and lower-middle-income
countries (LLMICs), where a gap persists
between policy and practice (Amor et al.,
2019; Adetoro, 2014).

To define the target group for inclusive
education in this article, we use the term
“students with special educational needs”
(SEN), acknowledging certain differences
in the composition of the groups of children
encompassed by this term and in the crite-
ria for their identification in the regulatory
and policy documents of the countries un-
der consideration.

The article analyzes the challenges of
implementing inclusive education in low-
and lower-middle-income countries, where
the transition from policy commitments to
practice is hindered by systemic barriers:
insufficient funding, weak teacher training,
and a lack of infrastructure. The study fo-
cuses on Nigeria, and comparative conclu-
sions are drawn based on the experiences
of other countries facing similar challenges.
Country selection was based on the World
Bank’s income classification (low/lower-
middle) and common challenges in imple-
menting |E, such as limited resources and
the gap between policy and practice (World
Bank, 2024). India, despite its economic
growth, is included due to persistent regional
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disparities in access to digital infrastructure,
reflecting trends in other LLMICs (Bandyo-
padhyay, Dhara, 2021; Hossain, 2021).

In Nigeria, ethnolinguistic diversity com-
pounds the challenges of implementing IE.
Over 200 million residents speaking more
than 500 languages create a complex
educational environment: mother-tongue
instruction is implemented unevenly, and
resources for students with disabilities re-
main scarce (Inyang et al., 2023). Recent
initiatives aimed at integrating such students
demonstrate both progress and persistent
challenges: inaccessible infrastructure, a
lack of assistive technologies, and a short-
age of specialists (Bafaneli, 2024). Such
barriers — chronic underfunding, social
stigmatization, and a shortage of qualified
personnel — are characteristic of all LLMICs
(Mbense, 2019; Rrofiah et al., 2023).

Although Nigeria’s National Educa-
tion Policy (2004) and Inclusive Education
Policy (2023) mandate the implementation
of inclusive education at all levels, actual
implementation remains inconsistent, with
varying paces across regions and weak
monitoring mechanisms (Pirzada et al,
2024). Research identifies promising strate-
gies, including student counseling, flexible
programs, and multimodal learning (Bhi-
litane et al., 2024); however, scaling them
up requires transformational leadership and
institutional reforms (Difoni et al., 2024).

Research questions:

1. What are the key factors that facilitate
and hinder the implementation of inclusive
education for students with special educa-
tional needs in Nigeria?

2. What practical strategies can
strengthen inclusive education in special
needs schools?

This study develops the theory of in-
clusive pedagogy in resource-constrained
settings, proposing culturally adapted ap-
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proaches applicable to school education.
In line with the social model of disability, it
demonstrates how institutional constraints
and community engagement influence the
outcomes of inclusive education, which
is particularly important for policymakers
developing programs where students with
SEN (e.g., dyslexia, dyscalculia) are often
excluded from the education system after
primary school.

Barriers to the implementation

of inclusive education

Despite policy efforts, significant barri-
ers hinder the implementation of inclusive
education for children with SEN. Kuper
et al. (2018) identify barriers that include
policy/systemic factors, school-related as-
pects, and family support issues.

The following specific barriers are iden-
tified:

Social and cultural barriers. Nega-
tive perceptions of disability persist, and
children are often viewed as incapable of
learning. Research indicates sociocultural
stigma toward individuals with disabilities in
Nigeria (Uba, Nwoga, 2016), which hinders
school enroliment and limits awareness of
learning difficulties (Nampijja et al., 2023).

Insufficient funding. The living condi-
tions of people with disabilities in develop-
ing countries highlight the challenges of
achieving inclusive education (Eide et al.,
2011). Poverty and stigma are critical bar-
riers affecting children with disabilities in
contexts such as Uganda (Bannink et al.,
2016, 2019). Funding constraints are a ma-
jor obstacle to the development of inclusive
education for children with SEN (Ogunode,
Yunusa, 2022). Decisions regarding ac-
cess to education often reflect budgetary
constraints rather than the actual needs of
students (Simui et al., 2018).

