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Abstract
English-medium instruction (EMI) has expanded in Vietnamese higher education, yet less is known about how students experience inclusive teaching practices. This descriptive mixed-methods study examined 192 undergraduates at two public universities, followed by semi-structured interviews with 10 students. Five dimensions were investigated: linguistic scaffolding, multimodal instruction, classroom interaction, strategic translanguaging, and assessment for learning. All five means were significantly above the neutral midpoint (p < .001), with multimodal instruction and linguistic scaffolding showing the highest observed means. Interviews highlighted teacher scaffolding, collaborative interaction, and limited strategic use of Vietnamese to clarify difficult concepts while English remained the principal medium. The findings suggest that students value support that improves access to disciplinary content without lowering academic expectations. Because the study used convenience sampling, two universities, and self-reported perceptions, its conclusions are context-specific. The findings offer practical implications for EMI lecturer development and programme design.
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Tóm tắt
Giảng dạy bằng tiếng Anh (EMI) ngày càng phổ biến trong giáo dục đại học Việt Nam, nhưng nghiên cứu về trải nghiệm sinh viên đối với giảng dạy hòa nhập còn hạn chế. Nghiên cứu hỗn hợp mô tả khảo sát 192 sinh viên tại hai trường đại học và phỏng vấn 10 sinh viên. Năm khía cạnh gồm hỗ trợ ngôn ngữ, giảng dạy đa phương thức, tương tác lớp học, sử dụng tiếng Việt có chiến lược và đánh giá vì sự tiến bộ. Cả năm khía cạnh đều được đánh giá tích cực. Phỏng vấn nhấn mạnh hỗ trợ từ giảng viên, học tập hợp tác và sử dụng tiếng Việt có giới hạn để làm rõ khái niệm khó. Kết quả cung cấp gợi ý cho công tác bồi dưỡng giảng viên và thiết kế chương trình EMI, nhưng chỉ phản ánh bối cảnh hai trường.
Từ khóa: giảng dạy bằng tiếng Anh (EMI); giảng dạy hòa nhập; phương pháp hỗn hợp; nhận thức của sinh viên; giáo dục đại học; Việt Nam.
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[bookmark: _j05n7c6xhfv]1. Introduction
Over the past two decades, English-Medium Instruction (EMI) has become an increasingly prominent feature of higher education internationalisation. Universities use English to teach non-language academic subjects in order to strengthen international engagement, expand access to disciplinary knowledge, and enhance graduates' participation in global study and employment contexts (Dearden, 2015; Macaro et al., 2018). In Vietnam, EMI has expanded through advanced programmes and international collaborations in fields including business, engineering, information technology, and economics (Nguyen et al., 2017; Tri & Moskovsky, 2019). However, this expansion also brings a persistent pedagogical challenge: students enter EMI classrooms with heterogeneous levels of English proficiency. Some learners can follow lectures and contribute confidently, whereas others struggle with discipline-specific vocabulary, lecture comprehension, and classroom interaction (Macaro et al., 2018). These difficulties may increase cognitive load, constrain participation, and limit access to disciplinary knowledge (Airey & Linder, 2006). Consequently, the quality of EMI depends not only on the language of instruction or institutional policy, but also on how classroom teaching is designed to support diverse learners (Richards & Pun, 2023). Inclusive pedagogy offers a useful lens because it treats learner diversity as an ordinary feature of classrooms and seeks to extend meaningful learning opportunities to all students without lowering academic expectations (Florian & Black-Hawkins, 2011). Universal Design for Learning (UDL) similarly promotes multiple means of representation, engagement, and expression to reduce barriers to learning (CAST, 2024). Instructional scaffolding, introduced by Wood, Bruner, and Ross (1976) and conceptually related to Vygotsky's (1978) zone of proximal development, emphasises temporary support that enables learners to perform beyond what they could accomplish independently. Translanguaging provides another relevant perspective by recognising that strategic use of students' full linguistic repertoires can support conceptual understanding while English remains the principal medium of instruction (Li, 2018). Despite substantial research on EMI policy, programme implementation, and general attitudes toward EMI, comparatively less attention has been paid to students' perceptions of inclusive pedagogical practices in Vietnamese higher education. Previous Vietnamese studies have documented both positive attitudes toward EMI and language-related challenges (Nguyen et al., 2017; Tri & Moskovsky, 2019), but there remains limited evidence about which classroom practices students perceive as facilitating learning in linguistically diverse EMI settings. To address this gap, the present study uses a descriptive mixed-methods design to examine students' perceptions and experiences of inclusive EMI pedagogy. It addresses three research questions:

