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ABSTRACT

Social diversity can be a prevalent feature in any classroom, where a mix of learners from varied backgrounds is now
the norm. Such dynamics intricately shape a student’s prospects for success or failure. In Thailand, as in educational
settings worldwide, educators are contending with growing diversity among their students, encompassing the
instruction of learners with special needs and diverse backgrounds. This qualitative study explored how eight EFL
university instructors actively constructed their identities as inclusive practitioners while contending with the
implementation of inclusive education policies. The data were sourced from individual semi-structured interviews.
Through the lens of sociocultural and critical framing within identity theory, their identity construction was
meticulously examined as both EFL educators and advocates for inclusive education. This study emphasises the
pivotal roles of discourse, self-positioning, and social context as fundamental processes in forming teacher identity.
The findings revealed that some EFL instructors suggested a uniform treatment of learners within the classroom,
acting in different roles to navigate the complexities of inclusivity in EFL classrooms, and an emphasis on the
importance of empathy, openness, and flexibility in fostering inclusive learning environments. This study highlights
the crucial implications of fostering inclusive education in EFL classrooms by advocating for proactive
communication, differentiated instruction, and ongoing support. These measures are essential for creating equitable
learning environments, especially for students with special educational needs.
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INTRODUCTION

In the academic journey of university students with disabilities, akin to their non-disabled
counterparts, they must engage in full-time inclusive classes and navigate all necessary academic
aspects within a four-year curriculum. Success in their educational trajectory requires proficiency
in foundation English courses and other subjects outlined in the curriculum. Each university in
Thailand, for instance, establishes a Disabled Student Service Centre (DSS) to facilitate inclusive
classrooms, with a specific focus on English language learning support. The DSS is responsible
for providing learning materials, such as braille textbooks and reader software, along with
collaborating with university faculties. Preparation sessions, encompassing academic guidance
and insights into university life, including English language learning, are arranged for disabled
students before each term. Moreover, the Office of the Higher Education Commission (OHEC)
emphasises the obligation for universities to implement an English-standardised plan and revise
their English learning and teaching provisions, with an emphasis on achieving specified goals
(Taladngoen, 2016). Moreover, this policy advocates for additional support in the form of
extracurricular activities, teaching materials, aids, and conducive environments for English

229


http://doi.org/10.17576/3L-2024-3003-16

3L: Language, Linguistics, Literature® The Southeast Asian Journal of English Language Studies
Vol 30(3), September 2024 http://doi.org/10.17576/3L-2024-3003-16

language learning. In the pursuit of inclusive education, research is pivotal in developing and
evaluating instructional practices, including adapted learning materials, specialised equipment,
and technologies that promote equity for students with impairments in accessing lessons in
inclusive classrooms. Differentiated instructions are advocated to cater to the diverse abilities and
specific needs of students.

With this, teachers working with students with disabilities are advised to employ strategies
supporting multi-sensory capabilities (e.g., visual, auditory, and kinaesthetic) within inclusive
classrooms. Various English language teaching approaches are utilised to teach English and
enhance vocabulary in inclusive settings. Specialised services, including tailored equipment and
technology, are crucial to creating suitable instructional and learning materials that address
individual needs. To foster inclusivity, it is imperative for teachers to be trained in the
implementation of diverse strategies to facilitate students’ assimilation into classrooms, schools,
communities, and work settings (Bagum et al., 2024). This commitment is essential to prevent
limited knowledge regarding inclusive practices. The relationship between education and
instruction is intrinsic, with instruction serving as the process which enables learners to develop
their ability and capacity to attain education (Kwangmuang et al., 2021). Instructors play a pivotal
role as guides, aiding students on their journeys toward their educational goals. This encompasses
classroom management, course evaluation, and the shaping of students’ attitudes within the
classroom environment. Positive actions, including support, approval, and constructive feedback,
contribute to students feeling acknowledged, valued, and assisted. Particularly in English classes,
students with disabilities often require more effort than their non-disabled peers. Conversely,
negative beliefs and actions can demotivate students, potentially leading to academic failure. Thus,
beyond teaching preparation, instructors’ characteristics are integral to enhancing inclusivity in
English language classrooms.

Despite the growing emphasis on inclusive education and the establishment of policies and
services to support disabled students, little empirical research has been conducted on how these
inclusive practices are implemented in Thai EFL classrooms, specifically in the context of English
language learning. Furthermore, while differentiated instruction and multi-sensory strategies are
advocated, there is limited evidence on how EFL instructors adapt these strategies in real
classroom settings to meet the diverse needs of disabled students. To address this gap, this study
employs critical and sociocultural identity framing, alongside discourse analysis theory (Gee,
2010), to examine the identity construction of Thai EFL university instructors practicing inclusive
education. Through this theoretical lens, the study aims to investigate how these instructors
navigate power disparities and social justice issues in their pedagogical practices within inclusive
tertiary-level EFL classrooms. By illuminating EFL instructors’ reflections on inclusive teaching
practices, this study is hoped to contribute to the broader understanding of how inclusive pedagogy
is enacted within Thai higher education or similar contexts, and offer practical insights into how
instructors can challenge social structures and contribute to more equitable and socially just
learning environments.
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LITERATURE REVIEW
INCLUSIVE EDUCATION IN ELT IN THAILAND

The prominence of inclusive education development, particularly in less developed Asian
countries like Thailand, reflects a commitment to fundamental rights and inclusive education
policies (United Nations, 2022). International agreements such as the Salamanca and Dakar
agreements, the Jomtien World Bank agreement, and the Sustainable Development Goals 2015—
2030 highlight the global priority of inclusive education (United Nations, 2022; World Bank,
2017). However, the actual implementation of inclusive education varies due to local contexts and
factors, including economic systems, cultures, and social aspects. These variations pose challenges
in practical execution across countries, necessitating context-dependent research to elucidate the
development of inclusive education in practical terms (Walton, 2016).

