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Abstract

The aim of this literature review was to examine strategies and pedagogical adjustments used
in English as a Foreign Language (EFL) classroom to support students with disabilities, with a
particular focus on neurodevelopmental disorders. Previous research indicates that English
teachers often feel uncertain about how to provide appropriate support and seek more guidance
on inclusive practices. 15 studies published between 2015 - present were reviewed which
examine how teachers can support students with neurodevelopmental disorders (NDD) in the
English as a Foreign Language (EFL) classroom. The review discusses the practical
implications of these strategies within EFL classrooms and evaluates their suitability for the
Swedish context. The review highlights the need for further research, particularly studies that
improve understanding of how stigma affects students with neurodevelopmental disorders in

educational settings and how it shapes parental engagement and advocacy.
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1 Introduction

It is difficult to ensure that all students can access and benefit from language learning
on equal terms without effective inclusion practices, particularly for students with a
neurodevelopmental disorder (NDD). Consequently, inclusive education has become a
defining principle of modern language teaching and is closely aligned with the United
Nations’ Agenda 2030 for Sustainable Development, which emphasizes equitable and
inclusive quality education for all learners (United Nations, 2015).

Worldwide, approximately 13.9% of children are affected by some type of disability
(World Health Organization & UNICEF, 2023). In Sweden, around 28% of children aged 11—
15 report having a chronic health condition, which may include disabilities or other health
challenges affecting their daily functioning and learning (OECD, 2023). This is especially
relevant for subjects such as English, which is a core subject in Sweden. Students are required
to pass English 5 and 6 at Upper Secondary School to attend university. Consequently, this
places responsibility on educators to provide tailored support and learning adaptations for all
students (Gymnasium.se, 2023).

Previous research (Song, J. 2016; Yada & Savolainen, 2017; Skolinspektionen, 2022)
determined that English teachers express uncertainty regarding how to provide appropriate
support to students with disabilities. Teachers often fail to identify and remove barriers to
learning. Education teachers often report higher confidence in their overall teaching abilities
but express less positive attitudes toward inclusion, whereas special education teachers tend to
feel more positive about inclusive practices but less confident in managing diverse classrooms
(Song, J. 2016). The Swedish Schools Inspectorate (Skolinspektionen, 2022) revealed that two
out of three schools examined had serious deficiencies in the quality of education for students
with neurodevelopmental disorders. The report highlighted that teachers often fail to identify
and remove barriers to learning, such as lack of structure, reminders, or adapted learning
tools. The observations and conclusions presented in the report are based on the schools that
were reviewed and are not intended to provide a comprehensive national overview of the
situation. Nonetheless, the findings underscore the importance of improving teacher
awareness and accessibility measures to better support students with neurodevelopmental

disorders.



In multiple studies, teachers consistently emphasize the need for additional in-service
training to better support students with disabilities and strengthen collaboration among
colleagues (Yada & Savolainen, 2017). As such, it is likely valuable for teachers to acquaint
themselves with what does or does not work to ease these students’ journey into language
acquisition.

The aim of this study was to explore how teachers can support students with
neurodevelopmental disorders (NDD) in the English as a Foreign Language (EFL) classroom.
The study will particularly investigate the ways in which teachers adapt their teaching
strategies and classroom adaptations to foster inclusion for students with NDD. Thus, this
study will focus on teacher support in classroom settings and learning methodologies for
individuals with disabilities that may enhance students’ academic performance. Research on
NDD has undergone many rapid transformations, rendering some older studies outdated.
Moreover, research on students with NDD in English as a Foreign Language (EFL) context
has, until recently, been an underexplored topic. Therefore, the literature review encompasses
publications from 2015 to present, with the end date chosen to encompass all currently
available and forthcoming studies. This review will be guided by the following research

questions:

1. What classroom adaptations have been researched for students with NDD in EFL/ESL
learning over the last ten years?

2. What teaching support is suggested by research to help students with NDD in the EFL
classroom?

3. What factors influence teachers’ ability to support students with NDD in EFL/ESL

classrooms?



2 Method

In this section, I detail the methodology of our literature review. Section 2.1 describes the
inclusion criteria, followed by a presentation of the search terms and databases in Section 2.2.
Finally, Section 2.3 explains the process used to determine which articles are included in the

thesis.

2.1 Inclusion Criteria

The search results were determined based on four inclusion criteria, as follows: 1) studies
conducted in EFL or ESL learning environments; 2) studies addressing disabilities; 3) studies
examining adjustments in the learning environment; and 4) studies published within the past
decade (2015—present). These criteria ensured relevant and up-to-date results. I focused on
research highlighting support for students with an NDD in EFL and ESL contexts that are

comparable to Swedish classrooms.

2.2 Databases and Search Terms

Two databases were chosen, namely, Education Resources Information (ERIC) and Education
Collection, to ensure reliable and peer-reviewed publications. The databases were chosen for
their relevance to education research. ERIC was selected as a leading database in the field of
education, and Education Collection complemented ERIC by covering studies not indexed
there.

The two databases are provided by different suppliers, which ensured access to a
wider range of sources and reduced the risk of missing relevant studies. Both databases were
filtered to include only peer-reviewed, English-language publications within the selected time
span. I tested different terms and adjusted our systematic search by exploring different
combinations of keywords to achieve a broader variety of sources. For example, I found out
that the search terms feacher and support would give fewer results than classroom when
combined with the search terms students with Neurodevelopmental Disorders. Finally, the

search was limited to studies published in English.



The search terms used for this review are presented in Table 1. The searches were filtered for
peer-reviewed publications in English and within the selected time span, 2015—present, to
identify studies relevant to this literature review. The searches facilitated the selection of

research focused on teaching strategies for students with disabilities in EFL and ESL contexts.

