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Abstract 

 

Western research has tended to regard English language teaching in Vietnam as 

traditional and somewhat ineffective. The stereotypical view of Vietnamese 

learners of English is that they are passive, based on the perception that they are 

silent in the classroom. However, such studies have failed to consider carefully 

the impacts of social and cultural factors on teaching contexts. They have also 

tended to ignore the quality of outcomes achieved in these contexts. In order to 

address this problem, this research presents a case study with surveys, 

classroom observations, interviews and focus groups, conducted at a rural 

teacher training college in Vietnam. This context offered a teaching example 

involving non-native lecturers, far from ideal Internet connections and minimal 

opportunities for language practice beyond the classroom. The study of such a 

context provides a direct and accurate way to investigate the adaptations and 

outcomes of English language teaching and learning in Vietnam.  

The findings of this study showed that although the lecturers were fully 

committed to the notion of a communicative language teaching method, their 

interpretations of this method were highly localised and highly successful. 

Despite the limitations in rural areas and the deficiencies in the Western 

textbooks used, students learnt English effectively through oral interactions in 

the classrooms. This was the result of the lecturers’ use of scaffolding and 

sequencing strategies that were designed to maximise the students’ production 

of quantity and quality interactions through supplementary materials. The 

students were found to use Vietnamese (the L1 for many of the students) as a 

tool to mediate material in English. The study also found that English language 

teaching in the rural Vietnamese context was strongly affected by social and 
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cultural factors, and that those factors had a major impact on the lecturers’ 

interpretations and adaptations of communicative language teaching.  



 

Chapter 1 

 
Introduction 

 

1.1 The rationale for this study 

I was born into a family whose tradition was to become teachers. My father was 

a lecturer of English, and he had been guiding me to become a teacher of 

English ever since I was a schoolgirl. So when I was sent to the local foreign 

language centre to follow additional English classes, I was not only interested in 

the English language itself, but also in the way it was taught. In the 1990s, the 

most popular English book used in the foreign language centre was New English 

900 (MacMillan, 1978). During the three years I studied at the centre, I was 

taught with an audio-lingual method. I did not find the approach interesting 

because learners were fed the same drills which we had to repeat like parrots or 

robots. When I went on to study at the university, communicative language 

teaching (Nunan, 1991; Richards & Rodgers, 2014) was the newest teaching 

trend being introduced into the program. Communicative language teaching is 

a language teaching approach that develops students’ communicative skills 

through the use of authentic language in meaningful contexts (Yousaf, Umar, & 

Habib, 2017). At that time, the ‘communicative approach’ meant that the 

teaching method should include as much interaction as possible and should 

exclude the use of Vietnamese in the classroom. It seemed to be more creative 

than the audio-lingual method in that it helped learners have natural 

conversations rather than simply recite patterns.  

However, after graduation, I found it nearly impossible to apply the 

communicative approach in my classes. My teenage students had been trained 
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through the grammar translation method, and thus they could not understand 

me when I used only English in the classroom. I solved the problem by giving a 

translation of my instructions for each activity, but I always wondered: What 

method am I using? Is it still communicative language teaching? Or is it a new 

grammar translation method? With adult learners, such as monks and 

government officials, it was a complete waste of time trying to organise pair and 

group work because the students were not willing to join others. They preferred 

to work alone and speak to me only. That gave rise to other questions: Is the 

communicative approach only suitable for young learners? Are the features of 

pair and group work in communicative language teaching not successful for 

classes where there is cultural diversity?  

When I started teaching at a teacher training college in 2010, comunicative 

language teaching was still promoted to implemment in the English language 

teacher-training program. However, while comunicative language teaching was 

designed for teaching langugage skills, this English language teacher program 

had classes for language skills and content knowledge. Therefore, I usually 

wonder how communicative language teaching would be used in those content 

classes? Can the communicative approach suit all contexts and classes? 

These questions aroused my curiosity in exploring how experts in the field 

of TESOL as well as teachers and students around the world had been thinking 

about communicative language teaching. It turned out that various 

interpretations of the communicative approach existed, and that the ways in 

which users of communicative language teaching perceived the framework 

were complicated. Furthermore, many researchers had pointed to the features of 

this method that they believed were incompatible with Asian regions. As a 

result, in 2001 Kumaravadivelu called for the consideration of ‘post method’ 

(Kumaravadivelu, 2001:534), i.e. an approach which looks at appropriate 

teaching methods in contexts. Despite this, the communicative approach is still 
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being promoted in Vietnam. This led me to decide to explore the communicative 

approach in the Vietnamese context. My aim in undertaking this research has 

been to investigate what the communicative approach means to my participants, 

as well as how it is actually implemented. 