In Thailand, the commitment to inclusivity in education is evident through initiatives
providing educational opportunities for students with disabilities (Bevan-Brown et al., 2014).
Governmental efforts include laws such as the Empowerment for Persons with Disabilities Act
(2007) and the Education for People with Disabilities Act (2008), which promote inclusive
education initiatives and ensure equity in education. The National Education for People with
Disabilities Committee oversees implementation, yet challenges persist, notably in terms of
insufficient knowledge about inclusive concepts and practices. Developing a practical, inclusive
model in Thailand requires thorough investigation across various domains, including
accommodation, teacher training, education services, and curriculum development. Moreover,
while there’s a push to enhance inclusive education, the focus seems to favour social skill
acquisition over academic achievements, posing a challenge in balancing both (Vorapanya &
Dunlap, 2014). From a pedagogical perspective, applying effective teaching methods for students
with disabilities remains a considerable challenge for EFL instructors.

Furthermore, as more university students with disabilities join full-time inclusive classes,
language teachers are urged to use multi-sensory and different strategies in inclusive classrooms
to teach English and improve students’ language skills in inclusive settings. Also, specialised
services, including customised equipment, are vital for developing appropriate instructional
materials (Bagum et al., 2024). Thus, EFL instructors play a pivotal role in guiding students toward
their educational goals, contributing to classroom management, and shaping student attitudes
(Kwangmuang et al., 2021). Also, positive actions can contribute to students feeling acknowledged
and valued, crucial for students with disabilities.

LANGUAGE TEACHER IDENTITY

Investigation into language teacher identity has undergone substantial research growth in recent
decades, becoming a pivotal focus within contemporary literature. Despite an increasing
examination of language teacher identity formation, a clear and concise conceptualisation of this
identity remains elusive (Chan & Lo, 2017). Some perspectives advocate viewing teacher
identities as a resource, extending beyond mere identity labels. This outlook emphasises
recognising educators’ lived experiences as pedagogical resources that surpass their language-
teaching knowledge within inclusive classrooms. However, recent research (e.g., Moradkhani &
Ebadijalal, 2024; Rushton et al., 2023) challenges this static view, proposing that educators’
professional identities are interconnected and intimately tied to their personal experiences and
beliefs and that the social contexts of workplaces and corresponding learning experiences
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significantly shape and transform teachers’ professional identities.

Identity formation is an ongoing process influenced by various internal and external factors
(Aljuhaish et al., 2020; Cosgun & Savas, 2023; Fairley, 2020), in which two critical components
of this process include perception and reflection. The former refers to how individuals see
themselves (self-perception) and how they believe they are seen by others (social perception)
(Sedikides et al., 2021). For instance, an EFL instructor who perceives themselves as a facilitator
of inclusive education may focus on creating equitable learning opportunities and addressing the
diverse needs of students (Cook-Sather, 2022). The latter involves the critical examination of one’s
experiences, actions, and beliefs. With this, reflection allows instructors to internalise their
experiences and integrate them into their understanding of who they are as educators (Gorski &
Dalton, 2020). For example, an instructor reflecting on their classroom experiences might
recognise the impact of specific inclusive strategies on student engagement and learning. This
reflection can lead to a deeper commitment to inclusive practices and a stronger identification as
an advocate for inclusive education. This perception is shaped by their experiences, feedback from
students, and societal expectations (Flores, 2001). In summary, teachers’ professional identities
are in a constant state of evolution. Criticism is directed at traditional, techno-rational models of
EFL undergraduate programs for overlooking the complex array of identities and beliefs students
bring to classes. Many English language courses predominantly emphasise subject-specific
knowledge, such as theories or language skills, with limited integration of topics related to
diversity, inclusion, power disparity, and social justice.

THE PRESENT STUDY

This study employs critical and sociocultural identity framing and discourse analysis theory (Gee,
2010) to explore the identity construction of eight Thai EFL university instructors practising
inclusive education. The aim is to explore how EFL university instructors navigate power
disparities and social justice issues in their pedagogical practices within inclusive tertiary-level
EFL classrooms. Specifically, this study seeks to understand their perceptions, strategies, and
reflections concerning these challenges in order to foster more equitable and inclusive learning
environments. A language teacher’s subjectivity is seen as a construct influenced by various
discourses in a sociocultural context. Therefore, teachers’ professional identities must be
understood within the realm of social practice. Teachers bring multiple identities to the classroom,
including personal experiences, professional roles, worldviews, and political and cultural
identities, making it impossible for a language teacher to be a ‘neutral’ participant. The study
adopted Gee’s (2010) definition of ‘discourse’ to understand how these instructors negotiate their
professional identities, where discourse, self-positioning, and social context are central processes.
A critical framing is adopted to examine identity negotiation within discourses, emphasising the
development of knowledge and skills for inclusion as integral to developing one’s identity as an
inclusive practitioner and urging EFL instructors to challenge social structures for social justice
enactment. This study aims to address the following question:
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1. How do EFL instructors’ identities reflect pedagogical practices in an inclusive classroom
of tertiary-level EFL learners?

a. What are the perceptions of the EFL instructors towards English language teaching
in the inclusive classroom?
b. What are the reflections of the EFL instructors towards their instructional practice

in the inclusive classroom?