Table 1. Search terms on the database ERIC and Education Collection

Search term/s Number of results Number of results
(ERIC) (Education
Collection)
(neurodiversity OR neurodiverse OR autism OR autistic | 6

OR adhd OR dyslexia) AND (efl OR English as a foreign
language OR ESL) AND scaffolding

(neurodiversity OR neurodiverse OR autism OR autistic 34 154
OR adhd OR dyslexia) AND (efl OR english as a foreign
language OR ESL) AND classroom

(neurodiversity or neurodiverse or autism or autistic or 10 83
adhd or dyslexia) AND (efl or english as a foreign
language or ESL) AND (teacher and support)

(neurodiversity or neurodiverse or autism or autistic or 0 5
adhd or dyslexia) AND (efl or english as a foreign
language or ESL) AND (ZPD or Zone)

(efl or english as a foreign language or ESL) AND (ZPD 224 1154

or Zone)

2.3 Study Selection Process

As shown in Table 1, the search terms: “Neurodiversity or neurodiverse or autism or autistic
or adhd or dyslexia or neurodivergent” & “classroom” generated 34 results in ERIC and 154
results in Education Collection. I analyzed the abstracts, and 18 were deemed potentially
relevant for inclusion in this review. The studies that were subsequently excluded met at least
one of the following criteria: they did not focus specifically on classroom interventions, they
involved participants outside the target educational level, or they were published in sources

not classified as sufficiently peer-reviewed.



I applied the snowball technique (Ridley, 2012, p. 56), which involves examining the
reference lists and citations of key articles, as part of the study selection process. This
technique allowed me to identify additional relevant studies.

While this review provides an overview of research on neurodiverse learners in
classroom settings, it is limited by its focus on teacher perspectives and by including studies
from a variety of international contexts, such as Asia, which may not fully align with the
Swedish educational setting. Additionally, the relatively small number of high-quality studies
included may not fully capture the diversity of experiences across different educational
systems, and there remains potential for publication bias.

Finally, the Norwegian Register for Scientific Journals, Series and Publishers was
used to assess the quality of the publication channels of selected studies. Only studies
classified at level 1 (high-quality experimental studies) and level 2 (well-designed quasi-
experimental studies) were included. By doing so, I made sure the review focused on credible

and relevant research.

3 Background

The terminology used to describe neurodevelopmental disorders is conducive to the study of
educational practices. This section provides definitions of key terms to establish the
conceptual framework for this literature review. The last subsection outlines Swedish

legislation and policy for students with disabilities.

3.1 Defining Disability

The UN Convention on the Rights of Persons with Disabilities (Article 1) defines disability as
a condition that may limit an individual’s full participation in everyday life (United Nations,
2006). The International Statistical Classification of Diseases (ICD) categorizes disabilities
based on their impact on the mind or body (World Health Organization, 2024). In this review,
disability refers specifically to neurodevelopmental disorders (NDD), which are conditions
that affect cognitive, social, or emotional functioning and may influence learning in EFL/ESL
classrooms. The definition enables this review to address research questions concerning
classroom adaptations, teaching support, and factors influencing teachers’ ability to support

learners with these conditions.



3.1.1 Neurodevelopmental disorders

Neurodevelopmental disorders (NDD) are a group of conditions that emerge during the
developmental period and are characterized by difficulties in personal, social, academic, or
occupational functioning (American Psychiatric Association, 2013). These disorders typically
involve impairments in areas such as attention, communication, and learning. Common
examples include attention-deficit hyperactivity disorder (ADHD), autism spectrum disorder
(ASD), and specific learning disorders such as dyslexia.

The Swedish National Agency for Education (2024) defines neurodevelopmental
disorders (NDDs) as conditions that affect cognitive, social, emotional, or behavioral
functioning, often impacting learning, communication, and daily life skills. NDDs encompass
a range of disorders, such as intellectual disabilities, autism spectrum disorder, attention-
deficit/hyperactivity disorder, and dyslexia. Individuals with NDDs are not a homogeneous
group, and their abilities, challenges, and support need vary widely. Some may require
additional time, structured guidance, or specialized strategies to acquire new skills, navigate
social interactions, or manage everyday tasks. Early identification and tailored interventions
are crucial for supporting the development, learning, and well-being of individuals with

NDDs, enabling them to participate more fully in educational and social settings.

3.1.2 Dyslexia

Carroll et al. (2025) describe dyslexia as a neurodevelopmental disorder that affects the
development of accurate and fluent reading, spelling, and decoding skills. It arises from
difficulties in processing the phonological components of language, rather than from deficits
in intelligence or educational opportunity. The authors emphasize that dyslexia exists along a
continuum of reading ability, varying in severity across individuals rather than functioning as
a discrete condition. The Special Education School Authority (SPSM, 2025) reports that
general reading and writing difficulties affect individuals who struggle with literacy skills
regardless of the underlying cause, occurring in approximately 2025 percent of the
population in Sweden. These difficulties may result from neurodevelopmental disorders,
cognitive challenges, inadequate instruction, limited practice, a different first language, or
hearing and vision impairments. These difficulties can often be significantly reduced with

appropriate reading and writing training and targeted classroom adaptations.



3.1.3 Attention-Deficit Hyperactivity Disorder

Attention-Deficit Hyperactivity Disorder (ADHD) is a neurodevelopmental condition
characterized by persistent patterns of inattention, hyperactivity, and impulsivity that interfere
with learning and daily functioning (American Psychiatric Association, 2013).

A meta-analysis published in 2023 found that the global prevalence of ADHD among
children and adolescents is approximately 8%, making it one of the most common
neurodevelopmental disorders worldwide (Ayano et al., 2023). The growing incidence of
ADHD, often accompanied by comorbid conditions such as anxiety and depression, presents
challenges in educational contexts. Learners with ADHD in EFL/ESL classrooms may
struggle with sustaining attention, managing impulses, and organizing tasks, which can hinder
language acquisition and classroom engagement if appropriate instructional support is not

provided.
3.1.4 Asperger Syndrome

Students with Asperger Syndrome (AS) experience challenges in communication, social
interaction, emotional regulation, and the ability to manage daily routines. They may also find
it difficult to build interpersonal relationships and engage in imaginative or abstract thinking
(Hanley-Hochdorfer et al., 2010; Volkmar & Klin, 1998). Asperger Syndrome (AS) is a
neurobiological condition classified within the autism spectrum and is commonly described as
a form of high-functioning autism (Murphy, 2001). The Special Education School Authority
(SPSM, 2025) explains that Asperger Syndrome (AS) is characterized by difficulties in social
interaction and communication, accompanied by restricted and repetitive patterns of behavior,
interests, and activities. There is considerable variation within the syndrome, in which
functions and behaviors are affected, and it is also common for children with autism to have
additional co-occurring disabilities. It is important to note that in the Diagnostic and
Statistical Manual of Mental Disorders, Fifth Edition (DSM-5; American Psychiatric
Association, 2013), Asperger Syndrome is no longer recognized as a separate diagnosis but is

included under the broader category of Autism Spectrum Disorder (ASD).

