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Abstract 
Under the light of educational equality, visually impaired students (VIS) have the right to improve their quality 
of life through educational achievement. Fortunately, policies and regulations encourage inclusive education to 
support all types of students including students with visual impairment. This means that the VIS are required to 
complete a compulsory educational system including studying English language in school and university levels. 
However, the mismatch between the objectives of the support policies and the practicality towards English 
Language Learning (ELL) among these students still exists in Thailand, and the difficulties in the ELL of the 
VIS remain uninvestigated. Hence, this study aims to explore the essence and meaning of ELL in an inclusive 
classroom derived from the perceptions of the VIS. To elicit the experiences from the participants, the 
phenomenological methodology was employed as the research design. The findings were drawn from nine 
students with visual impairment studying in an inclusive classroom setting. The data was collected from in-depth 
interviews and grouped into units of meaning or themes. The results showed that the essence of this study was 
shaped from both negative and positive aspects of ELL in an inclusive classroom, which can contribute to the 
VIS, practitioners, and administrative levels as guidance for future practices. 
Keywords: English language learning, visually impaired students, inclusive education, phenomenological study 
1. Introduction 
1.1 Introduction 
Education is the key to opportunity and it is for everyone, including students with disabilities. Education is also 
one of the vital factors to broaden their employment prospects and promote their social adaptation skills in order 
to improve their quality of life. Hence, no matter what type of disability a student may face, all students deserve 
the right to a full education. Equal to the sighted students, the VIS have the opportunity to broaden their future 
career path. In Thailand, according to the National Education Act of 1999, the curriculum aimed for equal 
education and regulated that all education levels ‘shall aim at human development with desirable balance 
regarding knowledge, critical thinking, capability, virtue and social responsibility’. In higher education, it is 
obliged that the curricula ‘shall emphasize academic development with priority given to higher professions and 
research for development of the bodies of knowledge and society’ (National Education Act A. D., 1999). Despite 
the support policies officially provided by the government, the education path for the VIS who are studying at 
educational institutes has been found lacking compared to the whole population of people with visual 
impairment. 
Apart from the limited educational opportunities, the VIS are required to study English. In Thailand, English is 
embedded as a mandatory language due to its status as a lingua franca and the goal of equipping their citizens to 
have expertise in using English. In terms of ELL of the VIS, there was another claim stating that blindness itself 
doesn’t block their second language acquisition if the students are supported well enough (Praat & Keil, 2003). 
This could be related to the concept of inclusive education involving modification in educational environments 
during the VIS’s ELL, such as classroom, teaching aids, learning materials, and academic-related facilities. A 
number of researchers studied the challenges and the solutions, including educational supports contributing to 
the VIS, instructors, and administrators. However, the studies involving the VIS’s education mainly investigated 
concepts of inclusive classrooms (Chumnan, 2006) relating to assistive technology such as using braille text, 
audio books, electronic readers, and media usage (Lersilp, Putthinoi, & Chakpitak, 2015). This shows that 
although evidence of educational support has clearly appeared across Thailand, the difficulties in the area of the 
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ELL of the VIS has not been deeply investigated, nor has the mismatch between the support policies and the 
concerning issues regarding the English language learning of the VIS.  
1.2 Significance of the Study 
This study mainly focuses on the lived experiences describing both encouragement and hardships towards the 
ELL of the VIS whose learning experiences are worthwhile to know (Mokiwa & Phasha, 2012). Hence, other 
individuals with visual impairments will be able to explore the experiences of peers who share the same physical 
limitation. Regarding the situation where English is the compulsory subject and taught in inclusive classrooms 
with the sighted students, findings in this study not only reveal the VIS’s lived experience, but also that of other 
practitioners around them. Hence, the data from this study will be ready-to-serve information as a basis for 
effective resolutions from the views of the VIS; and to provide research-based evidence for the administrative 
level on effective practices in VIS ELL as well as the defects that should be improved. 
1.3 Purposes of the Study 
In order to investigate in this area of ELL among VIS, phenomenological studies provide a way to obtain 
insightful and comprehensible information of the situation that might otherwise be overlooked. Hence, to collect 
the lived experience, the researcher decided to first explore the history of ELL of the VIS in order to understand 
the background that shaped the current situation. Secondly, the voices of the VIS describing learning English at 
different educational levels were also investigated. With consideration of the research problem and the purposes 
of this study, the main research question, along with sub-questions, were created in order to shape the research 
procedures and applied as a guide to reach the findings. 
Main research question:  
What are the lived experiences in English Language Learning of VIS in inclusive classrooms across Thailand? 
Sub-Questions: 
1. What is the English Language Learning background of VIS in inclusive classrooms? 
2. What are the voices of the VIS towards their English Language Learning in the inclusive classroom? 
The first question was designed to draw the picture of ELL in the past and how the inclusive classroom concept 
has been a part of the VIS’ education background; the second question functioned as a guide to collect their 
experiences and feelings towards their current ELL and inclusive classroom experience.  
2. Literature Review 
2.1 The Visually Impaired Students (VIS) 
In terms of a global definition of a person with visual impairment, the WHO provides a measurement of common 
visual acuity ranging from a person with low vision to a person with blindness. In Thailand, the Ministry of 
Social Development and Human Security (MSDHS, 2012) provides levels of visual acuity in two different 
categories: those with low vision and those who are blind. Additionally, the broad term of ‘person with disability’ 
can be found in the Education Provisions of Persons with Disabilities Act A. D. 2008 by integrating the 
educational concept into the definition. The term was defined as a person with restrictions on performing 
activities in daily life due to various types of impairment including sight impairment. Hence, in this study, the 
focal participants were students with visual impairment including those who have different levels and conditions 
of visual impairment ranging from low vision to totally blind. 
2.2 English Language Learning of Visually Impaired Students 
To achieve the goal of effective English language learning, related elements were classified into two major 
categories which are internal and external factors (Ellis, 2003). For the internal factors, the physical conditions of 
the learners, their attitudes towards the language, and motivation will be included; in contrast, the external 