RQ1. How do university students perceive inclusive pedagogical practices in EMI classrooms?
RQ2. How do students describe their learning experiences in inclusive EMI classrooms?
RQ3. Which instructional practices do students perceive as facilitating their learning in EMI courses?
By foregrounding students' perspectives, the study aims to provide context-specific evidence that can inform EMI teaching and programme design in Vietnamese higher education.


2. Literature Review
[bookmark: _fdamgcxiy4ps]2.1. English-Medium Instruction in Higher Education
English-Medium Instruction (EMI) refers to the use of English to teach academic subjects in contexts where English is not the majority first language (Dearden, 2015). Its rapid international growth has been associated with universities' goals of internationalisation, access to global knowledge, and graduate employability (Macaro et al., 2018). Although English is the medium through which disciplinary content is taught, EMI is not primarily a language course; its central objective remains subject learning. This creates a distinctive pedagogical challenge because students with lower English proficiency may struggle to follow lectures, participate in academic discussion, engage with disciplinary discourse, and complete course tasks (Hellekjaer, 2010). Lecturers, in turn, must balance disciplinary rigour with appropriate language support. Successful EMI therefore depends not only on institutional policy but also on classroom pedagogy (Richards & Pun, 2023). In Vietnam, EMI has become an important part of higher education internationalisation across fields such as business, engineering, economics, and information technology (Nguyen et al., 2017; Tri & Moskovsky, 2019). Persistent variation in students' English proficiency, however, reinforces the need for teaching practices that make disciplinary learning accessible to linguistically diverse cohorts.

2.2. Inclusive Pedagogy in EMI Classrooms
Inclusive pedagogy recognises learner diversity as a normal characteristic of classrooms and seeks to provide meaningful opportunities for all students to participate and learn (Florian & Black-Hawkins, 2011). Rather than creating separate remedial pathways for students perceived as struggling, it encourages teachers to extend access while maintaining common academic expectations. This orientation is particularly relevant to EMI because students often differ substantially in English proficiency and prior experience with academic English. Three complementary perspectives inform the present study. First, Universal Design for Learning (UDL) recommends multiple means of representation, engagement, and expression so that learning is accessible through more than one pathway (CAST, 2024). Second, instructional scaffolding was articulated by Wood et al. (1976) as contingent support that enables learners to complete tasks they could not yet manage independently; this construct is closely related to the broader Vygotskian account of learning within the zone of proximal development (Vygotsky, 1978). Third, translanguaging recognises that strategic use of students' linguistic repertoires can support conceptual development and meaning-making without requiring the first language to replace English as the main instructional medium (Li, 2018). Together, these perspectives support an approach to EMI in which language-aware teaching and disciplinary learning are treated as mutually supportive rather than competing aims.
[bookmark: _lp6u9ci12bhw]2.3. Students' Perceptions of Inclusive EMI Practices
Students' perceptions provide an important source of evidence about how EMI pedagogy is experienced in practice and which teaching strategies learners consider supportive. Previous research shows that students often value EMI for its potential to strengthen English proficiency and expand access to international academic resources, while also reporting difficulties with academic vocabulary, lecture comprehension, classroom participation, and assessment (Macaro et al., 2018; Pecorari et al., 2011). Research in Vietnam has identified a similar tension: students may view EMI positively overall while still experiencing language-related barriers that affect confidence and participation (Nguyen et al., 2017; Tri & Moskovsky, 2019). These findings suggest that the accessibility of disciplinary content depends partly on the pedagogical support built into EMI teaching. However, much of the existing literature has focused on policy implementation, programme evaluation, or general attitudes toward EMI. Comparatively less research has examined students' perceptions of specific inclusive practices in Vietnamese higher education, leaving uncertainty about which classroom strategies students perceive as most supportive in linguistically diverse settings.
2.4. Research Gap and Conceptual Framework
Building on the literature, this study conceptualises inclusive EMI pedagogy through five interrelated instructional dimensions: linguistic scaffolding, multimodal instruction, classroom interaction, strategic translanguaging, and assessment for learning. These dimensions draw on inclusive pedagogy (Florian & Black-Hawkins, 2011), Universal Design for Learning (CAST, 2024), instructional scaffolding (Wood et al., 1976; Vygotsky, 1978), and translanguaging (Li, 2018). The framework is intended to organise the study of how students experience pedagogical support while learning disciplinary content through English.
Figure 1 illustrates the conceptual framework guiding the study.
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Figure 1. Conceptual framework of the study.