3.2 Swedish Legislation and Policy for Students with Disabilities

This section provides an overview of the legal and policy framework governing the education
of students with disabilities in Sweden. However, Swedish legislation and educational

policies regarding students with disabilities are extensive. Consequently, to maintain focus



and relevance, only key laws and policy documents that directly impact students with
neurodevelopmental disorders in educational settings are considered. The emphasis is placed
on frameworks that have practical implications for EFL and ESL classrooms and allowing the
discussion to remain targeted and manageable while highlighting the most pertinent guidance
for supporting inclusive practices.

The syllabus for English in Upper Secondary School (2021) highlights that students
should be able to communicate in diverse, clear, and coherent ways, demonstrating some
fluency and the ability to adjust their language to suit purpose, audience, and context.
Students are also expected to develop and refine their own communication skills (Swedish
National Agency for Education, 2021). It is crucial that teachers provide appropriate support
to help students meet these learning objectives considering that neurodevelopmental disorders

can impact reading, writing, communication, and the expression of ideas and feelings.

The syllabus for English in Upper Secondary School (2021) specifies that students should

develop skills in:
1. Understanding spoken and written English, including interpreting content.

2. Expressing themselves and communicating in English through speech and
writing.

3. Using different language strategies appropriately across various contexts

There are no official statistics on the proportion of students with disabilities, since schools are
not permitted to collect data on health status or disability. Statistics are only collected for
students in need of special support, which does not necessarily correspond to having a
diagnosed disability. However, support is based on individual needs (European Association of
Service Providers for Persons with Disabilities, 2019). According to the Swedish Education
Act (2010, Ch. 3, Sec. 10), support should be provided to students experiencing difficulties in
learning, regardless of whether they have a formal disability diagnosis. This legislation
underlines that the obligation of support is based on individual needs rather than a formal
health classification. Schools are required to assess each student’s situation and ensure that
support is delivered promptly and to the extent necessary.

The findings of school evaluations conducted by the Swedish Schools Inspectorate
(Skolinspektionen, 2022) explain the current state of inclusive education for students with

neurodevelopmental disorders in Sweden. These thematic quality reviews assess how well



schools support students with diverse needs, particularly in creating accessible learning
environments.

The 2022 review focused on students with neurodevelopmental disorders in grades 7
to 9 across 30 schools, including both municipal and independent schools. It found that two
out of three schools had significant deficiencies in the quality of education, while nearly one-
third demonstrated high-quality practices, showing that accessible learning environments are
achievable. Observations revealed that teachers often fail to identify and remove barriers such
as lack of structure, reminders, or adapted learning tools. Furthermore, some staff exhibited
negative attitudes toward students with neurodevelopmental disorders, which can exacerbate
stigma and hinder learning. These findings highlight the importance of teacher awareness,
collaboration, and systematic strategies to ensure inclusive and supportive classrooms.

The Swedish Schools Inspectorate (Skolinspektionen, 2022) highlights that schools
are responsible for promoting students’ health and ensuring access to knowledge about well-
being. The Inspectorate conducts thematic quality reviews to evaluate educational practices
against national goals, guidelines, and research. Findings are based on the institutions
reviewed and aim to support all students’ right to a high-quality education in a safe learning
environment. Despite these legal requirements, the evaluation found that many schools do not
consistently fulfill their obligations, indicating a gap between policy and practice.

The Swedish Schools Inspectorate (Skolinspektionen, 2022) reports that the greatest
areas for development in the schools reviewed concern the creation of an accessible learning
environment, particularly in relation to challenges associated with neurodevelopmental
disorders. The most frequently noted development need relates to pedagogical accessibility,
emphasizing the importance of improved collaboration between teachers and student health
services. Additionally, many schools require further development in the work of principals to
ensure that barriers in the learning environment are identified and removed. This includes
establishing systematic approaches to accessibility, ensuring staff have knowledge of
neurodevelopmental disorders, and enabling teachers to apply this knowledge to make
instruction more accessible for students. Among the 30 schools reviewed, eight were
assessed as providing high-quality work. These schools were characterized by staff having
strong knowledge of neurodevelopmental disorders and an understanding of how to adapt the
learning environment accordingly.

Student health teams actively support teachers in creating accessible learning

environments and have special education staff playing a central role. Principals in these



schools facilitate collaboration among staff and guide efforts toward clear objectives in
developing inclusive and accessible learning environments.

According to the Swedish National Agency for Education (2024), students with
disabilities have multiple pathways through the education system, from preschool to
adulthood. Decisions about these pathways should be guided by the individual’s abilities and
preferences, with the aim of supporting their development and preparing them for an
independent and participatory adult life. Employment and the ability to support themselves
are central to inclusion and social participation, which requires ongoing collaboration between
schools and workplaces throughout the student’s education. Parents and guardians play a
crucial role in this process and should receive clear, objective information about available
options, particularly during school transitions or when changing educational forms. Support
and guidance are essential to help them understand this information and make well-informed

choices.

4. Findings

The purpose of this section is to highlight the findings of the included studies concerning
teacher support, the adaptations and strategies employed, and the impact of these approaches
on students with Neurodevelopmental Disorders (NDD) in EFL classrooms. The findings of
this literature review are presented as follows: Section 4.1 addresses studies on students with
non-physical disabilities and teacher support in EFL classrooms, Section 4.2 examines
students with physical disabilities in EFL contexts, and Section 4.3 considers students with
both non-physical and physical disabilities and the associated teaching strategies. Each

section concludes with a comparison of the studies.