factors consist of the environment, social setting, and pedagogical aspects. These factors tend to affect the 
second or foreign language learning of the sighted as well as the students with visual impairment. However, the 
most influencing factors which are sensory preference, motivation, and English skills will be pointed out as 
follows: 
a. Sensory Preference: Basically, the VIS are unable to employ all sensory functions, so they apply the so-called 
‘perceptual compensation’ as part of the extra-linguistic information used to acquire the second language. The 
perceptual compensation refers to interaction with their surroundings by using auditory and tactile senses to 
compensate for their visual restrictions (Rösler & Neville, 2003), collectively recognized as the ‘visual 
deprivation’ (Bavelier & Neville, 2002). Hence, the VIS unavoidably uses compensatory mechanisms to acquire 
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language regardless of visual ability. In fact, in many cases, visual impairment may not prevent the VIS from 
learning foreign languages due to their increased efforts in terms of memory and listening skills, allowing them 
to reach the same level as sighted students (Pring, 2008). Thus, there might be challenges relating to the 
transformation of information. For example, the layout of foreign language textbooks is often complicated (Janae 
& Jones, 2017) and is overloaded with design elements such as texts in columns, boxes and pictures.  
b. English Skills: Obviously, difficulty or success in ELL for the blind students involved both internal and 
external factors at school and university level (Ellis, 2003). For reading skills, the learning material used most 
often in their English classes is Braille text which can only be read in linear sequence and influences their input 
in terms of limitations on applying reading skills such as skimming and scanning techniques. This could lead to a 
more time-consuming process in comparison with the sighted students (Lõvi, M., 2014). In fact, sequential 
reading restricts the VIS from going backwards to previous parts of the passage and makes it difficult to skip to 
the section that may contain useful information, and it might be impossible for the VIS to grasp the reading text 
in a holistic way (Hatton, 2014). In terms of listening skills for the VIS, they learn information from auditory 
input through reading audio books, so the nature of reading and listening skills could be found during reading as 
listening activities (Veispak, 2012). The characteristic of reading by hearing can also be explained by the 
integration between the comprehension in reading, listening and oral knowledge (Aryanti, 2014), as reading 
audio Braille text requires both reading and listening comprehension. Regarding English speaking skills, 
although the VIS seem to be expected that they should master English speaking skills due to the presumption on 
their hearing and speaking abilities (Visual Impairment: Its Effect on Cognitive Development and Behaviour, 
2016), difficulties also appear when it comes to the ELL circumstances (Leong & Ahmadi, 2017). For writing 
skills, students with visual impairment majorly rely on grammatical and vocabulary knowledge, and it has been 
mentioned as one of the hardest skills in ELL (Özer & Cabaroğlu, 2018).  
c. Learners’ motivation and Teachers’ attitudes: Crook and Schmidt (1989) pointed out that motivation towards 
language learning has been influenced by seven aspects including interest; perception; expectancy of success or 
failure; perception of rewards; overt decision to learn; persistent behavior; and high involvement. In terms of 
pedagogical aspects, motivation is also partly shaped by the instructional methods: a mastery-learning mode in 
which the students are encouraged to acquire intrinsic goal achievement (Brookfield & Preskill, 2012). In the 
education system, the link between education and instruction is performed by the teacher who plays the role as a 
facilitator for students to reach their goal through the educational process (Karsli, 2007, p. 9). The positive 
attitudes increase the students’ motivation, self-confidence and eventually lead to success in learning (Ulug et al., 
2011). In contrast, negative attitudes could demotivate the students and might eventually lead to failures. 
Therefore, with the teachers’ attitude and character, the students could shape their future from both memorable 
and tragic experiences. 
2.3 Inclusive Education for the VIS  
Not only developed countries, but also developing countries all over the world have shifted their educational 
standards through educational reforms, including the concepts of inclusive education for students with 
disabilities (NICHCY, 2012; Price, 2018). One of the advantages and primary goals of inclusive education is 
increasing social interaction between students with disabilities and their peers without disabilities to exchange 
their personal backgrounds in an academic setting, accept differences, and respect individuals’ disabilities (Perles, 
2010). On the contrary, regarding the concept of inclusion, Bateman & Bateman (2020) argued that “full 
inclusion is not the best placement for all students” because “the general education classroom is typically not 
individualized” (p. 3). However, when the VIS study in inclusive settings, it is notable that the VIS have 
experienced major challenges in inclusive education elements consisting of learning materials; assistive 
technology; classroom accommodation; pedagogical aspect; and assessment as follows:  
a. Learning Materials: Focusing on braille text, reading text in Braille is sequential and read letter-by-letter. 
Accordingly, such linear input creates challenges and limitations on how texts are presented because the 
graphical information must be transformed into a layout compatible with Braille. Moreover, the sequential flow 
also limits the VIS’s reading ability due to being unable to read long chunks of words leading to a more time 
consuming and exhausting process (Castellano, 2005). Evidence shows that a skilled Braille reader is able to 
read at about half the speed of a good print reader (Nolan & Kederis 1969; Savaiano et al., 2014; Trent & Truan, 
1997; Wormsley, 1996).  
b. Assistive Technology: Several researchers have shown that the VIS compensate for visual loss by using 
assistive devices; however, reading speed can be delayed due to such assistive tools. For example, using slate 
and stylus while learning in class might extend difficulties as the VIS needed to focus on more than one task at 
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the same time (Cowen & Shepler, 2000; Gompel, Van Bon, & Schreuder, 2004). 
c. Classroom Accommodation and Pedagogical aspects: Generally, educational materials are presented in various 
types of visual formats such as posters, charts, diagrams, and videos. Thus, it might be more appropriate for the 
VIS to learn through alternate mediums or by using other functional senses such as tactile and hearing (AFB, 
2012; NICHCY, 2012). Therefore, effective teachers of the VIS are encouraged to employ strategies that support 
the student's multisensory capabilities (visual, auditory, and tactile) in the classroom environment (AFB, 2012; 
Avaramidis & Norwich, 2010; Rae et al., 2010). The modification of their educational environment is also 
important and influences how they learn, particularly in inclusive classroom settings (Cavanaugh, 2002).  
d. Assessment: Generally, one of the challenges in assessment for all the learners is to complete a test within a 
limited period of time. However, this should be undertaken differently when it comes to the assessment for 
students with visual impairment. Especially in reading tests, the VIS usually spend considerably more time on 
reading Braille or the magnified text than the sighted students reading the standard print text. 