Infrastructure deficiencies and lack
of materials. Many students with SEN can-

not enroll in special or mainstream schools
due to insufficient capacity to provide spe-
cialized accommodations (Adebisi et al.,
2014). Schools often lack trained teachers,
adapted learning materials, and accessible
facilities to meet the diverse needs of stu-
dents (Adeniyi et al., 2015).

Gaps in policy implementation. De-
spite national policies promoting inclusive
education in many lower-middle-income
countries, local implementation remains
uneven. Nigeria established goals for inclu-
sive education through its national educa-
tion policy and universal basic education
policy three decades ago; however, signifi-
cant gaps in implementation persist due to
differing views among policymakers on the
subject (Ayowole, 2022).

Materials and methods

This study is based on a systematic lit-
erature review that analyzes measures and
practices promoting inclusive education for
children with SEN in SSS. The analytical
framework was based on the key principles
of inclusivity outlined in the United Nations
Toolkit on Inclusive Education in Africa
(United Nations, 2024): accessibility, non-
discrimination, physical accessibility, ac-
ceptability, and adaptability.

A comprehensive search was conduct-
ed in the Scopus, Web of Science, ERIC,
and Google Scholar databases, focusing
on peer-reviewed English-language publi-
cations from 2000 to 2024. Keyword com-
binations included “inclusive education
AND learning ability”, “inclusive education
AND children with learning difficulties”,
“education for children with special needs
AND low-income countries”, “inclusive
pedagogy AND Nigeria”, and “barriers to
education AND disability”. “Grey” litera-
ture, duplicate studies, and articles not di-
rectly related to IE for children with SEN
were excluded.
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From the initial pool of studies, 58 ar-
ticles met the inclusion criteria: a focus
on low- and middle-income countries, an
emphasis on children with SEN, an exami-
nation of IE practices within formal educa-
tion, and qualitative or mixed-methods
empirical studies with sound methodology.
Initially, 11 countries were considered, but
only eight fully met the inclusion criteria
and were subjected to in-depth analysis.
India was retained in the list despite its
high GDP due to significant socioeconomic
disparities, with a substantial portion of the
population living in poverty (World Bank,
2024). Regional inequalities in access to
education and the implementation of inclu-
sive education place India on par with other
LLMICs in this study.

Priority was given to qualitative the-
matic analysis to account for contextual
nuances in the implementation of inclu-
sive education, as quantitative data on
the outcomes of inclusive education in
countries with high levels of disability are
often scarce or unreliable. The analysis
covered preschool and primary education
in inclusive settings, excluding studies fo-
cused on other types of disabilities without
an emphasis on special needs education.
This approach is widely used in the analy-
sis of inclusive education policy, as quali-
tative methods allow for a deeper explora-
tion of contextual characteristics, barriers,
and mechanisms of inclusive education
implementation. This position is supported
by the findings of recent studies: the work
by Kimhi and Bar Nir (2025) examines
the experience of preparing teachers for
inclusive practice; a study by the Welsh
Government (2025) analyzes the integra-
tion of principles of equality and inclusion
into educational programs; Malahlela and
Sadiki (2024) evaluate the effectiveness
of implementing inclusive education in el-
ementary schools.
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The thematic analysis identified six key
aspects: teacher training and readiness,
resource allocation (availability of infra-
structure, funding), community awareness
and attitudes, diagnostic and remedial-de-
velopmental tools, and policy effectiveness
(government strategies and implementation
challenges). These aspects were selected
based on the UN Toolkit on Inclusive Edu-
cation, which identifies them as fundamen-
tal elements of effective IE systems in re-
source-constrained settings. By structuring
the analysis around these themes, the study
provides a systematic assessment of barri-
ers and factors contributing to the develop-
ment of IE in the context of the LLMICs.

Results

The comparative analysis identified
systemic patterns in the implementation of
IE in the LLMICs. The data are presented
in a hierarchical order: from the macro
level (policies) to the micro level (student
outcomes), reflecting the interrelationship
between institutional conditions and practi-
cal outcomes.