4.1 Disabilities

4.1.1 Learners with Dyslexia

Ozgelik and Elverici (2024) investigated English language teachers’ awareness and
preparedness regarding dyslexia using the DysTEFL-Needs Analysis Questionnaire. The
questionnaire consists of four parts: 1) teacher background (e.g., grade level, experience,
degree), 2) assessment of teachers’ preparedness to include dyslexic EFL learners, 3)
questions on prior dyslexia education, inclusive teaching methods, and professional

development needs, and 4) an open-ended section for additional comments.



The participants were 180 English language teachers in Tiirkiye. Teachers’ knowledge of
dyslexia was assessed through the questionnaire. Demographic information, including
whether teachers had dyslexic learners in their classes, was also collected. A total of 33.9
percent of the participants had experience in teaching classes with dyslexic learners, with the
majority working in private schools. Some students may remain undiagnosed due to stigma
associated with dyslexia, a lack of obvious symptoms, or limited awareness of dyslexia
among parents and teachers. The results indicated that 8.9 percent of the teachers did not
believe English language teachers should hold high expectations for learners with dyslexia,
which the authors suggest is a lack of awareness regarding the capabilities and potential of
these students. Ozgelik and Elverici (2024) suggest that the teachers were uncertain in their
ability to provide instructions adapted to students with dyslexia and concluded that it is
essential to ensure that teachers have adequate knowledge of inclusion and learning
difficulties, including dyslexia, to support dyslexic learners in the classroom. The authors
claim that teachers’ knowledge and attitudes toward learning disorders significantly affect the
success of students with dyslexia. Staff development can be implemented at the school or

regional level to support groups of teachers in effectively addressing these challenges.

Knowledge and attitudes toward learning disorders to the practical effects and
consequences of teaching methods are also echoed in a study by Helen Ross (2019),
investigating the effectiveness of family—school collaboration in supporting dyslexic learners’
language learning and overall achievement. This study was conducted at an academy in south-
west England for students aged 11-18 and data were collected through semi-structured
interviews with ten parents, primarily conducted in the family home. The interviews explored
participants’ understandings of dyslexia, its impact on their children, and their experiences of
school-based support and access to resources. Ross (2019) implies that parents’ understanding
of dyslexia affects how parents communicate and interact with teachers and school about the
condition and consequently being able to engage productively.

Similarly, Abu Rabia and Salfety (2021) underline that parental awareness and
attitudes toward dyslexia can significantly affect whether children receive proper support. “It
should be reminded that there may also be students who may not be diagnosed with dyslexia
due to the families' considering dyslexia and other special needs as stigmatizing their children
and resisting to get their children examined.” (Abu Rabia & Salfety, 2021, pp. 96). However,

Abu Rabia and Salfety (2021) explain that some children may remain undiagnosed because



they do not display obvious signs of dyslexia, and both parents and teachers may be unaware
of or uninformed about the symptoms.

Abu Rabia and Salfety (2021), investigated the reading comprehension of 180 sixth-grade
EFL students with dyslexia in an English intervention program. A total of 90 dyslexic
students took part in an intervention group, while the other half formed the control group. The
investigators implemented an intervention program designed to support EFL learners with
dyslexia through structured and gradual skill development. The program addressed key
linguistic and literacy areas. Visual aids such as posters and cards were used to support
learning. Each stage contained multiple lessons, including homework tasks and worksheets, to
ensure an individualized learning pace.

Abu Rabia and Salfety (2021) indicated that the dyslexic students improved their
second language proficiency, which the authors attribute to participation in a focused EFL
intervention program. The findings revealed that the students with dyslexia who participated
in the intervention program demonstrated improvement in several areas of foreign language
learning, including syntactic awareness, writing, phonological awareness, reading fluency,
vocabulary, reading comprehension, and phonological decoding. The results further showed
that students with mild and moderate dyslexia exhibited greater progress across all assessed
skills compared to those with severe dyslexia. Another notable finding is that the EFL
intervention enhanced not only foreign language skills but also native language abilities
among readers with dyslexia, including reading of vocalized and non-vocalized words,
orthographic processing, memory, and comprehension, whereas no such improvements were
observed in the control group. This also shows that reading and comprehension skills can be
transferred across languages. Abu Rabia and Salfety (2021) highlighted the diverse nature of
dyslexia, with learners demonstrating mild, moderate, or severe difficulties across lexical,
phonological, and visual domains. From a pedagogical perspective, acknowledging this
variability is crucial for designing targeted interventions that meet the specific needs of
dyslexic students.

Aligned with the studies by Ozgelik and Elverici (2024) and Ross (2019), the study by
Abu-Rabia and Salfety (2021) emphasizes the importance of raising awareness among
parents, educators, and school staff regarding the value of tailored programs, which can

enhance overall literacy skills.



The studies by Ozcelik and Elverici (2024), Ross (2019), and Abu-Rabia and Salfety
(2021) all investigated teaching methods and strategies for supporting EFL students with

dyslexia.

The studies contrasted in focus and implementation: Ozgelik and Elverici (2024)
examined teachers’ knowledge and attitudes toward learning disorders and its effects on
students with dyslexia; Ross (2019) explored parents’ understanding of dyslexia affects how
parents communicate and interact with teachers about the condition; and Abu-Rabia and
Salfety (2021) highlighted the improvement of dyslexic students that participate in focused

EFL intervention programs.

4.1.2 Learners with Autism Spectrum Disorder or Asperger Syndrome

This section will concern the studies and research done with regards to EFL students who
have some form of Autism Spectrum Disorder (ASD), including the diagnosis Asperger’s
syndrome. For the purposes of this literature review, these conditions are treated
interchangeably, although some studies specifically focus on learners with Asperger’s
syndrome. The reviewed studies explore how teachers adapt their methods and learning
environments to meet the needs of students on the autism spectrum and how these adaptations
influence language learning outcomes.

Yphantides (2022) studied EFL teachers’ experiences with students diagnosed with
neurodevelopmental disorders (NDD) at Japanese universities. The author interviewed eight
teachers who had engaged with special needs education, aiming to understand their
perceptions of inclusion and identify factors that influence their confidence in teaching
students with NDD. The study specifically focused on how teachers’ self-efficacy affects their
ability to support inclusive learning and involved one-on-one interviews with eight
purposively selected teachers, including four Japanese and four non-Japanese instructors. The
data were manually coded into thematic categories based on a self-efficacy framework that
includes mastery experiences, vicarious experiences, social persuasion, and emotional states.