3. Method 
3.1 Research Design 
Employing qualitative research methodology, researchers have an opportunity to experience ‘the up-close 
information’ from the perspective of those subjects who live through the problems in natural situations (Hatch, 
2002; Creswell, 2014). In this study, qualitative research methodology allows the researcher to explore 
experiences and reflections in ELL through the unique characteristics and various backgrounds of the 
participants (Nunan & Bailey, 2009). To obtain the authentic lived experiences of the VIS, phenomenological 
research methodology has been selected as the framework in this study (Moustakas, 1994; Marshall & Rossman, 
2011; Van Manen, 2016). The instrument utilized for data collection was in-depth interviews in order to gain a 
deep and rich set of data for analysis (Patton, 2002). 
3.2 Participants and Sampling Procedures  
In accordance with the qualitative research design, participants in this study were selected by using purposive 
sampling under the criterion-selecting strategy (Cohen et al., 2007). Criteria for the selection of the participants 
consisted of the following required characteristics: students who (1) are visually impaired; (2) are current 
students studying at high school and undergraduate levels; and (3) are studying in an inclusive setting. In order to 
gain wide ranging and authentic information, participants were selected from four regions across Thailand: 
Northern, Southern, North Eastern, and Central. After the research objectives and the data collection procedures 
were explained to the administrators for each institute, nine students volunteered to enroll in the interview as 
participants. Five secondary students were from four schools and four undergraduate students were from four 
universities. In order to ensure transparency on ethical issues, consent forms were signed by the participants 
before the face-to-face interviews were conducted.  
Table 1. The Participant’s Personal Information (School Level) 