3. Methodology
[bookmark: _fr94vtc710r1]3.1. Research Design
The study utilized a descriptive mixed-methods design with a sequential quantitative-to-qualitative structure to examine university students' perceptions of inclusive English-Medium Instruction (EMI) pedagogy in Vietnamese higher education. Questionnaire data were first used to identify overall patterns across five instructional dimensions, after which semi-structured interviews were used to elaborate students' classroom experiences and interpretations. Combining the two forms of evidence enabled a fuller account of students' perceptions than either source could provide alone (Creswell & Plano Clark, 2018).
3.2. Participants
Participants were 192 undergraduate students enrolled in EMI programmes at two public universities in Vietnam, representing fields including business administration, information technology, engineering, and economics. Convenience sampling was used because participants were accessible to the researcher and actively enrolled in EMI courses during the study period. From the survey sample, 10 students were purposively selected for semi-structured interviews to reflect variation in self-rated English proficiency and learning experience. Gender, academic year, and self-rated English proficiency were collected to characterise the sample; the study does not make inferential claims about demographic subgroup differences.
Table 1 presents the demographic characteristics of the survey participants. Demographic variables are reported to describe the sample and are not interpreted as predictors in the present analysis.




Table 1
Participant Characteristics (N = 192)
	Variable
	Category
	n
	%

	Gender
	Male
	82
	42.7

	
	Female
	110
	57.3

	Academic Year
	Year 2
	58
	30.2

	
	Year 3
	76
	39.6

	
	Year 4
	58
	30.2

	Self-rated English Proficiency
	Intermediate
	73
	38.0

	
	Upper-intermediate
	86
	44.8

	
	Advanced
	33
	17.2
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3.3. Research Instruments
The main quantitative instrument was a self-administered questionnaire informed by literature on EMI, inclusive pedagogy, Universal Design for Learning (UDL), and language scaffolding (CAST, 2024; Florian & Black-Hawkins, 2011; Macaro et al., 2018). Items were adapted to the Vietnamese EMI context. The questionnaire contained two sections. The first collected demographic information, including gender, academic field, year of study, and self-rated English proficiency. The second contained 25 five-point Likert-scale items measuring five dimensions of inclusive EMI pedagogy: linguistic scaffolding, multimodal instruction, classroom interaction, strategic translanguaging, and assessment for learning. Before the main study, the questionnaire was piloted with 25 students from a university not included in the final sample, and minor wording revisions were made for clarity. In the pilot sample (n = 25), Cronbach's alpha coefficients for the five dimensions ranged from .78 to .87, suggesting acceptable to good preliminary internal consistency. Dimension-specific coefficients and reliability estimates for the main sample were not available for reporting; therefore, these pilot estimates should not be interpreted as reliability evidence from the 192 main-study respondents. Semi-structured interviews explored students' classroom experiences and perceptions of inclusive teaching practices. Each interview lasted approximately 20-30 minutes and was conducted in Vietnamese to allow participants to express their views fully. Interviews were audio-recorded with participants' consent and transcribed for thematic analysis. Interview quotations use anonymised codes. Numeric codes retain the original interview identifiers; U1 and U2 are unlinked excerpt codes used where the original numeric identifiers were not preserved. Here, U means “unlinked,” not university.