METHODOLOGY
RESEARCH DESIGN

In qualitative research methodologies, researchers gain the unique opportunity to immerse
themselves in “up-close information” directly from the perspective of the subjects grappling with
the research issues. Qualitative methodologies further enable researchers to engage with
participants, collecting data directly through research instruments, thereby reducing participants’
anxiety during data collection due to the method’s inherent flexibility (Saldana, 2016).
Consequently, this qualitative study explored the viewpoints of eight Thai EFL instructors actively
cultivating their identities as practitioners of inclusive education, illuminating their perspectives
on inclusivity and the feasibility of integrating inclusive practices into their teaching within the
context of Thai higher education.

RESEARCH CONTEXT AND PARTICIPANTS

Data collection involved purposive-convenience sampling of eight participants in Thailand,
adhering to specific criteria. The demographics of the eight participants can be found in Table 1.
The participants were EFL university instructors representing four distinct regions: Northern
Thailand, Northeastern Thailand, Central Thailand, and Southern Thailand. Participants were
selected based on criteria requiring them to 1) be Thai citizens, 2) possess experience in instructing
inclusive English classrooms, and 3) have a minimum of five years of teaching experience. To
elaborate, participants had to be Thai citizens to ensure they were familiar with the local
educational context and policies. Also, they needed to have experience teaching in inclusive EFL
classrooms, specifically those that included students with special educational needs (SEN), since
this experience was crucial for understanding the challenges and strategies related to inclusive
pedagogy. In addition, this criterion on minimum teaching experience was set to ensure that the
instructors had substantial practical knowledge and experience in the field of EFL education and
were able to provide deep insights into their pedagogical practices. Finally, to capture a broad
range of perspectives and practices, instructors from different regions of Thailand were included,
which helped in understanding how regional differences might influence inclusive education
practices. Purposive-convenience sampling (Creswell & Plano Clark, 2017) was employed to
ensure the inclusion of lecturers with substantial experience in diversity and inclusivity. While
this approach enhanced study quality, it may have inadvertently excluded valuable perspectives,
acknowledged as a potential methodological constraint.
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TABLE 1. Participants’ demographic background

Pseudony Highest Educational e;rej:il;lncges Approximate number Examples of courses Int;rmV;ew
ms Qualifications I()years) of students in one class taught (minutes)
T1 PhD in English Language 17 23-25 Academic Writing 38.43
Studies
Phonetics/
T2 MA in English 5 50 Reading for foundation 43.06

courses

PhD in English Language Fundamental English

T3 Teaching 14 25/30/70 Reading 39.12
PhD in English as an Academic Writing/
4 International Language 15 33 Fundamental English 37.26
Linguistics/
T5 PhD in Linguistics 7 12 -40 Fundamental English 58.50
Courses
T6 PhD in Linguistics 15 50 Fundamental English 34.49
Courses
M.A. in Teaching English Business English/
T7 as an International 13 40 Fundamental English 44.46
Language Courses
PhD in Educational .
T8 Science and Learning 10 40 Fundamental English 49.37
Courses
Management

DATA COLLECTION AND ANALYSIS

In the 2023 academic year, interviews were conducted with Thai EFL lecturers to explore their
approaches to addressing learner diversity in recent lessons. The goal was to understand their
decision-making and strategies for promoting inclusivity. Requests for interviews were sent to
eight targeted participants’ universities, followed by confirmation of willingness to participate.
Participants signed consent forms prior to the interviews, which were conducted in Thai and
recorded for review, transcription, and translation. Confidentiality was maintained through data
coding, and participants were assured that their involvement wouldn’t affect their careers.
Anchored by the following issues, the discourse analysis of the interview data was guided within
1) construction and implementation of teachers’ role/identity as a practitioner promoting inclusive
education; 2) teaching strategies promoting inclusion; 3) challenges faced in navigating the role
as both an EFL and inclusive education practitioner; and 4) potential solutions to problems and
challenges arisen.

Before data collection, the interview questions underwent expert validation involving
professionals with over five years of experience in language and inclusive education. Following
revisions based on expert feedback, the refined questions were piloted with participants possessing
similar characteristics to ensure reliability. Ethical approval for the research was obtained from
the Institutional Review Board (IRB) at the authors’ university prior to commencement. Upon
receiving approval, participants were contacted either by phone or institutional email and briefed

234


http://doi.org/10.17576/3L-2024-3003-16

3L: Language, Linguistics, Literature® The Southeast Asian Journal of English Language Studies
Vol 30(3), September 2024 http://doi.org/10.17576/3L-2024-3003-16

on the study’s objectives. They were explicitly informed of the voluntary nature of participation
and their right to withdraw at any point. Furthermore, participants were assured of the
confidentiality of all information collected during the study.

The interviews underwent verbatim transcription and were subjected to discursive data
analysis, aiming to elucidate instructors’ perceptions of inclusive education and their roles as
inclusive education practitioners in EFL classrooms. Using Gee’s (2010) discourse analytical
framework, the analysis focused on identifying key terms foregrounded and backgrounded in the
discursive data, exploring how instructors constructed beliefs and negotiated their identities as
practitioners of inclusive education through textual expressions. Drawing on social theories, the
study investigated how instructors discursively constructed representations of SEN and NTS
students and the concept of ‘inclusion’ itself. This exploration involved examining language use,
including labels and discourses invoked when discussing the implementation of inclusive practices
within specific school contexts. Analysing discursive data in the field of inclusive education is
important due to its role in comprehending the underlying rationale behind instructors’
perspectives and practices in the university setting.