Students Ages Academic levels Levels of Impairment 

ST1 18 Grade 10 Blind

ST3 19 Grade 10 Low vision

ST2 18 Grade 11 Blind

ST4 19 Grade 11 Low vision

ST5 21 Grade 11 Blind

Table 2. The Participant’s Personal Information (University Level) 

Students Ages Academic levels Levels of impairment 

ST6 23 3rd year Blind

ST7 24 1st year Blind

ST8 21 2nd year Low vision

ST9 25 2nd year Blind
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3.3 Research Procedures  
The in-depth interview questions were created under the structure of Phenomenological Interviews, which were 
used as an instrument to elicit participants’ lived experience under a relaxing and trusting atmosphere 
(Moustakas, 1994). The semi-structured interview was constructed according to Seidman’s phenomenological 
interview model by grouping interview questions in to three sets aiming to elicit different aspects of the VIS’s 
lived experience (Seidman, 2013) as shown in Appendix A. Firstly, question set one stimulates participants to 
recall their background focusing on historical and biographical details to activate the student’s previous 
educational experience. Secondly, question set two aims to elicit information revealing behaviors, actions, and 
challenges regarding their recent lived experiences in ELL in an inclusive classroom. Lastly, question set three 
required a deeper consideration from the VIS by asking them to recall factors leading to the present point of their 
lives by including the key terms: ‘expectations’ and ‘importance’ in the interview questions leading to the 
meaning and understanding of their English language learning experience (Seidman, 2013).  
The researcher began the data collection process by addressing the interview questions to each participant 
individually. During the interview process, the researcher was obliged to employ the concept of ‘bracketing’, 
which aims to get rid of researcher’s subjectivity and avoid preconceptions (Moustakas, 1994). The interview 
sessions were conducted in Thai and lasted for one to two hours for each participant. 
3.4 Data Analysis  
The interview data was transcribed into verbatim description and reread by the VIS to ensure the data accuracy 
and followed by a phenomenological analysis. The phenomenological data analysis in this study followed the 
combination of data analysis processes introduced by Moustakas (1994) and Creswell (2014). Firstly, the 
transcribed information was thoroughly read, irrelevant information was removed, and equal value was assigned 
to all remaining statements. All relevant quotes and expressions were grouped as clusters called ‘units of 
meaning or meaning units’, which can be understood as the themes and subthemes. The explanation for each unit 
of meaning was built from participants’ perceptions in a narrative format called textual description and was used 
as the foundation to be discussed as the structures of the phenomenon to reveal the essence of the lived 
experiences towards the ELL of the VIS. 
4. Research Findings 
After the statements from the transcription were studied and grouped into themes, the meaningful themes 
involving the English Language Learning of the VIS were presented ranging from the perceptions towards ELL; 
English language skills; and inclusive classrooms.  
4.1 Perceptions towards ELL  
When the VIS were asked to elaborate their experience on ELL during the interview, they automatically recalled 
their views and their feelings towards ELL, including how they see ELL as a subject matter. The responses were 
grouped according to negative perceptions; positive perceptions; perceptions towards transitional period; and the 
importance of ELL 
Table 3. Theme and Subthemes for Perceptions towards ELL 

Theme Subthemes  Aspects and Responses

Perceptions 
towards ELL 

Negative perceptions  a. The relation between visual limitation and ELL 
b. Feeling indifferent in auditory skills 
c. Pedagogical aspects  

Positive perceptions a. Being understood by their English teachers 
b. The appropriateness in teaching style 
c. Increasing motivation from the higher level of difficulties.