Table 1 highlights studies showing how
differences in funding and infrastructure af-
fect IE outcomes. In Malawi and Cambodia,
a lack of resources and personnel remains
a serious barrier (Kuper et al., 2018). In
India, investments in infrastructure and
policy support have contributed to positive
changes (Adeniyi et al., 2015). In Kenya
and Nigeria, despite efforts, progress has
been limited due to vague policies and in-
sufficient funding (Ayowole, 2022).

Community awareness and stakeholder
engagement are the foundation of IE. Ta-
ble 2 notes that Pakistan and Cambodia use
qualitative methods such as focus groups
and interviews to assess and engage com-
munities. These interventions foster strate-
gic understanding and promote co-manage-
ment (Kim, Fox, 2011). In contrast, Nigeria
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Table 1

Distribution of resources (as a barrier (B) or a facilitating factor (F) for inclusive education)
Country Results of the study

Malawi (B) Many children between the ages of three and five were unable to perform even the most
basic tasks, such as holding a book properly.

Very few community children’s centers had access to any reading materials.

Cambodia (B) A need for significant investment in inclusive education was identified, including teacher
training, policy development, and infrastructure improvements.

India (F) Teachers had a positive attitude toward the inclusion of students with SEN thanks to pol-
icy changes, improved school infrastructure, and the provision of institutional resources.

Kenya (B) Identified challenges included a lack of resources, teacher training, and negative atti-
tudes.

Nigeria (F/B) Initiatives such as teacher professional development and awareness campaigns were
implemented. However, vague language in policy documents and weak enforceability
limit the sustainability of these measures, particularly in resource-constrained regions.

Table 2
Community Awareness
Country Study aim & metod Result
Malawi Development of a curriculum-based assessment | The developed assessment scale demon-

scale based on the Early Learning and Develop-
ment Standards (ELDS) developed by the United
Nations Children’s Fund (UNICEF) and the Min-
istry of Gender, Children, Disability, and Social
Welfare in Malawi (2015).

strated good validity and reliability in measur-
ing key areas of early learning corresponding
to the national ELDS. It effectively identified
variations in children’s development across
different Community Child Development Cen-
ters (CCDCs).

Camodia

Conducting focus groups and interviews with
parents and community members to understand
the experiences and perspectives of teachers and
parents regarding inclusive education.

It was important to institutionalize investments
in inclusive education, including teacher train-
ing, policy development, and improvements
to educational infrastructure.

Pakistan

Conducting focus groups and surveys of parents,
teachers, and community members to understand
parental and community participation and its vari-
ous aspects in the context of inclusive education.

It is important for policymakers and education
practitioners to jointly develop and implement
educational plans through collaboration with
schools, communities, and parents.

Nigeria

Surveys and interviews with parents and school
staff to assess awareness of inclusive practices.

Limited awareness and weak institutional
communication hinder community participa-
tion. In rural areas, parents often lack access
to information about inclusive education op-
portunities.

and Malawi report low levels of community
understanding of inclusive practices, par-
ticularly in rural areas, which limits their par-
ticipation in the implementation of inclusive
initiatives (Uba, Nwoga, 2016).

Table 3 highlights the insufficient de-
velopment of systematic diagnostic and
developmental tools for early childhood

education (ECE) in the LLMICs. India dem-
onstrates the most structured, albeit still
evolving, approach to ECE, utilizing as-
sistive technologies and trained education
system administrators (Adetoro, 2014). Ni-
geria and Malawi rely heavily on piecemeal
resource allocation and teacher training
initiatives for IE, with a lack of standardized
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Tabnuua 3/ Table 3
Diagnostics and support services
Country Type of intervention

Malawi School readiness testing in rural and urban schools.

India Use of assistive technologies, trained education system leaders, and implementation
of government policies to facilitate “intervention” in schools. Despite diagnostic re-
sources, the type of intervention is unclear and underdeveloped.

Uganda Does not implement any specific program, training, or type of intervention. Focuses on
assessing existing relationships and readiness.

Nigeria Advocacy, resource allocation, and teacher professional development.

diagnostic and remedial-developmental
tools (Ayowole, 2022). Uganda remains
in the early stages, with no clearly defined
measures for |E development (Bannink et
al., 2016, 2019).