FINDINGS

This section analyses data from eight participants to investigate their implementation of inclusive
education in EFL classrooms, exploring EFL teachers’ perceptions, strategies, self-positioning,
and attitudes towards diversity. Four main themes emerged: (1) inclusive strategies, (2) self-
perceived roles, (3) challenges in implementation, and (4) attitudes towards inclusivity.

INSTRUCTORS’ INCLUSIVE STRATEGIES IN LANGUAGE CLASSROOMS

A prominent theme emerged among instructors regarding the significant focus on addressing
learner diversity in the classroom. Most instructors addressed diversity primarily concerning
mainstream or non-special students, while some instructors in Extract 1 provide insightful
explanations of the inclusive strategies they utilise in their teaching practice.

Extract 1
Interviewer: How do you address ‘inclusivity’ in your classrooms?

T7: I don’t think it is necessary to treat SEN students differently from others, as they might feel they
do not fit in the classroom. Instead, I would expand the session for Q&A to allow every student to
have more time to ask questions they might not understand, and this would automatically include
the SEN students.

T8: Initially, I did not know that there was a student with visual impairment attending my classes, and
I taught as usual. Once I was informed, I became aware of this and started to adjust my teaching.
However, I decided not to treat this SEN student differently from the non-SEN students during
instruction. I don’t think we should teach this group of students differently. Sometimes, the student
with visual impairment performed very well and could be a group leader, and I let him be. The
adjustment was merely for accommodations in teaching, not how I treat the SEN.

T7 and T8 articulate a unique perspective on inclusion, portraying it as a pedagogical
practice characterised by equitable treatment of all learners in the classroom. They emphasise
applying uniform treatment to both SEN and non-SEN students. T7’s discourse reflects a
commitment to eliminating disparities, aiming to address diverse academic levels effectively and
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facilitating optimal participation of SEN learners. Meanwhile, T8 underscores the instructors’
crucial role in understanding learners, positioning them as essential agents in fostering inclusive
environments. By prioritising equitable consideration of learner diversity, both T7 and T8 advocate
for instructional frameworks beyond normative approaches. Their emphasis on instructors’
understanding emerges as a fundamental and effective strategy to enhance student engagement in
learning activities.

SELF-PERCEIVED IDENTITIES IN INCLUSIVE CLASSROOMS

In the thematic exploration of instructors’ self-perceived identities in inclusive classrooms, various
identities emerged, including observers, consultants or caretakers, balancers, and collaborators.
This illustrates the multifaceted ways EFL instructors navigate inclusivity in the classrooms. One
notable role is that of observers, articulated by several instructors. By recognising learners’ diverse
needs and individualities, instructors adopt keen observation to discern and respond to nuances
within student groups. This proactive approach emphasises the necessity for instructors to remain
aware of diverse learner profiles, allowing for adjustments to pedagogical practices.

Acknowledging diversity within the classroom is crucial for aligning instructional
strategies with varied learning styles, which are not always explicitly informed by institutional
frameworks. Particularly important is the observance of student behaviours, which may reveal
underlying needs such as autism. In inclusive classrooms, nuanced observation of student
behaviour is vital for creating environments conducive to holistic learner development. Extract 2,
featuring perspectives from T1 and T3, provides valuable insights into their roles as observers
within inclusive classrooms.

Extract 2

T1: We need to observe the characteristics of the SEN and the non-SENSs at the same time to adjust the
overall atmosphere in the classroom, including when assigning group tasks. Fortunately, students
in the group I was teaching were willing to cooperate and take good care of the SEN.

T3: In some cases, if I was informed after I had already started teaching, I might accidentally notice
and acknowledge the SEN’s behaviours. For example, the SEN was sitting quietly at the beginning
but then suddenly shouted something out in the middle of the session. I would have to observe more
of the SEN’s behaviours and be prepared to handle them in the following classes.

In addition to assuming the role of observers, some instructors also identified themselves as
consultants or caretakers. This multifaceted role involves fostering familiarity and rapport with
students, building trust, enhancing academic engagement and participation, revisiting core topics,
and, notably, alleviating student anxiety. This concerted effort aims to enhance both academic
learning and students’ overall well-being.

The designation of consultants or caretakers highlights a pedagogical approach focused on
relationality and support, akin to a caregiver. By cultivating trust and intimacy, instructors aim to
create a conducive learning environment where students feel valued and supported. This approach
is particularly pertinent in addressing the diverse needs of SEN students, reflecting a commitment
to equitable educational outcomes.

Moreover, some instructors expressed a familial sentiment towards their students, treating
them as their own children. This emphasis on nurturing and prioritising the well-being of students,
especially SEN learners, highlights a pedagogical ethos grounded in empathy and compassion.
Extract 3, featuring perspectives from T2 and T6, provides valuable insights into their roles as
consultants or caretakers.
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Extract 3

T2: [...] I tried to talk about the SEN learner’s matters, such as asking how your family member is or
if there are any problems. Feel free to let me know anytime.

Te: I don't think only the general qualifications of being a teacher are enough; we should also be like

caretakers. I believe that the SEN students need special attention. [...] This way, the SEN students
will think we are approachable. [...]

In addition to roles as observers, consultants, or carctakers, some instructors identified
themselves as balancers. This role involves maintaining a harmonious pace of teaching and
learning, ensuring equitable engagement for all students while avoiding overburdening non-special
learners. By adjusting the instructional tempo, instructors aim to promote inclusivity and
engagement, accommodate individual student needs, create a positive classroom environment to
prevent bullying and discrimination and foster mutual respect and acceptance among students.
Effective communication and education on inclusivity and diversity are emphasised to mitigate
discrimination and promote empathy, with instructors sensitising non-SEN students to the
challenges faced by their SEN peers. Extract 4, featuring perspectives from T3 and TS5, provides
insights into their roles as balancers.