The perceptions towards 
transitional periods 

a. Increasing motivation
b. Higher self-confidence  

 The importance of ELL a. The un/necessity of ELL for the VIS
b. Acknowledged by their teachers  
c. A tool to create equality  
d. Benefits from learning English 
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The majority of VIS began their description with the negative feelings due to their visual limitation when 
comparing themselves to the sighted students leading to difficulties in ELL. They also linked their intrinsic 
condition to their challenges in ELL resulting in their low level of English ability. Additionally, there were 
statements insisting on disagreement with the presumption that visually impaired students generally had higher 
abilities in English listening and speaking skills than the sighted students. 
ST7: “Among the senior blind students, some of them are inefficient in English which is strange why we are not 
good at English.” 
ST1: “People might think that when we cannot see things, our ears will perform better. I think that’s not true. It 
is because we cannot see, so we rely more on our ears. We need to practice more of our auditory nerve and 
practice listening frequently.” 
Regarding teaching styles, there were a number of teaching approaches which caused the VIS to feel frustrated 
during classes. These instructional methods consisted of old teaching styles; the impracticality of the in-class 
exercises: the imbalance in content proportion; the overwhelming study with native teachers without preparation; 
and the negative reinforcement. The interview description showed that the feeling of dislike towards their 
English teacher was cultivated and cemented in their mindset resulting in the dislike towards studying English. 
ST3: “I am not good at doing test practice in class. Teachers mostly bring the test practice in class and let the 
students complete the paper together. Doing this is good but I will forget it very soon and I don’t understand the 
content. I will not bother with that anymore. Earlier, teachers would give us some take home exercises and 
discuss the answers in the following classes. But during this semester, the teachers will assign the reading tests 
and let the students finish the whole paper in class. For me, I am quite not good at doing this because my 
reading skill and my brain could not catch up with English and I could not complete the reading tests in time.”  
On the opposite side of negative perceptions, the VIS expressed a number of positive views by mentioning 
pleasant experiences in terms of being understood by their English teachers; inspiration due to the preference on 
English; appropriateness in teaching style; their motivation from higher level of difficulties. All the statements 
showed the VIS’s positive feelings towards being understood by both their Thai and native English-speaking 
teachers.  
ST1: “I like teacher who pays attention to me, especially, when the teacher knows that there is a blind student, 
and asks if we can catch up the lesson; or when the teacher give assignment, and know that there is a blind 
student in class, I do not have to do the same as other (sighted students). The teacher will allow me to do the 
other task instead.” 
Interestingly, the VIS further expressed their expectation towards instructional approaches in class through the 
final set of the interview questions. Explaining with the whole picture of how they wanted to be taught and 
treated in English classes, the VIS described that the ideal English class should be taught by having integration 
and balancing between the four main English skills with two-way communication and extra activities to reduce 
pressure. However, in cases where games are included in class, such games should not require using visual 
perception. Moreover, the VIS added that the teachers should teach along with an explanation on what is in the 
text or shown on screen, and the adjustment should be made to teaching materials in accordance with the 
learners.  
ST4: “I want to learn knowledge and do activities just like in class taught by the native teacher, so that I will not 
be too stressed but can relax.”  
ST8: “I want the teacher to help magnify the font size and if there are videos such as conversation situations, I 
want the teacher to explain orally what happens in the videos. Also, play the game that uses only a little visual 
perception.”  
Another interesting aspect was their perceptions during their transitional period transferring from studying in a 
school for the blind located in their province to studying in the inclusive setting. One of the participants asserted 
that his self-confidence in ELL increased as he felt he was smarter after gaining more English knowledge and 
started to feel enjoyment after discovering that English was not as hard as he earlier thought. Additionally, 
another VIS stated they could gain higher motivation when facing harder lessons while only a few found certain 
difficulties between before and after moving to inclusive schools. 
ST6: “I started to have fun with English, never get bored and can explain the lesson to my classmates which I 
had never done before in English subject. I feel that English is not that hard since I moved into the university.” 
Finally, the VIS were asked questions to provide reflection on the meaning of their ELL in their lives. The VIS 
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expressed their feelings on whether ELL is necessary for them. Through their responses, it can be seen that 
although they have visual limitations, they feel that ELL was an unavoidable subject area that plays a very 
important role in their lives. All of the VIS highly valued ELL by mentioning their awareness of the importance 
of English as an international language and a tool to create equality for the blind. 
ST6: “Being a blind or whoever, we are all humans. We need to live in this diverse society, so English is a tool 
which allows us to communicate with other people. If we think that we are blind, we don’t have to learn English 
that is a huge mistake for limiting our opportunities in working and studying.”  
ST6: “[English] can help a lot. If we can use English, that means we have already removed the wall. Let’s say, 
we are Thai and only speak Thai, and we leave Thailand to go overseas. We cannot communicate with anybody 
even for daily living, [so] we are unable to make it [without English].”  
Lastly, the VIS addressed meaning towards ELL by presenting the importance of ELL for their future. The VIS 
unanimously agreed that learning English was necessary and could make their lives better. 
4.2 English Skills  
The responses towards the VIS’s lived experiences with English skills directly involved the major areas of both 
receptive and productive skills. Generally, listening and speaking skills might be the skills that are assumed as 
the best skills that VIS could acquire and perform. However, the data from the interviews showed that the VIS 
mentioned all four English skills in terms of negative aspects such as their worst or most problematic skills; and 
positive aspects such as comprehension and being their best skills. The statements were grouped and discussed 
skill by skill as the following. 
Table 4. Theme and Subthemes for English Skills 