The findings of Yphantides (2022) indicate that EFL teachers at Japanese universities
often report low self-efficacy when working with students facing learning challenges. Many
teachers felt they lacked the knowledge and skills to accommodate these learners effectively
and had limited access to professional support. Communication with diversity and inclusion
staff was also minimal. The key factors hindering communication included linguistic and

cultural barriers, stigma, and uncertainty about how to contact support personnel. However,



despite these challenges, some teachers demonstrated resourcefulness by seeking
opportunities to collaborate with available support staff and connect educators with
specialized support services.

Yphantides (2022) determines that enhancing teacher training is a critical step toward
fostering inclusion for students with learning challenges. English teachers fill a key position
to identify and support students who may require individualized assistance. The study
highlights several practical strategies, including holding awareness-raising workshops at the
start of each semester, encouraging teachers, students, and counsellors to plan support
together. Stigma emerged as a central challenge for teachers’ willingness to engage with
students and students’ readiness to share relevant information. Therefore, Yphantides (2022)
emphasizes that practical steps, such as creating supportive departmental cultures and
enabling teachers to model inclusive practices, can help reduce stigma and encourage
meaningful cooperation among teachers and students with learning differences making EFL
classrooms more inclusive and effective.

In a related study, Chen (2024) examined the impact of storytelling classes on the
English comprehension and oral production of a young Taiwanese learner diagnosed with
Asperger Syndrome (AS). The study employed a case study design collecting data through
classroom observations and questionnaires. Classroom observations included both verbal and
nonverbal interactions. Data were gathered from questionnaires, open- and close-ended
questions, clinical consultation documents, and self-reports from the participant’s mother,
providing information on background, language learning experiences, and cognitive and oral
abilities.

The findings revealed that the participant demonstrated a high level of interest in
learning English through storytelling and actively engaged with both the material and the
instructor. The participant was able to comprehend the stories and respond to related
questions with moderate to high accuracy and often used cognitive strategies such as
repetition of key words to aid understanding.

Chen (2024) suggests that the results indicate storytelling classes can be an effective
pedagogical approach for supporting language comprehension and oral production in learners
with AS and offer insights for educators seeking to enhance inclusive second language
instruction. The participant’s responses indicate moderate comprehension and oral
production, correctly answering 41.6% of questions in English and 20.8% in Chinese, which
Chen (2024) explains demonstrates that participation in the storytelling class supported their

understanding and language output. Classroom observations showed the participant could



follow English instructions, use verbal and non-verbal responses, and switch between English
and Chinese when needed, with the highest engagement during storytelling activities.

Both Yphantides (2022) and Chen (2024) emphasize the importance of support for
students with neurodevelopmental disorders in EFL settings. Yphantides (2022) examined
teachers’ self-efficacy in higher education and highlighted the need for training, collaboration
with support staff, and strategies to reduce stigma. Chen (2024) focused on a young learner
with AS in a storytelling class and demonstrated how structured activities can improve
comprehension and oral production. Together, these studies show that effective support

requires both well-prepared teachers and engaging tailored learning activities.

4.1.3 Learners with ADHD or ADD

Teaching EFL students with ADHD or ADD presents unique challenges due to difficulties in
attention, behavior regulation, and task management. Research has explored how teachers can
adapt instruction and employ strategies, such as gamified learning, to support these students.
This section highlights studies investigating the effectiveness of such approaches specifically
in the EFL classroom and their impact on students’ language learning, engagement, and
classroom behavior.

Mohamed, Shaaban, and Jmaiel (2024) explored EFL special education teachers’
perspectives on the use of game-based learning for students with ADHD behavioral disorders.
This study highlights the potential of game-based learning to improve both academic and
behavioral outcomes, emphasizing teachers’ views on its benefits, challenges, feasibility, and
acceptance, and providing insights to inform evidence-based strategies for supporting students
with ADHD in EFL contexts. This study contributes to the field by offering insights that can
assist teachers in developing and refining evidence-based game-based learning strategies
adapted for students with ADHD. A total of 131 EFLSE teachers (59 males, 72 females)
across preschool, elementary, and preparatory levels participated in the study. Data were
collected through a questionnaire developed from a literature review, which explored
teachers’ perceptions of the benefits, challenges, and implementation of game-based learning
for students with ADHD, as well as demographic information. Participants could complete the
questionnaire online or on paper, and descriptive statistics were used to summarize the
sample’s demographic and experiential characteristics. According to the results, EFLSE
teachers perceived game-based learning as a valuable tool for engaging ADHD students and

maintaining their focus throughout activities.



Although implementation difficulties and the need for individualized adaptations were
identified as potential obstacles, teachers reported multiple advantages, including improved
problem-solving abilities, collaborative learning, enhanced assessment strategies, and
strengthened academic skills.

Similarly, Carrion-Robles and Espinoza-Celi (2024) investigated strategies for
teaching English as a foreign language to an ADHD student in southern Ecuador. The study
examined how different teaching strategies influenced the learner’s behavior and academic
performance. This research involved an 8-year-old student in the third grade within a class of
25 students, none of whom displayed behaviors indicative of a neurodevelopmental disorder.
Data were collected through pre- and post-tests, classroom observation checklists, and
surveys administered to both the main teacher and a pre-service teacher. Carrién-Robles and
Espinoza-Celi (2024) found that teaching English language skills to an ADHD student
presented specific challenges. The first survey indicated that reading, writing, listening, and
speaking were difficult to teach because the student had trouble organizing thoughts and
producing coherent ideas. Extended responses and tasks involving complex language were
particularly challenging. In contrast, vocabulary learning was easier for the student, which
allowed for academic progress in this area. The teacher also noted that the student’s ADHD-
related behaviors affected learning compared to peers. Common behaviors included
restlessness, difficulty staying quiet, moving between chairs, interrupting others, disorganized
materials, and limited attention. These behaviors highlight the need for teaching strategies that
accommodate the unique learning styles of ADHD students in EFL classroom:s.