In researching the field, I noticed that nearly all the studies in Vietnam 

exploring the topic of the communicative approach were based on participants 

(students) in programs where English was not the students’ major field of study. 

The majority of these studies reported the failure of the communicative 

approach and confirmed that the grammar translation method was dominant. 

However, as the students’ English in this program was at a basic level and not 

their major subject, it was difficult for lecturers and students to use mainly 

English in the classroom, which is the aim of the communicative approach. For 

this reason, in this study I chose to focus on an English language teacher 

education program as students in this program would have sufficient English to 

cooperate with lecturers. 

This study takes place against a background where the Vietnamese 

Government is implementing what is called the ‘foreign language 2020’ project 

(described in more detail in 1.3 below). This project has the following aims: 

. -TTG/2008)  

(By the year 2020, the majority of Vietnamese graduates from 

vocational colleges, colleges, and university have the ability to use 

English independently and confidently in communication, study, to 

work in an international environment with multi-languages and multi-

cultures.) 
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This policy has emphasised the use of communicative language teaching as the 

method teachers should adopt. In other words, teachers nationwide have been 

called on to teach according to a uniform interpretation of the communicative 

approach. However, it needs to be remembered that the availability of 

resources, levels of confidence in English and access to the World Wide Web 

vary greatly from town to town and region to region in Vietnam. It is therefore 

inevitable that some adaptations will occur. The questions that need to be asked 

are: What is the nature of the adaptation? And how effective is it in terms of the 

outcomes achieved by the students?  

A large number of studies have explored the use of the communicative 

approach in classrooms in the major cities in Vietnam but no studies have as yet 

been conducted in rural areas. This lack of attention to education in rural areas 

is puzzling and needs to be addressed. This study addresses this gap and 

examines aspects of teaching and learning English in a rural area and explores 

the localised interpretation of the communicative approach in that area. In these 

rural contexts, it is important to look at the outcomes that are being achieved 

because it is the outcomes that provide evidence of the success, or otherwise, of 

the adaptations. The relevance of rural education is reinforced by statistics from 

the Ministry of Education and Training of Vietnam in 2015, which showed that 

Vietnam has approximately 22 million students, of whom only 30 per cent reside 

in the six major cities in Vietnam (Hanoi, Hai Phong, Hue, Da Nang, Ho Chi 

Minh, Can Tho). This study of rural English learning and teaching is therefore 

crucial in understanding the Vietnamese context.  

1.2 The importance of English in Vietnam 

The need to examine the teaching and learning of English in rural of Vietnam is 

also timely because of the important role English plays in the daily life of the 

Vietnamese people, particularly among teachers and professionals. Motivated 

by the ambition to open the country’s doors to the world for social and 
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economic development (Tran, 2013), language policy in Vietnam has become 

one of the most crucial concerns of the government. English in Vietnam is not 

only a tool for international communication among the ASEAN countries and 

the world but is also a tool for the Vietnamese people to seek well-paid 

professional jobs.  

In recent studies, Nguyen (2015) and Nguyen (2014) review the long history 

of foreign language policy in Vietnam from the time of French, then Russian 

domination, to the massive popularity of English today. The history of English 

in Vietnam can be divided into two stages: before 1986 and after 1986 (Kam, 

2002; Nguyen, 2006). It was in 1986 that the Vietnamese Government adopted 

Doi Moi, economic renovation or the ‘open-door’ policy (Denham, 1992). 

1.2.1 English in Vietnam before 1986   

Before 1986, during the time of French colonisation the French language took 

precedence in Vietnam. As a result, there were no teaching and learning 

materials written in English for the Vietnamese context (Kam, 2002). Instead, 

some English textbooks were produced by French writers, such as the L’anglais 

Vivant series (Carpentier, 1940). There were also some bilingual English–

Vietnamese dictionaries compiled by Le Ba Kong and Le Ba Khanh (Hoang, 

2011). The content of those textbooks implies that the prevailing EFL teaching 

method at the time was grammar translation, although pronunciation drills and 

reading skills did receive a little attention (Hoang, 2011). 

From 1954 to 1975, the political differences between the North and the South 

of Vietnam were also reflected in a change in the position of the English 

language (Nguyen, 2006). Because the North was supported by the Soviet 

Union, Russian became the dominant foreign language (Kam, 2002; Kachru, 

Kachru & Nelson, 2009). As Russian was favoured in the national educational 

system, English was relegated to an inferior status. There were only two 
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institutions offering English majors at that time: the Hanoi Foreign Language 

Teachers’ Training College and the College of Foreign Languages (Nguyen, 

2006; Hoang, 2011). On the other hand, because the South was supported by the 

USA, English was the favoured foreign language (Vu & Burns, 2014). 