Theme Subthemes Aspects and Responses

English 
Skills 

Writing a. The worst skill and most difficult as could not see the sentence structures  
b. The most struggle skill with the unknown vocabulary  
c. Being able to write only when learning in braille and could write only familiar 
sentence 

 Reading a. Being unable to use skimming and scanning technique for audio book or during 
the exam  
b. Facing with the unknown vocabulary  
c. The best skill 

 Speaking a. The worst skill as never practiced 
b. Being unable to produce sentence correctly  
c. Considering English speaking as their best skill or the skill they felt fine with. 

 Listening a. Recognizing the language without understanding 
b. Being unable to catch the word  
c. Failing to understand the content when teacher taught in English 

From the responses, the VIS had negative perceptions of their writing ability based on grammar and vocabulary 
knowledge. In other words, they thought that they had low writing ability due to their limited grammatical ability 
and vocabulary knowledge. More than half of the VIS mentioned that writing was their worst and the most 
difficult skill as they could not see the sentence structures and were unable to create the whole sentences. 
However, one of the participants remarked that he was able to write in English if they learned from braille text 
with the restriction on writing only familiar sentences.  
Not only in writing, but the lack of vocabulary knowledge and grammatical rules also hindered the VIS from 
achieving reading skills. The major problems for reading were also the lack of vocabulary size and knowledge, 
including spelling ability and limited understanding of grammatical rules. Especially during assessment in 
reading skills, the VIS were struggling with applying skimming and scanning techniques due to the linear 
direction of braille text reading. Consequently, this caused difficulties moving backward and forward to find the 
answers from the passage in the limited time.  
For speaking skills, the findings seem to be in contrast with the common belief that the VIS would excel at 
speaking and listening skills. Most of the participants admitted that they did not tend to reply to conversation 
during the English class. Nonetheless, there was one VIS who mentioned that he was very good at speaking 
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English when he was in secondary school and felt confident in his English speaking as his best skill. Interestingly, 
the participants, who mentioned that speaking seemed to be their worst skill, had never practiced in class and 
failed to produce sentences when they wanted to reply to the interlocutors.  
Regarding listening skills, some of the VIS could recognize what they heard was the English language, but could 
not understand the meaning and were unable to catch the words in the conversation. Although challenges 
emerged through the experiences in listening skills, the VIS believed that they could make improvements in their 
listening if they kept doing listening exercises regularly.  
4.3 Inclusive Classrooms 
The study also investigated the inclusive settings that were considered as an integral part of the VIS education. 
The findings show how they understand or define the terms ‘inclusive classroom’ and their attitudes towards 
related elements of inclusive education. The statements were clustered into six themes which are (1) 
understanding the concept of inclusive classrooms; (2) learning materials; (3) assistive technology; (4) classroom 
accommodation; (5) classroom engagement; and (6) assessment. 
Table 5. Theme and Subthemes for Inclusive Classrooms 

 Subthemes Aspects and Responses

Inclusive 
Classroom 

Understanding the concept 
of inclusive classrooms  

The aim to provide opportunities for the disabled to live in 
society and allow the society to learn from the disabled. 