Carrion-Robles and Espinoza-Celi (2024) indicate that a learning activity was
particularly effective when students were rewarded with points, tokens, or other incentives, as
this approach motivated the student to complete tasks promptly and increased engagement
with the learning material. The authors also note that short, structured activities can support
the engagement and focus of students with ADHD in the EFL classroom. Teachers may use
learning support, such as timers, to indicate the beginning and end of each activity. This helps
students to manage their time and maintain attention. These strategies provide guidance
without overloading learners and thereby promoting participation and effective learning.

Recent research indicates that similar approaches can be effective for older learners as
well. Jia et al. (2024) reported on the potential value of digital game-based vocabulary
learning (DGBVL) in supporting EFL students’ vocabulary acquisition for students with
ADHD.



The study employed a quasi-experimental design to investigate the long-term effects of digital
game-based vocabulary learning (DGBVL) on both receptive vocabulary (RV) and productive
vocabulary (PV) within the language classroom. The findings suggest that game-based
learning can effectively enhance vocabulary development in EFL learners, thus highlighting
its potential applicability for older students with ADHD. Similarly, Jia (2024) displayed that
digital game-based vocabulary learning significantly improved language acquisition among
8th-grade students aged 12 to 14. Following this approach, Lee (2025) suggests that game-
based interventions can be adapted to suit the developmental and cognitive needs of older
students with ADHD. Unlike the quasi-experimental design used by Jia et al. (2024), which
investigated the effects of digital game-based vocabulary learning on EFL students’ language
development, Lee’s (2025) study adopted a systematic review approach. Lee’s (2025)
systematic review carries effective implications for EFL contexts. The study highlights that
structured stimulating game-based activities can help students with ADHD maintain focus
and achieve more consistent learning outcomes. The findings primarily govern that game-
based interventions can enhance the short-term memory, working memory, and cognitive
skills that are crucial, not only for overall development, but also for successful language
learning.

The studies by Mohamed, Shaaban, and Jmaiel (2024), Carrién-Robles and Espinoza-
Celi (2024), Jia et al. (2024), and Lee (2025) explored classroom adaptations and teaching
support for EFL learners with ADHD. Mohamed et al. (2024) emphasized teachers’
perceptions of the advantages and challenges of game-based learning for maintaining
students’ attention, Carrion-Robles and Espinoza-Celi (2024) demonstrated that short,
structured, and reward-based activities can strengthen motivation and focus. Similarly, Jia et
al. (2024) found that digital game-based vocabulary learning promotes sustained engagement
and improved language acquisition, suggesting its broader applicability in EFL contexts.
Complementing these findings, Lee’s (2025) systematic review provided broader evidence
that game-based interventions enhance cognitive functions such as working memory offering
valuable teaching support strategies. In aggregate, these studies emphasize the effectiveness
of game-based and digital approaches as ways to adapt classroom environments for students

with NDD.



5 Discussion

This section presents a discussion of the three research questions that form the basis of this
literature review, in relation to the findings described in Section 4. Section 5.1 discusses the
first research question, Section 5.2 the second, and section 5.3 the third research question.
Section 5.4 considers the pedagogical implications for English as a Foreign Language (EFL)

classroom.

5.1 Classroom Adaptations for Students with NDD in EFL/ESL Learning

The studies examined indicate that schools’ efforts to create accessible learning environments
for students with neurodevelopmental disorders have become increasingly central, particularly
in Sweden over the past decade. However, the majority of studies reach a similar conclusion;
despite a growing body of research on inclusive practices and classroom adaptations, the
practical implementation of these approaches within EFL settings remains inconsistent and
often insufficient. A recurring theme across the reviewed studies is the emphasis on
individualized and flexible instructional adaptations to accommodate students with
neurodevelopmental disorders. Research highlights that strategies such as gamified learning (Jia
et al., 2024; Lee, 2025), visual scaffolding, and multimodal instruction (Casas Trujillo, 2021)
can effectively enhance engagement and comprehension among EFL learners with attention or
processing difficulties. However, despite the promising outcomes demonstrated in these studies,
many teachers still struggle to translate such strategies into consistent classroom practice
(Skolinspektionen, 2022; Sowell & Sugisaki, 2020). This discrepancy suggests that while the
pedagogical principles behind inclusive teaching are increasingly well understood, their
sustained implementation in EFL classrooms often depends on contextual factors such as
teacher training, time, and institutional support.

The type of adaptation required often varies according to the student’s specific
neurodevelopmental profile. For example, research on students with ADHD or ADD
emphasizes the importance of structured routines, task segmentation, and interactive learning
methods to sustain attention and reduce behavioral disruptions (Jia et al., 2024; Lee, 2025). In
contrast, students with dyslexia benefit more from explicit phonological instruction, multimodal
input, and assistive technologies such as text-to-speech tools and visual glossaries (Casas
Trujillo, 2021). Meanwhile, students on the autism spectrum may require predictable lesson
structures, visual schedules, and clear social communication norms to facilitate participation

and reduce anxiety (Sansano & Jiménez-Fernandez, 2024).



These examples illustrate that while inclusive EFL practices must be grounded in universal
design principles, they also require individualized adaptations tailored to each learner’s
cognitive and linguistic profile.

Overall, the research demonstrates that while numerous classroom adaptations for
students with NDDs have been identified and tested, their practical implementation in EFL
contexts remains uneven. Teachers often acknowledge the effectiveness of these strategies but
struggle to apply them consistently due to limited time, training, and institutional support
(Skolinspektionen, 2022; Sowell & Sugisaki, 2020). Consequently, there remains a gap between
theoretical understanding and classroom practice. This highlights the need for sustained
professional development and structured guidance to help teachers transform research-based
adaptations into everyday teaching routines, which is an issue further explored in Section 5.2,
which addresses the kinds of support educators need to effectively assist students with NDDs in

the EFL classroom.