3.4. Data Collection Procedures
Data were collected in the second semester of the 2025-2026 academic year. Questionnaires were administered during regular EMI classes. Participation was voluntary, and informed consent was obtained from all participants. Formal institutional ethics approval or exemption was not obtained. The study proceeded on the researcher's assessment that it constituted minimal-risk classroom-based educational research involving voluntary questionnaires and interviews, no instructional intervention, and anonymised reporting; this was not a formal institutional ethics determination. After the survey, interview participants were invited based on willingness to participate and variation in self-rated English proficiency. Interviews were conducted individually in a quiet setting and focused on students' experiences of inclusive teaching practices in EMI classrooms.
3.5. Data Analysis
Questionnaire responses were first summarised using frequencies, means, and standard deviations. To support claims that perceptions were positive rather than merely above the midpoint descriptively, one-sample t tests compared each dimension mean with the neutral scale midpoint of 3.00 (two-tailed, alpha = .05). These tests evaluate each dimension against neutrality; they do not test pairwise differences among the five dimensions, so differences between observed dimension means are interpreted descriptively only. Gender, academic year, and self-rated proficiency were used to describe the sample rather than as explanatory predictors because demographic subgroup comparisons were not specified in the research questions and the convenience sample was not designed for confirmatory between-group inference. Interview transcripts were analysed using Braun and Clarke's (2006) six-phase thematic analysis process: familiarisation, initial coding, theme generation, theme review, theme definition, and reporting. Quantitative and qualitative findings were then integrated to develop an overall account of students' perceptions of inclusive EMI pedagogy.

4. Results
This section presents the questionnaire and interview findings. The quantitative results summarise students' perceptions of the five inclusive EMI dimensions and test whether each mean differs from the neutral midpoint of the scale. The qualitative findings provide additional detail about how students experienced specific classroom practices.

4.1. Students' Overall Perceptions of Inclusive EMI Pedagogy
Table 2 presents descriptive statistics and one-sample t tests for the five instructional dimensions. All five dimension means were significantly above the neutral midpoint of 3.00 (all p < .001), supporting the interpretation that students evaluated these inclusive EMI practices positively. The observed means ranged from 3.79 to 4.18. Multimodal instruction had the largest sample mean (M = 4.18, SD = 0.56), followed by linguistic scaffolding (M = 4.11, SD = 0.59) and assessment for learning (M = 4.03, SD = 0.61). Classroom interaction (M = 3.92, SD = 0.63) and strategic translanguaging (M = 3.79, SD = 0.71) also remained clearly above neutrality. Because no paired inferential comparison among dimensions was conducted, these differences in observed means should be interpreted descriptively rather than as statistically significant rankings.
[bookmark: _3mqi6gxnu8en]Table 2
Students' Perceptions of Inclusive EMI Pedagogy (N = 192)
	Dimension
	Mean
	SD
	t(191)