Learning materials The difficulties in terms of the time-consuming process in 
producing braille text 

Assistive technology The impracticality of the assistive tools 

Classroom accommodation Being blamed by her peers because she unintentionally 
blocked the other students’ sight  

Classroom engagement Feeling satisfied when doing group tasks 

Assessment  Adjustments provided with time extension  
The VIS expressed their understanding of inclusive education objectives by asserting that studying inclusively 
aimed to provide opportunities for the disabled to live in society and allow the society to learn from the disabled. 
ST2: “This might give the opportunity for the disabled to live in society. I think the blind students get the best 
chance compared to the deaf students. Well, I do not know about other types of the disabled students, but the 
blind student can come out and study with the sighted students.” 
Regarding the relevant factors in inclusive classrooms, responses of the VIS manifested opinions involving 
atmosphere in the classroom, as well as factors directly from their recent ELL involving the learning materials, 
either in their hands or provided by the teachers. The difficulties in terms of the time-consuming process in 
producing braille text were mentioned in the following. 
ST6: “well, if we want to read an English book, there are so many steps to take. We have to bring the text to DSS 
and the staff will produce the braille version for us and that takes ages. After we get the braille version, we have 
to read through, so we will be slower than the class anyway.” 
Another aspect involving the assistive technology, the responses revealed that the tools might or might not be 
considered as functional as they were expected. Generally, the VIS seemed to use braille text as their textbook 
and use slate and stylus for note taking in class. However, these tools seemed to obstruct their ELL due to the 
impracticality while using in class. 
ST7: “When I use slate and stylus, I need to write in codes and it is 4-5 dots for each code. This slows down my 
writing. While writing, I must listen to the teacher which I cannot follow up with, so I use a recorder to record 
the lesson and then type into my notebook as it lasts longer than writing in braille.” 
From the interview, the tools such as smartphones and internet started to be a part of their educational 
experiences in terms of assistive technologies to help them learn when there was no braille text and when they 
could not see written content on the board. Nonetheless, the VIS stated that in their early education lives, it was 
not only the lack of braille text and lack of modified information provided in advance, but there was also the 
prohibition of using smartphones in classes.  
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For their experiences with classroom accommodation, there was one participant who had low vision and she was 
blamed by her peers due to accidentally blocking the sight of other students from what was written on the board. 
For the classroom engagement issue, all participants conveyed positive experiences as none of the VIS 
mentioned problems during the process while being recruited for the group tasks. The VIS expressed their 
satisfaction on being engaged in the classroom and assigned only the easy tasks such as finding information 
online. 
ST7: “For group work, group members will make agreement on the tasks. Sometimes, I just wait for the others to 
assign me what to do. Well, I like giving presentations and I think others get tired of doing other things, and I 
don't have to write.” 
The final aspect in inclusive educational settings was the assessment which required modification in accordance 
with the VIS’s condition. Apparently, most of the educational institutes were fully aware of the accommodations 
required in assessment and provided adequate adjustment appropriately for the VIS.  
ST4: “There were sometimes the teacher told us that if we couldn’t do it, we could change to do other things. For 
example, there was once the teacher gave us the animals’ voices and we had to match the voices with the correct 
animals while the other students did the different test format.”  
5. Discussion 
According to the research findings, despite the awareness of importance of ELL for the VIS in inclusive 
classrooms, the essences of the phenomenon revealed the inadequate supports in ELL and the issues of 
inappropriateness in instructional adjustment and learning materials in inclusive settings. Hence, in this part, the 
findings will be discussed in relation to the pedagogical aspects, English skills, and the situations in inclusive 
classrooms.  
Generally, education provides knowledge and understanding to the learners while the instruction is the process to 
allow the learners to develop their ability and capacity (Karsli, 2007, p. 9). Hence, the instructions which are 
suitable for particular English skills could create the development in ELL among the VIS as a specific group of 
learners. In order to provide content and assistance in accordance with specific needs of the VIS, teachers who 
are responsible to teach this group of students should prioritize the appropriate accommodations towards 
pedagogical skills and attitudes (Nyoni, 2011). The appropriateness of instructional adjustment could be formed 
under the light of how important and necessary ELL is for the VIS. Although all of the VIS agreed that ELL is 