Cambodia’s needs for IE infrastructure
(Table 5) are directly linked to the barriers
identified in interviews with parents. Un-
trained teachers cannot effectively collabo-
rate with families, and poor conditions limit
the practical opportunities for participation,
underscoring the importance of enabling
conditions for effective engagement.

We see that policy frameworks alone
are insufficient without legal mechanisms
and operational clarity (Table 6). India
demonstrates a relatively successful im-

plementation of special education policy,
supported by administrative infrastructure
(Adetoro, 2014). Meanwhile, Nigeria and
Bangladesh face challenges related to
unclear legal norms and cultural inertia,
which hinder compliance with and the
implementation of IE principles (Ayowole,
2022; Grech, 2009).

Teacher training is universally recog-
nized as a key element in achieving inclu-
sive education goals (Table 4). India leads
the way thanks to large-scale professional
development programs integrated into na-
tional curricula (Adetoro, 2014). Cambodia
and Kenya demonstrate local successes,
particularly due to the involvement of
NGOs. Nigeria’s initiatives remain incon-

Table 4

Teacher training

Country Teacher training initiatives

Result

Cambodia

training programs.

Conducting training sessions and incorporat- | The need for deep integration into the formal
ing inclusive modules into pre-service teacher | teacher training system has been recognized.

India

methods into training courses.

Implementation of professional development
programs and the incorporation of inclusive

Improving teachers’ attitudes toward inclusion
and increasing support for students with special
needs.

Kenya
local education authorities.

Training programs supported by NGOs and

Positive impact in the areas where they are imple-
mented, but challenges remain regarding scale
and consistency.

Nigeria

tional partners.

Teacher training is mandated by policy and
supported by the government and interna-

Efforts to train teachers in inclusive practices
have been made, but irregularity and a lack of
systematic support, especially in rural areas, limit
their effectiveness.
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Table 5

Parental involvement

Country

Research metod

Result

Cambodia

Conducting focus groups and interviews with
parents and community members to under-
stand the experiences and perspectives of
teachers and parents regarding inclusive edu-
cation.

The need for greater investment in inclusive edu-
cation was identified, including teacher training,
policy development, and infrastructure improve-
ments.

Kenya

Conducting interviews with teachers, parents,
and administrators to further understand the
factors influencing the implementation of inclu-
sive education.

Identified challenges included a lack of resourc-
es, teacher training, and negative attitudes.

Pakistan

Focus groups and questionnaires adminis-
tered to parents, teachers, and community
members.

Parents and communities were not sufficiently
involved in the development of school plans for
students.

Nigeria

Interviews and surveys with parents, teachers,

Parental participation varies by region. Where

and other stakeholders.

information support is provided, engagement in-
creases; however, institutional barriers and poor
communication limit systematic participation.

Table 6

Policy effectiveness

Country

National educational policy

Policy outcome

Cambodia

Education for All. National Action
Plan (2009-2014).

It was found that the policy was not adequately supported
by implementation resources that address needs such as
teacher training and infrastructure improvements.

India

National Education Policy (NEP
2020).

Department of School Education
and Literacy, India.

Teachers had a positive attitude toward the inclusion of stu-
dents with special needs thanks to policy changes, improved
school infrastructure, and the provision of institutional re-
sources.

Bangladesh

National Education Policy (2010).

Despite government policy, Bangladesh’s economic structure
and historical practices hinder inclusive education.

We need an approach to inclusion that emphasizes mutual
respect (from the National Policy), but achieving this requires
a fundamental shift in societal values.

Nigeria

National Policy on Education
(NPE) (2004).

Universal Basic Education (UBE)
Act (2004).

Some aspects of the national policy were ambiguous and dif-
ficult to interpret for implementation.

The lack of a legal mandate for the NPE meant that non-
compliance with the policy and failure to account for special
needs did not result in sanctions.

sistent, often failing to reach rural teachers
and ensuring the sustainability of IE pro-

grams (Oladele et al., 2016).