Extract 4

T3: Well, it is our responsibility to communicate with other non-SEN students to create a positive
atmosphere. [...] I would [communicate] to the non-SEN learners that there [would be] the SEN
peer with us, so we shouldn’t bully or laugh at them [...]to ensure that all the students felt included
without losing their feelings.

T5: To ensure that students with SEN understand the assignment, I would walk to them and ask if they

understood the given task. [...]

Significantly, EFL instructors’ self-perceived roles extend beyond the inclusive classroom,
with some adopting the identity of “collaborators” in their interaction with Disability Support
Services (DSS) centres, involving an ongoing partnership to update information about SEN
learners and access necessary support for their academic success. By actively engaging with DSS
centres, instructors demonstrate a commitment to promoting equitable educational opportunities
and ensuring the full inclusion of SEN learners. The role of collaborator reflects a strategic
approach to inclusive pedagogy, where instructors gather essential information and resources from
support services to effectively accommodate diverse student needs. This collaborative effort
enhances understanding of individual student requirements and facilitates targeted interventions
within inclusive classroom settings. T4 offers valuable insights into the significance of this role.

Extract 5

T4: Every year, the DSS centre will conduct training for lecturers who teach students with SEN. [...]
During teaching and learning, coordination with the DSS centre is important to keep up with the
SEN learners’ learning procedures.

In short, this discursive analysis emphasises EFL instructors’ pivotal roles as observers,
consultants or caretakers, balancers, and collaborators in fostering inclusive EFL pedagogy. These
roles extend beyond academic facilitation to include the creation of a supportive and inclusive
learning environment. By partnering with support services, instructors help create an environment
where all students, regardless of their diverse needs, can succeed academically and reach their full
potential. These roles contribute to promoting equitable educational outcomes and nurturing a
culture of respect, empathy, and understanding among students.
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CHALLENGES IN IMPLEMENTING INCLUSIVE PRACTICES

In their efforts within inclusive classrooms, EFL instructors face several challenges in
implementing inclusive teaching practices. Through qualitative interviews, four primary
challenges emerged: collaboration with DSS, readiness, anxiety, and impatience.

One significant challenge is the delay in material preparation, which hampers the instructors’
ability to tailor lessons and teaching materials to meet the diverse needs of SEN and non-SEN
students. This delay undermines lesson planning efficacy and impedes appropriate support for
SEN students, as discussed by T1 in Extract 6.

Extract 6

Tl: If we have to turn the entire book into a braille version, it will be difficult, so we need to select the
content first by focusing on the important parts. Well, the centre will fully cooperate. However, we
need to know the conditions of the SEN, and when we coordinate with the responsible department,
there may be delays.

Another significant challenge relates to readiness, encompassing both material availability
and university policy. Instructors lament the lack of suitable materials and equipment, hindering
their ability to effectively assess student progress and align grading procedures with course
objectives. Additionally, a lack of knowledge regarding material modification poses challenges,
particularly in tasks such as providing picture descriptions. Furthermore, discrepancies between
university policies and the practical implementation of inclusive practices contribute to student
disengagement and frustration. Despite efforts to provide support through administrative channels,
such as reassigning students with specific needs to specialised classes, such measures may not
fully align with the principles of inclusivity and diversity within language classrooms, as outlined
in Extract 7 by T2, TS, and T8.

Extract 7

T2: I thought that the SEN might not keep up with the lessons in the class, so I decided to provide
additional teaching for the SEN student after the class. [...] Well, I think if the university is not yet
ready in terms of accommodation, it may be better if the SEN studies in a specialised institution
equipped with tools. [...]

T5: SEN students with hearing impairments had very weak English language proficiency. They only
learned at the word or letter level during their school period. I think it would be beneficial to
develop a curriculum specifically for this group of students. [...]

T8: Studying inclusively allows SEN learners to practice their English with their peers. However, [...]
with more students, it would be beneficial for them to practice in a special group [...].

Additionally, anxiety poses a significant challenge to the effective implementation of
inclusive teaching practices within EFL classrooms. Qualitative data indicate widespread concern
among EFL instructors about SEN students’ ability to engage with lesson content, disrupting class
dynamics. This anxiety arises from uncertainties about delivering content tailored to diverse
student conditions, potentially hindering student learning outcomes. Instructors also grapple with
teaching students with diverse needs, particularly those with conditions like autism, and seek
effective engagement strategies. They actively seek assistance from peers and colleagues to
address these challenges, reflecting a proactive approach to fostering inclusive classroom
environments. Extract 8, featuring concerns from T2, T3, and T7, further illustrates these anxieties.
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Extract 8

T2: I always walked around the room to see if the SEN was listening to what I had taught, [...]as [ was
worried that they could not keep up.

T3: In some cases, [...] the parents did not want to inform the university of their child, so there was no
information. When in the classroom, it was obvious that this SEN student did not pay attention at
all [...]. Then I started feeling that teaching this student was difficult because I was not sure how
to communicate with the SEN learner to open up his mind. [...]

T7: In one class, there were two students with a hearing impairment. Before the class started, two staff

members of the DSS centre introduced themselves as sign language interpreters for SEN students.
I felt quite shocked because I was worried that they would not understand what I was teaching. [...]
I wasn't sure that they could accurately convey content to the learners. [...] I also asked if there was
anything they wanted me to adjust because, as a teacher, I was quite concerned that they might be
too shy to ask.