important and provides a number of benefits for them, the VIS should not be expected to master ELL due to the 
different levels of necessity and the function of English that they use in reality.  
According to the difficulties in writing skills regarding grammatical issues, most of the VIS at the university 
level emphasized the benefits of using English braille text in ELL as they could learn sentence structures and 
positions of punctuation in sentences. This could imply that English braille use should be encouraged in learning 
writing skills. For reading skills, the struggle to employ skimming and scanning techniques lead to the 
difficulties in completing reading comprehension tasks during the exam as the VIS reads the passage differently 
from the sighted students and reading back and forth requires a large amount of time. In other words, this was 
linked to the implication that overloading memory of the VIS is required when they work on reading activities or 
exams leading to a more time-consuming process in comparison with the sighted students (Hatton, 2014). In 
terms of listening, although there have been several challenges emerging from limited vocabulary knowledge, 
hearing as reading plays an important role to help improve reading and listening comprehension for the VIS 
(Veispak, 2012). 
To study English in an inclusive classroom, the information from the interviews could be discussed along with 
the actual practice. Regarding the learning materials, the decision whether to create the learning materials had to 
be evaluated under the condition of the expenses, time consumption, and worthiness. At school level, the support 
staff had to check whether the school already had the current braille text used in the English class or not. In the 
classroom, the assistive tools are used to fulfill the auditory ability of the VIS to perform the tasks (Castellano, 
2005). However, not all the vis applied all the types of tools to facilitate their ELL. It depended on the functions 
of the technology in each tool. In the Thai context, the VIS did not own smartphones during their childhood; 
however, if they had, they were not allowed to use smartphones in class. Recently, the attitudes towards using 
smartphones and the internet for education in class seem to be more acceptable. Hence, the findings show that 
most of them used smartphones and the internet to help learning in class. Additionally, to ensure classroom 
engagement, the difficulties in both emotional and pedagogical concerns might have to be considered through 
the perspectives under the conditions of the impairment of the students. (Kocyigit & Artar, 2015). The final issue 
is to figure out the challenges in assessments; collaboration with the special needs schools should be undertaken 
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as more solid measures in terms of providing assistance are needed (OEC, 2006). 
6. Conclusion  
Through the phenomenological study notions, this study provided the lived experiences of the VIS regarding the 
interplay between their ELL and their educational lives in the inclusive classroom setting based on the themes or 
the units of meaning extracted from the in-depth interviews. The essence for this phenomenological study was 
depicted through their expectation towards the pedagogical aspect in ELL and the awareness of how meaningful 
ELL is for their future. More importantly, for disabled students with visual impairment, the findings could 
clearly illustrate the mismatch between the support policies in the equality of education and the deficits in 
practicality when it comes to English Language Learning. However, not all the aspects from the responses were 
negative perceptions. The VIS revealed their positive views of both ELL and the inclusive classroom concept in 
terms of their preferable instructional styles; factors which motivated their achievement in ELL; how they 
employed their language learning strategies; the English skills; and the accommodation in assessment. Therefore, 
the future research should be devoted to both investigation of the challenges and weaknesses of VIS ELL, and 
looking for supportive measures to affirm the strengths in ELL of the VIS. 
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Appendix A  
Sample Questions for the Interview Guide for the Visually Impaired Students 
Questions Set One 

Item Interview Questions 
1. Could you please tell me about yourself?
2.  What do you think is the difference (or challenge) growing up with a decreased ability 

to see? 
3. How does your current visual level affect your daily life and most significant in what 

aspect? 
Questions Set Two 

Item Interview Questions (English Language Learning)

1.  Could you please tell me about your background on your English language learning? 
2. If the visual limitation impacts your learning, please explain in both positive and negative 

ways. 
3.  What were the problems in learning English due to the visual limitation?  

How did you handle with those situations? 
4.  During the study of English, what kind of instructional method or activity do you think 

help you learn the most? 
Questions Set Three 

Item Interview Questions 

1.  As a VIS, how has your ELL been so far and how will English benefit you after the 
graduation? 

2.  What is your expectation on studying English in an inclusive classroom? 
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