Discussion of results

fectiveness of its implementation varies
significantly depending on the national
context (Amor et al., 2018; Kim, Fox, 2011).
As our data demonstrate, these differences
are driven by the complex interplay of four

This study confirms that, despite grow-
ing attention to IE in the LLMICs, the ef-

key factors: (1) clarity of policy direction,
(2) sustainability of funding, (3) quality
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of teacher training, and (4) depth of local
community engagement.

Political and institutional differences
are most evident when comparing Nigeria
and India. Nigeria, despite having a well-
developed regulatory framework for ECE
(the 2004 National Education Policy, the
2004 Universal Basic Education Act), faces
a “triple gap” in its implementation (Ayo-
wole, 2022): spatial (87% of specialists are
concentrated in cities), institutional (lack of
sanctions for non-compliance with regula-
tions), and diagnostic (only 23% of schools
use standardized tools for identifying spe-
cial needs) (Ogunode, Yunusa, 2022). In
contrast, India’s decentralized model (NEP
2020) has reduced the interstate gap in
access to inclusive education by 14 per-
centage points (Hossain, 2021), although
the “resource paradox” persists here as
well — 68% of assistive technologies are
used in the 12% of schools with the highest
resources (Adetoro, 2014).

Sociocultural factors create additional
challenges. In Bangladesh, a historical
orientation toward segregated education
(Grech, 2009) is compounded by econom-
ic dependence — up to 91% of the early
childhood education budget comes from
international donors (Eide et al., 2011). In
Uganda, 73% of rural parents believe that
inclusive education is harmful to neurotypi-
cal children (Bannink et al., 2019), and in
Bangladesh, girls with dyslexia receive
support 4.2 times less often than boys.
These data confirm the findings of Uba and
Nwoga (2016) that inclusion requires not
only policy decisions but also a profound
transformation of social attitudes.

Promising strategies for implementing
IE policies identified in the study include:
(1) “cascade” teacher training (20% of
“lead tutors” in India and Kenya achieve
3,8 times higher reach than standard pro-
grams), (2) micro-adaptation of infrastruc-
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ture (for example, repurposing church halls
in Nigeria increased accessibility by 31%),
(3) engagement of cultural intermediaries
(religious leaders in Pakistan increased IE
adoption by 31-48%). These approaches,
as shown by Oladele et al. (2016) and
Pirzada et al. (2024), are particularly effec-
tive when the local cultural context is taken
into account.

The study’s findings and implications
confirm the need for “contextual hybridiza-
tion” — a strategic combination of global
IE standards with local adaptations. As the
experiences of Nigeria (Ayowole, 2022)
and Cambodia (Chinengundu, Hondonga,
2024), sustainable inclusion requires:
(1) monitoring of policy implementation,
(2) investment in changing public percep-
tion, (3) development of culturally sensitive
assessment tools (Saran et al., 2020).

Conclusion

The study presented here has identified
both common trends and clear differences
in approaches to inclusive education within
the LLMICs. A key common feature of all the
countries examined is the official recognition
of the rights of all students with special edu-
cational needs to access equitable educa-
tion, and inclusive education is viewed as a
strategic priority of national policies.

However, there are significant differ-
ences in how this policy is implemented. In
countries such as India and Kenya, there
is a closer link between policy and prac-
tice. These countries have made notable
progress by investing in teacher training,
developing support systems, and imple-
menting inclusive practices in mainstream
schools.

Conversely, in Nigeria, although in-
clusive education is reflected in national
policy, the gap between intentions and
practice remains significant. Challenges
include limited infrastructure, inconsistent
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implementation, underdeveloped monitor-
ing systems, and minimal coverage of rural
areas. Legal and institutional gaps further
hinder the effective application of IE prin-
ciples and standards.

In India, teachers’ attitudes and self-
efficacy remain key barriers, limiting the
implementation of inclusive practices on
the ground (Bala, 2021; Bandyopadhyay,
Dhara, 2021).

Thus, while IE is a shared policy com-
mitment, the capacity for its effective imple-
mentation varies. Sustainable progress
requires not only well-designed policies
but also concrete operational strategies,
sufficient resources, and the active par-
ticipation of stakeholders at all levels of
the education system, including targeted
teacher training programs, as highlighted
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