Finally, impatience presents a significant challenge in implementing inclusive practices
within EFL classrooms. Stemming from pervasive anxiety about teaching effectiveness,
impatience hinders the accommodation of slow learners. EFL instructors report frustration when
teaching slow learners, reflecting tension between instruction pace and diverse student needs. This
analysis emphasises instructors’ need to cultivate patience and empathy in navigating diverse
learning trajectories. This also highlights the importance of providing professional development
and support structures to equip instructors with skills to address challenges posed by impatience
in inclusive teaching practices.

Extract 9

Te: Well, [...] English language teachers should have [...] both understanding and patience. I do not
think I have that much patience. I have to tell myself to be more patient and understanding.

T8: When the SEN students decide to attend universities, they already face a certain level of difficulty,

so we should definitely have empathy and understanding towards them regarding their physical or
mental conditions.

ATTITUDES TOWARDS IMPLEMENTING INCLUSIVE PRACTICES

EFL instructors’ attitudes towards implementing inclusive practices within EFL classrooms
constitute another critical theme, revealing nuanced perspectives. The qualitative analysis unveils
arange of attitudes characterised by acknowledgement of the importance of understanding diverse
abilities, fostering empathy, and embracing diversity. EFL instructors commonly recognise the
significance of comprehending diverse abilities and physical limitations, especially among SEN
students, to facilitate accommodation and foster an equitable learning environment where all
students are treated with dignity and respect. These attitudes demonstrate a commitment to
promoting inclusivity and equity. Additionally, instructors stress the importance of maintaining
an open-minded approach to embrace diverse class dynamics, cultivating awareness of diversity
and preventing negative atmospheres to create a supportive and inclusive learning environment.
Embracing diversity and advocating for adjustments to optimise student learning outcomes
become imperative.
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Extract 10
Tl: We must be aware of the needs of SEN students, how they will learn, and their individuality. We
should also care about [their] feelings [...].

T4: Generally, the awareness of inclusive teaching principles includes modification, accommodation,
and adaptation, which requires us to understand the uniqueness of the SEN learners, but we cannot
significantly lower standards, especially in higher education. However, [...] we must adjust
activities or assessments from written exams to verbal ones or from verbal to written. [...]

T7: In the case of students with hearing impairments, I would consult the staff from the DSS or the sign
language interpreter for assignments that involve speaking skills. We discussed the learning
objectives and the expected learning outcomes of the task [to suit] people with hearing
impairments.

EFL instructors advocate for an attitude characterised by reduced expectations and a gradual
building of trust. By fostering patience and empathy, they aim to alleviate tension in the classroom
and embrace student diversity. This emphasises instructors' multifaceted attitudes towards
inclusive pedagogy, emphasising the significance of empathy, openness, and flexibility in
fostering inclusive learning environments within EFL classrooms.

DISCUSSION

The research question explores the intricate relationship between EFL instructors' identities and
pedagogical practices in inclusive tertiary-level classrooms, focusing on their perceptions and
reflections on teaching. Firstly, there was a strong emphasis on the importance of the 'uniform'’
treatment of all learners, aiming to eliminate disparities regardless of ability. This aligns with
previous research (e.g., Andriana et al., 2022), highlighting the significance of equitable treatment
in language classrooms. However, it is crucial to acknowledge the potential drawbacks of such
uniformity, as it may not adequately cater to students with special needs or limited abilities. For
instance, implementing an inclusive policy at the tertiary level could risk overlooking students'
individual needs without appropriate support mechanisms. Wray and Houghton (2019, p. 552)
concur with this as they indicate that there is a risk that students will not get the additional support
they need without the label of ‘SEN students.” Furthermore, implementing a uniform approach
could overlook the diverse backgrounds and abilities of learners, posing challenges to achieving
true equity and inclusivity (Tatham-Fashanu, 2023). This highlights the necessity for a deeper
comprehension of inclusive pedagogy that incorporates diverse perspectives and values the unique
knowledge that each learner contributes to the classroom. Additionally, the findings suggest the
importance of creating a “safe distance” in the classroom, as proposed by Sauntson (2019, p. 335),
wherein students can explore diversity without feeling pressured to disclose their personal
information. Moreover, the results suggested that fostering inclusive environments should play a
pivotal role for EFL instructors, whereby proactive efforts are needed to ensure that all students
feel valued, respected, and supported, regardless of backgrounds, abilities, or identities. This aligns
with Orozco and Morifia’s (2023) suggestion to create a warm and safe learning environment,
emphasising the critical role of fostering empathy and respect for diversity while recognising and
accommodating individual differences.