	Multimodal Instruction
	4.18
	0.56
	29.20

	Linguistic Scaffolding
	4.11
	0.59
	26.07

	Assessment for Learning
	4.03
	0.61
	23.40

	Classroom Interaction
	3.92
	0.63
	20.23

	Strategic Translanguaging
	3.79
	0.71
	15.42


Note. One-sample t tests compare each dimension mean with the neutral midpoint of 3.00; all p < .001. These tests do not compare the five dimensions with one another. The reported reliability coefficients were obtained from the pilot sample (n = 25), in which Cronbach's alpha across the five dimensions ranged from .78 to .87; dimension-specific coefficients were not available for reporting.
Taken together, the quantitative findings indicate positive perceptions across all five dimensions while avoiding claims that one dimension was statistically preferred over another. The strongest descriptive pattern concerned practices that made disciplinary content more accessible and clarified learning expectations.
[bookmark: _v4n9shgoc6gm][bookmark: _au6dkm6umc8k]4.2. Students' Experiences of Inclusive EMI Pedagogy
Interview data provided additional insight into students' EMI learning experiences. Three recurring themes were identified: (1) teacher scaffolding supports understanding and confidence, (2) interactive learning encourages participation, and (3) flexible language use supports conceptual understanding.
Theme 1. Teacher scaffolding facilitates learning and confidence
Most interviewees described teacher scaffolding as helpful for understanding disciplinary content delivered through English. They particularly valued lecturers who pre-taught important vocabulary, summarised difficult concepts, organised lessons clearly, and signposted key ideas.
One participant explained: “I am able to listen to the lecture much better when I see the lecturer explain key terms before beginning the teaching. Otherwise, my attention goes to the unknown vocabulary instead of the main ideas.”
(Participant U1)
Several students also valued lecturers speaking at a moderate pace and checking students’ understanding throughout the class. Another participant added: “I don’t expect teachers to simplify everything. I just need them to walk us through the big ideas one step at a time. That makes me feel much more confident.”
(Participant 7)
These comments suggest that explicit explanation, staged support, and language-aware teaching were associated with greater perceived confidence and engagement in EMI classes.
Theme 2. Interactive learning encourages active engagement
Students frequently identified collaborative activities as an important feature of inclusive EMI classrooms. Pair work, group-based practice, and collaborative problem-solving gave them opportunities to clarify understanding before contributing to whole-class discussion.
As one student stated: “Sometimes I cannot answer in front of our whole group right away, but when I talk to my classmates, I feel much more confident to share my ideas.”
(Participant 5)
Another participant commented: “Participating in a group conversation helps everyone involved to participate. Stronger students are able to articulate challenging concepts and weaker ones are able to ask questions without being embarrassed.”
(Participant U2)
Students generally perceived interactive activities as reducing participation pressure and creating safer opportunities to speak, particularly for learners who lacked confidence in English.
Theme 3. Flexible language use supports conceptual understanding
A third recurring theme concerned strategic use of Vietnamese. Most students did not favour extensive first-language use; instead, they preferred English to remain the principal medium of instruction, with brief Vietnamese explanations when disciplinary concepts became especially difficult.
One participant said: “English is still the main language to use, which is the reason we entered the program. But sometimes one brief introduction in Vietnamese goes a long way in solving a lot of the confusion.”
(Participant 2) Similarly, another participant remarked: “For difficult technical terms, speaking in Vietnamese helps us grasp the terms more quickly for better comprehension. The teacher can then continue the lesson in English.”
(Participant 10) These remarks show that students considered strategic translanguaging a form of support rather than a replacement for English-medium instruction.
Across the two data sources, students consistently valued instructional support that increased access to disciplinary knowledge while maintaining English as the primary medium. The interview accounts particularly elaborated the perceived value of teacher scaffolding, collaborative interaction, and limited strategic use of Vietnamese. Multimodal instruction and assessment for learning were positively evaluated in the survey but did not emerge as separate recurring interview themes.
[bookmark: _ed8t7eoajkoy]5. Discussion
This study examined university students' perceptions of inclusive EMI pedagogy in Vietnamese higher education. The quantitative findings show that all five dimensions were evaluated significantly above the neutral midpoint, while the interviews illustrate why particular forms of support were valued. The results therefore support a pedagogical interpretation of EMI in which access to disciplinary content depends not only on using English as the instructional language, but also on how lecturers organise explanations, interaction, feedback, and language support.