When the Vietnamese civil war ended in 1975, and until Doi Moi, was 

introduced in 1986, there was an explosion of Russian across the Vietnamese 

formal educational system (Denham, 1992; Le, 2011). In that period, around 70 

per cent of secondary school pupils studied Russian, whereas only 20 per cent 

studied English, and 10 per cent learnt French (Hoang, 2011). The dominance of 

Russian could also be observed in the increased provision of Russian-major 

programs at tertiary level and the decrease in English-major courses at that time 

(Ton & Pham, 2010; Nguyen, 2011). The Soviet Union also provided significant 

aid for Vietnam by providing scholarships for Vietnamese students in Russia 

and in other communist countries in the Eastern Block and in Cuba (Hoang, 

2011). However, although the number of people who chose to study English was 

limited, some Vietnamese teachers did receive higher education in English-

speaking countries such as Britain, New Zealand and Australia (Kachru, Kachru 

& Nelson, 2006; Hoang, 2011).  

1.2.2 English in Vietnam after 1986  

The presence of the English language in Vietnam has expanded rapidly from 

1986 to the present because of Vietnam’s open-door economic policies (Dang, 

Nguyen, & Le, 2013; Doan, 2014). Following the change in policy, English 

became a compulsory subject at all educational levels in Vietnam (Kachru, 

Kachru & Nelson, 2006), requiring the expansion of the EFL teaching force. Vu 

and Burns (2014) report that foreign contributions to EFL teacher training in 

Vietnam were made principally by Australia through various training 

programs, namely the United Nations Development Program, the Australian 
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International Development Assistance Bureau (AIDAB) and AusAID 

(Australian Agency for International Development) (Hoang, 2011). 

From 1986, when English became a compulsory subject at school, two types 

of EFL textbooks were used in Vietnam: the seven- year and the three-year 

textbooks (Nguyen, 2006). The former was for students who learnt English from 

year 6, while the latter was for students who started English in year 10. Students 

in this latter group usually lived in rural areas (Nguyen, 2006). Both books were 

mainly grammar-based (Hoang, 2011).  

In 2008, the Vietnamese Government adopted a major initiative for the 

teaching and learning of English. The Vietnamese National Foreign Language 

‘Project 2020’ (discussed below) aimed to greatly increase the number of 

Vietnamese English speakers and to develop the communicative ability of 

students (Ministry of Education & Training). This was in response to the 

significant demand for English in education and in the job market.  

1.3 The Vietnamese national foreign language ‘project 2020’ 

The policy with the greatest impact on Vietnamese ELT methods and practice 

was the 2008 announcement of the Vietnamese National Foreign Language 

Project 2020 (Mai & Iwashita, 2012). The main aim of this project was to train 

qualified teachers of English to teach English in a way that would enable 

students to communicate in English confidently such as communicative 

language or tasked based language teaching methods. Task based language 

teaching is a language teaching approach which provides students chances to 

engage in the authentic use of the target language through using tasks (Douglas 

& Kim, 2014). The project was based on an international standard (the Common 

European Framework of Reference for Languages, or CEFR). However, the 

project’s demand that all teachers of English undergo assessment to be 



Chapter one ~ Introduction 

 10 

recognised as ‘qualified’ had a profound impact on both the personal and policy 

levels. 

In 2008, the Vietnamese Prime Minister approved the project ‘Teaching and 

Learning Foreign Languages in the National Educational System, Period 2008–

2020’, which is often referred to simply as the ‘2020 project’ (Vietnamese 

Government, No.1400/QD-TTg). The project is on a massive scale, having 

received a budget of five billion US dollars to complete its goals (the Ministry of 

Education & Training). Its aims are to renovate the teaching and learning of 

foreign languages within the national education system and to implement a new 

foreign language teaching and learning program at every level of school and 

higher education. The project intends that ‘by the year 2020, most Vietnamese 

youth who graduate from vocational schools, colleges and universities gain the 

capacity to use a foreign language independently’ (Nguyen, 2008:1). Under this 

project’s reforms, English was to be taught from year 3 instead of year 6. Pupils 

from years 3 to 5 were to study two periods a week for the 35 weeks of the 

academic year. At junior and senior secondary schools, students were to study 

for three periods per week over 35 weeks, except for two periods in year nine, 

when they are required to devote more time to Mathematics and Literature in 

order to prepare for graduation examinations (Hoang, 2011).  