Another emerging finding concerns EFL instructors’ self-perceived identities in inclusive
classrooms. The results revealed that instructors perceived themselves in various roles, such as
observers, consultants, balancers, and collaborators. This underscores the multifaceted nature of
the instructor’s role in facilitating inclusive learning environments. For instance, the role of
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observers necessitates instructors to remain cognizant of learner diversities, enabling them to
adjust pedagogical practices accordingly. Furthermore, the conscientious observation of students’
behaviours, which may serve as indicators of underlying needs or characteristics such as autism,
could lead EFL instructors to create an environment conducive to the holistic development of all
learners. This is a very important issue, as incognizant exclusion by instructors could impact
students’ academic experiences and their choices regarding the continuation or pursuit of their
education, both professionally and academically (Lee et al., 2023). Significantly, being ‘cognizant’
or ‘aware’ might not be enough, whereas active implementation plays a key role in promoting
diversity and inclusivity. Significantly, EFL instructors need not only to be aware of diversity or
inclusivity but also to exercise their agency in creating a quality and equal space of learning for
their diverse students. Similarly, adopting the role of consultant entails fostering rapport with
students to enhance academic engagement and well-being, consistent with UNESCO’s (2016, p.
9) stance on higher education’s role in ensuring human well-being, in which higher education is
“a critical factor in addressing environmental and sustainability issues and ensuring human well-
being”. This concerted effort serves not only to bolster academic learning but also to safeguard
students’ overall well-being. Moreover, Walker et al. (2022) indicate that well-being must be a
basic condition for any evaluation of outcomes and concerns regarding what the necessary material
inputs are for students in higher education. With this, instructors seek to create a conducive
learning environment wherein students feel valued and supported in their academic endeavours.
Moreover, as balancers, instructors orchestrate a harmonious balance in teaching pace, ensuring
equitable engagement for all students while mitigating the risk of overburdening non-special
learners and aligning with the inclusive classroom principles of encouraging collaborative learning
and differentiated instruction. This supports Foreman and Arthur-Kelly (2017), who suggest that
an inclusive classroom space should encourage learners to learn together rather than apart.
Moreover, the learning pace should be differentiated for students with SEN who could be given
more time; thus, EFL instructors can vary that, or they can move on to something else while still
allowing SEN students time to complete activities and tasks. This is similar to the findings of
Tiernan et al. (2020), who indicate that differentiated instruction involves adapting teaching and
content to meet the learning needs of students with SEN. However, caution is advised regarding
the risks involving lowered teacher expectations in differentiated instruction, including the
oversimplification of material and consequent avoidance of more demanding academic tasks or
engagement in a narrowed curriculum for students with SEN. Finally, acting as collaborators
involves ongoing partnerships with DSS centres to ensure the full inclusion of SEN learners within
the academic context, highlighting the importance of collaborative efforts in promoting equitable
educational opportunities and supporting students’ individual requirements (Shaw, 2021). This
highlights the necessity for staff expertise and readiness in facilitating successful collaboration
between EFL instructors and DSS staff to ensure a conducive learning environment for all students.

In the pursuit of inclusive pedagogy within EFL classrooms, it is imperative to
acknowledge and address the multifaceted challenges that EFL instructors encounter. The findings
of this study highlight four significant hurdles faced by EFL instructors, each of which warrants
careful consideration and strategic intervention to foster an inclusive learning environment. Firstly,
the issue of delays in material preparation emerges as a prominent concern impacting lesson
planning efficacy. Language courses often necessitate specialised materials to maximise learning
outcomes, particularly in areas such as phonetic notation. However, the accessibility of
instructional materials for learners with diverse needs, including those with sensory impairments,
remains a pressing challenge. This finding corresponds with Medina Gonzélez and Hardison
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(2022), emphasising the pivotal role of collaborative efforts between EFL instructors and DSS
centres in facilitating material accessibility. Effective collaboration not only ensures the provision
of inclusive learning resources but also mitigates potential barriers hindering the language
acquisition process for learners with SEN. Secondly, the concept of readiness encompasses both
material availability and institutional policies, constituting another noteworthy challenge. The
study highlights a gap between idealistic aspirations for inclusive education within university
policies and the practical implementation thereof. Such misalignment emphasises the need for
comprehensive support mechanisms, including orientation programs and workshops, to equip EFL
instructors with the requisite tools and strategies for inclusive pedagogy. Moreover, proactive
engagement of policymakers and stakeholders is essential in fostering an enabling environment
conducive to the effective implementation of inclusive practices. Thirdly, the prevalence of anxiety
among EFL instructors during the implementation of inclusive teaching practices emphasises the
complex interplay between perceived academic standards and pedagogical inclusivity. This
finding highlights the importance of addressing educators’ concerns regarding student
performance and curriculum adherence within the framework of inclusive pedagogy. Proactive
measures to enhance educators’ confidence and preparedness, coupled with ongoing support
mechanisms, are imperative in fostering a culture of inclusivity within EFL classrooms. Finally,
the phenomenon of impatience among instructors draws attention to the inherent tensions between
the pace of pedagogical innovation and the exigencies of educational practice. As EFL instructors
strive to navigate the complexities of inclusive pedagogy in language classrooms, the need for
patience and perseverance in overcoming challenges cannot be overstated. Rather than viewing
obstacles as insurmountable barriers, EFL instructors must embrace a growth mindset and adopt
iterative approaches to pedagogical refinement.