5.2 Teaching Support Strategies for Students with NDD in the EFL

Classroom

Research question two explores what kinds of teaching support have been suggested to help
students with neurodevelopmental disorders (NDDs) in the EFL classroom. Studies consistently
highlight that teachers require pedagogical support to effectively meet these learners’ needs.
Access to special education expertise, collaboration with student health teams, and continuous
professional development are particularly identified as crucial enablers of inclusive practice
(Yada & Savolainen, 2017; Skolinspektionen, 2022). Despite increasing awareness of inclusive
teaching methods, many educators report uncertainty about how to apply research-based
strategies in language instruction. Targeted training, collegial collaboration, and institutional
backing are therefore essential to bridge the gap between theory and practice and to ensure that
inclusion is not merely an educational ideal but an achievable reality within the EFL classroom.

Several studies point to concrete ways in which teachers can be supported to meet the
needs of students with NDDs in EFL settings. Professional development programs that focus
on inclusive pedagogy, differentiated instruction, and neurodevelopmental disorders have
been shown to increase teacher’ confidence and effectiveness (Song, 2016; Yada &

Savolainen, 2017).



Collaboration with special education staff and student health teams allows teachers to
access individualized guidance and develop practical adaptations for students who struggle
with attention, executive functioning, or social communication (Skolinspektionen, 2022).
Classroom supports, including structured routines, visual aids, and gamified or technology-
assisted learning, can also enhance engagement and learning outcomes for students with
ADHD, dyslexia, or autism spectrum disorders (Jia et al., 2024; Casas Trujillo, 2021).

Collaboration between general education and special education teachers, the
participation of student support teams, and continuous professional development can
themselves be considered forms of teacher scaffolding. In this approach, teachers work within
their own pedagogical programming while receiving guidance from more experienced
colleagues as they develop inclusive teaching methods. By positioning teacher development
in this way, schools can more actively build capacity for effective, research-based adaptations
in English-language classrooms, rather than expecting individual teachers to adopt inclusive
practices in isolation (Wass & Golding, 2014; Verenikina, 2004). These findings suggest that
teaching support is multifaceted, combining professional knowledge, collaborative structures,
and practical classroom tools to create an accessible and inclusive EFL learning environment.

While these supports can enhance teachers’ ability to meet students’ needs, the
effectiveness of implementation is influenced by broader contextual factors such as school
management, available resources, and teacher attitudes, which will be explored in relation to

research question three in the following section.

5.3 Factors Influencing Teachers’ Ability to Support Students with NDD in
EFL/ESL Contexts

Building on the discussion of classroom adaptations and teaching supports, Section 5.3
focuses on the factors that influence teachers’ ability to implement these strategies effectively
in EFL and ESL classrooms, addressing the third research question. Although research
provides guidance on inclusive practices for students with neurodevelopmental disorders, the
practical application of these strategies is shaped by multiple factors. Teacher knowledge and
training, availability of resources, collaboration with colleagues and student support teams,
and school-level policies all play a critical role in determining whether research-informed
approaches can be successfully integrated into daily teaching. Examining these influences is
essential for identifying barriers and facilitators to inclusion and for supporting teachers in

creating accessible, effective, and equitable learning environments for all students.



Several studies indicate that teachers’ ability to support students with
neurodevelopmental disorders is influenced by both individual and systemic factors.
Knowledge and confidence regarding neurodevelopmental disorders are critical.

Many teachers report uncertainty about how to adapt instruction effectively for students with

ADHD, dyslexia, or autism spectrum disorder (Song, 2016; Yada & Savolainen, 2017).

The Swedish Schools Inspectorate (Skolinspektionen, 2022) further highlights that two out of
three schools reviewed exhibited significant deficiencies in identifying and removing barriers
in the learning environment, such as lack of structure, reminders, or adapted learning tools.

Additionally, collaboration with student support services and access to professional
development opportunities are essential for translating research into practice. Teachers
insufficiency in training or guidance may hinder the implementation of inclusive strategies
and limiting the effectiveness of interventions designed to support students’ academic and
social participation in EFL classrooms. These findings underscore the importance of targeted
teacher support and systemic measures to enable the practical application of inclusive
education research.

Parental involvement and attitudes also play a critical role in shaping teachers’ ability
to support students with neurodevelopmental disorders. Research indicates that parents’
understanding of conditions such as dyslexia significantly affects how they communicate and
collaborate with teachers, which in turn influences classroom interventions (Ross, 2019).
When parents are well-informed and actively engaged, teachers are better able to implement
targeted strategies and adapt instruction to meet individual needs. Conversely, lack of parental
knowledge or support can create additional barriers, as teachers may struggle to tailor learning
activities effectively without input from caregivers. Additionally, stigma surrounding
neurodevelopmental disorders can negatively affect both students and teachers. Students may
internalize social prejudices, leading to reduced engagement or self-confidence, while
teachers may feel constrained in applying inclusive strategies if they anticipate resistance
from peers, parents, or administrators (Ozgelik & Elverici, 2024; Abu-Rabia & Salfety, 2021).
These dynamics highlight that addressing parental awareness and societal attitudes is essential
for fostering an inclusive EFL learning environment.

To conclude, the ability of teachers to effectively support students with
neurodevelopmental disorders in the EFL/ESL classroom is influenced by multiple factors,
including teacher knowledge, attitudes, and the level of collaboration with both parents and

other educational professionals.



As highlighted by previous studies (Ozgelik & Elverici, 2024; Ross, 2019; Abu-Rabia &
Salfety, 2021), a comprehensive understanding of neurodevelopmental disorders and open
communication with parents are crucial for implementing effective instructional strategies,
however, societal stigma and a lack of centralized training often create barriers to applying
inclusive practices. The next section addresses how these approaches can be effectively
implemented in EFL classrooms, building on the insights discussed regarding teaching

methods for students with NDD.

5.4 Pedagogical Implications

Building on the discussion of classroom adaptations and teaching support for students with
neurodevelopmental disorders (NDD), this section explores the practical pedagogical
implications for EFL classrooms. While previous research highlights effective strategies and
interventions, the translation of these approaches into everyday teaching practice remains
inconsistent. Understanding the challenges and opportunities associated with implementing
inclusive practices is essential for equipping educators to support diverse learners effectively.
This section considers how insights from the reviewed studies can inform teaching methods,
classroom organization, and collaborative practices to create a more accessible and inclusive
EFL learning environment.