Multimodal instruction had the largest observed survey mean, followed by linguistic scaffolding, although the study does not claim statistically significant differences between dimensions. The interview findings particularly elaborated the role of linguistic scaffolding: students valued explicit vocabulary explanation, coherent lesson organisation, and staged clarification of difficult concepts. By contrast, multimodal instruction did not emerge as a separate recurring interview theme. Its positive evaluation should therefore be interpreted primarily as a quantitative perception pattern rather than as a finding independently reinforced by the interview themes. These results are broadly consistent with research emphasising language-aware EMI pedagogy (Macaro et al., 2018) and with UDL's emphasis on multiple forms of representation (CAST, 2024). They also accord with instructional scaffolding as contingent support that helps learners engage with demanding tasks without lowering the level of disciplinary challenge (Wood et al., 1976).
Students also described interaction as a source of support. Pair and group work gave learners opportunities to test ideas, clarify meaning, and build confidence before whole-class participation. This pattern is compatible with Vygotsky's (1978) sociocultural account of learning through mediated interaction. In the present study, however, these are perception data rather than direct measures of anxiety reduction or learning gains; the findings therefore indicate perceived value rather than causal effects.
Strategic translanguaging was also viewed positively relative to the neutral midpoint. Interviewees generally preferred English to remain the principal instructional language, but considered brief Vietnamese explanations useful for difficult technical terms or concepts. This pattern aligns with Li's (2018) view of translanguaging as purposeful use of multilingual resources for meaning-making rather than a simple replacement of the target instructional language.
Assessment for learning was also rated positively in the questionnaire (M = 4.03, SD = 0.61). However, assessment did not emerge as a separate recurring theme in the interviews. This finding should therefore be interpreted as evidence of students' positive survey perceptions rather than as a pattern triangulated by the qualitative data. Within EMI, formative assessment practices may nevertheless help make disciplinary expectations and language demands more transparent. Taken together, the five survey dimensions suggest that students valued support that increased accessibility while preserving academic rigour, consistent with Florian and Black-Hawkins' (2011) account of inclusive pedagogy as extending learning opportunities to all students rather than creating separate provision only for those labelled as struggling.
The findings have practical implications for Vietnamese EMI programmes. Professional development for EMI lecturers could place greater emphasis on language-aware explanation, multimodal presentation, structured interaction, formative feedback, and principled decisions about when limited first-language support may be pedagogically useful. Collaboration between disciplinary lecturers and English-language specialists may also help integrate language support into content teaching without shifting the central objective away from disciplinary learning. Where relevant, digital glossaries, annotated slides, and lecture recordings could extend multimodal and linguistic scaffolding beyond class. Regular student feedback can provide an additional source of evidence for programme review, although it should be interpreted alongside classroom observation and learning-outcome data.
Several limitations delimit these conclusions. The study used convenience sampling at two Vietnamese public universities, so the findings should not be generalised to EMI higher education as a whole. The data are based on self-reported perceptions rather than direct observation or measures of academic achievement and language development. In addition, gender, academic year, and self-rated English proficiency were collected for sample description but were not analysed as subgroup predictors; future studies with access to adequately powered samples should test whether perceptions vary across these characteristics and across disciplines. Further research could also combine student and lecturer perspectives, classroom observation, and longitudinal learning outcomes.


6. Conclusion
This study contributes a student-centred account of inclusive pedagogy in Vietnamese EMI by showing that learners positively evaluated a broad set of supports designed to make disciplinary content accessible through English. The central synthesis is not that one technique is demonstrably superior to the others, but that students valued a coordinated pedagogical environment: clear linguistic scaffolding, multiple ways of presenting content, structured opportunities to interact, purposeful formative feedback, and limited strategic use of Vietnamese when conceptual clarification was necessary. In this sense, inclusive EMI is best understood as maintaining disciplinary and English-medium expectations while reducing avoidable barriers to participation and understanding.
The study's contribution should remain proportionate to its design. Evidence comes from two universities, a convenience sample, and self-reported perceptions, so it offers context-specific rather than nationally representative conclusions. Future work should test demographic and proficiency-related differences with participant-level data, triangulate perceptions with classroom observation and learning outcomes, and examine whether inclusive EMI practices are associated with longer-term disciplinary and language development.
_________________
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