Finally, the attitudes of EFL instructors towards the implementation of inclusive practices
constitute a pivotal aspect of pedagogical discourse, reflecting broader considerations surrounding
diversity, empathy, and individuality within the EFL classroom context. The findings of this study
highlight a collective emphasis among EFL instructors on the significance of empathy and the
recognition of learner diversity, emphasising the imperative of responsiveness in fostering
inclusive learning environments. Central to this discussion is the notion of empathy, which serves
as a cornerstone in cultivating meaningful teacher-student relationships and fostering a supportive
learning atmosphere. The alignment of EFL instructors’ attitudes with the promotion of empathy
resonates with existing literature (e.g., Zhang, 2022), highlighting its positive impact on student
engagement and enjoyment within educational settings. Moreover, the recognition of learner
individuality and the avoidance of labelling practices are pivotal in mitigating potential barriers to
inclusive education. By maintaining an open-minded approach and refraining from preconceived
notions about learners’ abilities, EFL instructors can create a conducive learning environment
wherein every student feels valued and empowered to achieve their full potential. Furthermore, the
dynamic nature of language learning and the diverse needs of learners highlight the importance of
EFL instructors exhibiting flexibility and open-mindedness in their teaching method. Embracing
a growth mindset entails a willingness to experiment with novel strategies and adapt teaching
methodologies to meet the evolving needs of students. This sentiment is echoed in the work of
Losberg and Zwozdiak-Myers (2021), which advocates for the exploration of innovative
approaches that promote inclusion while catering to individual learning styles and preferences. In
essence, the discussion surrounding EFL instructors’ attitudes towards inclusive practices
highlights the pivotal role of empathy, flexibility, and open-mindedness in fostering inclusive
learning environments. By embracing these core principles, instructors can not only enrich the
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educational experiences of their students but also contribute to the broader ethos of inclusivity
within the realm of EFL pedagogy. Moving forward, continued efforts to promote a culture of
empathy and responsiveness among educators are imperative in realising the full potential of
inclusive pedagogical practices in Thai higher education.

Overall, the EFL instructors in this study fervently articulated their commitment to
supporting students with SEN in the EFL classroom, aligning their beliefs and perspectives with
broader discourses on inclusive education. However, they faced challenges in translating these
beliefs and perspectives into concrete classroom practices due to limited support and guidance
from universities. As a result, their inclusive practices evolved gradually through ‘reflection in
action’ and ‘reflection on action.” Despite frustrations with the lack of support and readiness, some
instructors persisted in their pursuit of inclusion, illustrating the symbiotic relationship between
beliefs, practices, and identity formation. Their pedagogical approaches can be viewed as integral
to the formation of their identities as inclusive practitioners, reflecting a continuous and dialogic
process. This process of identity formation is deeply intertwined with experiential learning within
the classroom environment, echoing Flores’ (2001) assertion that workplace conditions and
experiences profoundly shape identity. Within the framework of critical pedagogy, interrogating
identity is foundational as it informs knowledge construction and pedagogical approaches.
Therefore, critical reflection is essential to challenge entrenched assumptions about EFL ideology
and practice, recognising that EFL teaching transcends mere technique. In this study, the intricate
connection between EFL instructors’ identity formation and the lived experiences of their learners
highlights the inseparability of identity and pedagogy in EFL instruction.

PEDAGOGICAL IMPLICATIONS

Taken together, the findings of this study have significant implications for preparing EFL
instructors and implementing inclusive teaching practices. Effective teaching preparation requires
robust communication with DSS centres to develop tailored materials for students, particularly
those with SEN. Faculty-level meetings play a pivotal role in enhancing coordination and
understanding of inclusive practices among instructors. Additionally, adopting differentiated
teaching approaches can effectively address the needs of both SEN and non-SEN students. Clear
communication between instructors and SEN students is crucial for understanding their
circumstances and providing necessary support.

During classroom instruction, instructors must acknowledge SEN students’ limitations and
make appropriate accommodations, such as considering mobility restrictions and ensuring
alignment of class placement. Maintaining appropriate teaching paces and ensuring clarity in
lesson delivery is paramount, with regular checks on student comprehension aiding in creating
inclusive learning environments. Regarding assessment, adjustments in grading weight and
formats may be necessary to ensure equity for SEN students. Increased feedback frequency can
aid student learning and performance, with supplementary sessions tailored to recapitulate
inclusive class content, further supporting SEN students’ academic success.

In summary, proactive communication, differentiated instruction, and ongoing support
mechanisms are vital for fostering inclusive pedagogy within EFL classrooms and promoting
equitable learning outcomes. By implementing these strategies, EFL instructors can effectively
address the diverse needs of students and ensure a conducive learning environment for all.

243


http://doi.org/10.17576/3L-2024-3003-16

3L: Language, Linguistics, Literature® The Southeast Asian Journal of English Language Studies
Vol 30(3), September 2024 http://doi.org/10.17576/3L-2024-3003-16

CONCLUSION

This study highlights both promising and challenging pedagogical practices in inclusive EFL
classrooms. EFL instructors advocate for uniform treatment of learners, assuming roles like
observers, caretakers, balancers, collaborators, or consultants. They also emphasise empathy,
openness, and flexibility in creating inclusive environments. However, challenges include
ineffective teaching material preparation, inadequate readiness, anxiety, and impatience. The study
addresses gaps in understanding inclusive pedagogy in Thai EFL higher education, advocating for
a nuanced understanding of inclusivity that embraces learner diversity. It highlights the need for
proactive efforts to create inclusive learning environments where all students feel valued and
supported. Integrating diverse perspectives and fostering empathy can advance inclusive pedagogy
in higher education, aiming to enhance equitable learning opportunities.

Several limitations should be acknowledged. The study relies solely on qualitative
interviews, suggesting the incorporation of additional methodologies like classroom observations
for a comprehensive understanding. The small sample size limits generalizability, yet findings can
be transferrable to similar contexts. However, this study serves as a preliminary exploration into
the feasibility of inquiry and learning with EFL instructors in inclusive education contexts. The
insights gleaned from professional conversations with EFL instructors have provided valuable
reflections on how to enhance EFL teacher education courses and better support instructors in
negotiating their roles as EFL educators and inclusive education practitioners. Moving forward,
fostering professional inquiry and knowledge exchange opportunities can contribute to the
development of a sustainable community of practice. Such initiatives enable educators to critically
examine and reflect on their responses to inclusive education policies within the sociocultural
context of Thailand or similar contexts.
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