The findings and discussion reveal key implications for EFL teaching practices.
Structured lessons, scaffolded activities, and gamified or digital learning approaches can
support students with ADHD, ADD, and dyslexia by enhancing engagement, attention, and
language acquisition (Jia et al., 2024; Lee, 2025; Abu-Rabia & Salfety, 2021). Teachers’
understanding of neurodevelopmental disorders is critical, as uncertainty about effective
strategies can limit the accessibility of the learning environment (Song, 2016; Yada &
Savolainen, 2017; Skolinspektionen, 2022). The focus should be on practical knowledge of
students’ challenges, such as attention, organization, or language processing difficulties,
allowing teachers to adapt lessons, provide clear instructions, and implement effective
strategies.

Collaboration between general and special education teachers, as well as involvement of
parents and student support teams, is essential for providing individualized support and
reducing barriers to learning (Ross, 2019; Mohammed, 2022). Such collaborative structures
facilitate shared expertise and can be seen as a form of scaffolding for teachers, allowing them
to implement strategies they might not yet fully master (Wass & Golding, 2014). In parallel,

structured lessons and scaffolded activities provide learners with support just beyond their



current competence, enabling gradual mastery of complex language skills. According to
Verenikina (2004), this approach emphasizes guidance within the learner’s “zone of proximal
development” (ZPD), whereby teachers or peers offer targeted assistance until learners are
able to operate independently. For EFL learners with neurodevelopmental disorders,
scaffolded instruction may be particularly beneficial. In practice, this can be achieved by
breaking down tasks into manageable steps, visually modelling language use, or gradually
fading support as the student gains competence.

Furthermore, addressing potential stigma and fostering positive attitudes toward
students with disabilities further enhances engagement, motivation, and social inclusion.
Access to professional development, in-service training, and evidence-based strategies helps
teachers bridge the gap between theoretical knowledge and classroom practice. Collectively,
these findings underscore the need for pedagogical approaches that are adaptable, evidence-
informed, and responsive to the unique needs of EFL learners with disabilities.

In addition to general strategies for supporting EFL learners with disabilities, the
findings indicate that tailored interventions for specific conditions, such as dyslexia and
ADHD, can significantly enhance learning outcomes. Teachers’ knowledge, attitudes, and
self-efficacy are crucial for implementing these approaches effectively (Ozgelik & Elverici,
2024; Yphantides, 2022). Engaging parents in the learning process can also strengthen
support for students, as parental understanding influences communication and collaboration
with educators (Ross, 2019). Structured and gamified activities, including digital game-based
vocabulary learning, have been shown to improve attention, motivation, and language
acquisition in students with ADHD (Mohamed et al., 2024; Jia et al., 2024; Lee, 2025;
Carrién-Robles & Espinoza-Celi, 2024). For learners with autism spectrum conditions,
carefully designed storytelling or structured classroom activities can enhance comprehension
and oral production (Chen, 2024). These activities can be adjusted in complexity and content
to align with students’ cognitive development and language proficiency. It is important to
note that these strategies should be explicitly linked to the syllabus (Swedish National Agency
for Education, 2021), which emphasizes meaningful language use, pedagogical relevance, and
alignment with curriculum learning outcomes.

Beyond structured, gamified, and digital activities, teachers can further enhance
learning by incorporating multisensory strategies in EFL classrooms. Combining visual,
auditory, and kinesthetic elements helps students process language, maintain attention, and
improve comprehension, while allowing teachers to adjust activities to different cognitive

levels and language proficiency (Chen, 2024; Skolinspektionen, 2022). These adaptations also



support curriculum objectives by promoting functional and meaningful use of English in
authentic contexts (Swedish National Agency for Education, 2021). Teachers should actively
collaborate with parents and student support teams to ensure that adjustments are consistent,
practical, and tailored to individual needs (Ross, 2019; Mohammed, 2022).

Additionally, fostering positive attitudes, raising awareness of neurodevelopmental disorders,
and encouraging supportive peer interactions can reduce stigma and strengthen engagement,
motivation, and social inclusion (Yphantides, 2022; Skolinspektionen, 2022). While
implementing these strategies is highly beneficial, teachers must also consider practical
constraints such as class size and lesson time to ensure feasibility. In closing, these practices
address both the cognitive and social-emotional needs of EFL learners with NDD, directly
responding to challenges identified in the literature and providing a foundation for
summarizing key insights, reflecting on limitations, and highlighting directions for future

research.

6. Conclusion

The study concluded by highlighting the benefits of strategies and classroom adaptations for
supporting EFL learners with neurodevelopmental disorders. The review identified targeted
approaches that foster equity and inclusion for students with ADHD, ADD, dyslexia, and
autism spectrum conditions in the EFL learning environment. Strategies such as gamified and
digital learning, multisensory activities, and tailored storytelling were shown to enhance
engagement, attention, comprehension, and language acquisition across multiple learner
profiles. However, translating these strategies into consistent classroom practice remains
challenging, emphasizing the need for teacher knowledge, confidence, and collaboration with
support teams and parents. Despite the demonstrated effectiveness of these interventions,
further research is required to explore ways to reduce stigma, strengthen parental and support
team involvement, and establish sustainable practices for inclusive language teaching. By
addressing these factors, educators can better implement pedagogically sound adaptations that
meet the cognitive, social, and emotional needs of all EFL learners with neurodevelopmental

disorders.



6.1 Future research areas

Future research should aim to expand the understanding of how inclusive strategies and
classroom adaptations impact EFL learners with neurodevelopmental disorders. More studies
are needed that examine the implementation of specific interventions, such as gamified
learning, multisensory activities, and structured storytelling, within Swedish EFL contexts to
assess their practicality and effectiveness. Research with larger and more diverse participant
groups would improve reliability and allow for more generalizable conclusions. In addition,
studies should investigate the role of parents and student support teams in facilitating
inclusive practices, as well as strategies to reduce stigma and promote positive attitudes
toward learners with NDD. Exploring how these approaches may benefit both disabled and
non-disabled students could provide insights into creating universally inclusive EFL
classrooms. Overall, expanding research in these areas will support evidence-based decision-
making and help educators design accessible, engaging, and socially supportive learning

environments for all language learners.
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