The project 2020 also employs a framework to assess both teachers’ and 

students’ language competency. This structure is taken from the Common 

European Framework of Reference for Languages (CEFR, 2017). Table 1.1 below 

reproduces the six levels of the CEFR as outlined on the Council of Europe’s 

2017 website. Applied to the Vietnamese context, the project 2020 policy states 

specifically that pupils graduating from primary school should qualify at CEFR 

level 1, while pupils finishing secondary school should qualify at CEFR level 2, 

and high school students at CEFR level 3. At the tertiary level, students whose 

majors are not English must achieve CEFR level 3, whereas college learners who 
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specialise in English must reach CEFR level 4. CEFR level 5 is required for all 

English-major university students upon graduation. Similarly, primary school 

teachers must gain CEFR level 2 while junior secondary school teachers (years 

6–9) must achieve level 3. Teachers of upper secondary students (years 10-12) 

must achieve CEFR level 4, and tertiary teachers must attain CEFR level 5 or 

above (Nguyen, 2008). In order to produce qualified teachers who achieve these 

levels, the project aims to send teachers for training in domestic and foreign 

language centres.  
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Common European Framework of Reference for Languages: global scale

Proficient 
user 

C2 Can understand with ease virtually everything heard or read. Can summarize 

information from different spoken and written sources, reconstructing arguments 

and accounts in a coherent presentation. Can express him/herself spontaneously, 

very fluently and precisely, differentiating finer shades of meaning even in more 

complex situations. 

C1 Can understand a wide range of demanding, longer texts, and recognize implicit 

meaning. Can express him/herself fluently and spontaneously without much obvious 

searching for expressions. Can use language flexibly and effectively for social, 

academic and professional purposes. Can produce clear, well-structured, detailed 

text on complex subjects, showing controlled use of organizational patterns, 

connectors and cohesive devices. 

Independent 
user 

B2 Can understand the main ideas of complex text on both concrete and abstract 

topics, including technical discussions in his/her field of specialization. Can interact 

with a degree of fluency and spontaneity that makes regular interaction with native 

speakers quite possible without strain for either party. Can produce clear, detailed 

text on a wide range of subjects and explain a viewpoint on a topical issue giving 

the advantages and disadvantages of various options. 

B1 Can understand the main points of clear standard input on familiar matters regularly 

encountered in work, school, leisure, etc. Can deal with most situations likely to 

arise whilst travelling in an area where the language is spoken. Can produce simple 

connected text on topics which are familiar or of personal interest. Can describe 

experiences and events, dreams, hopes and ambitions and briefly give reasons and 

explanations for opinions and plans. 

Basic user A2 Can understand sentences and frequently used expressions related to areas of 

most immediate relevance (e.g. very basic personal and family information, 

shopping, local geography, employment). Can communicate in simple and routine 

tasks requiring a simple and direct exchange of information on familiar and routine 

matters. Can describe in simple terms aspects of his/her background, immediate 

environment and matters in areas of immediate need. 

A1 Can understand and use familiar everyday expressions and very basic phrases 

aimed at the satisfaction of needs of a concrete type. Can introduce him/herself and 

others and can ask and answer questions about personal details such as where 

he/she lives, people he/she knows and things he/she has. Can interact in a simple 

way provided the other person talks slowly and clearly and is prepared to help. 

Table 1.1 Requirements for exams held under the Common European 
Framework of Reference for Languages  

(Council of Europe, CEFR 2017: 24) 
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The nationwide assessment of all of teachers of English in Vietnam has had a 

striking impact on teachers’ personal and professional lives. Teachers who were 

unsuccessful in the assessment were required to follow training courses in 

major cities for months and then to re-sit the exams. When the project first 

started to assess teachers’ qualifications, the Ministry of Education & Training 

announced that more than 90 per cent of teachers were ‘unqualified’. This 

meant that 90 per cent of the teachers of English in Vietnam had to temporarily 

leave their jobs to attend training. Teachers in rural areas were required to leave 

their families to complete the training, which sometimes created a psychological 

and financial crisis for those concerned. As a result, although a few lecturers 

interviewed for this study passively supported the project because it pushed 

them to change their teaching towards using more English, the majority of the 

lecturers still felt uncomfortable when recalling the various stresses they had 

experienced. Students in this study also had two views. On the one hand, they 

thought the project pushed them to study harder, but on the other hand, they 

felt it created anxiety for them in terms of being recognised as qualified after 

graduation.  

1.4 Teacher education in Vietnam 

In Vietnam, the government considers education to be crucial in developing the 

power of the nation. Teacher education therefore plays an important role in 

Vietnam as it trains teachers who not only convey knowledge but who also 

educate behaviours. The following sections provide information about English 

language teacher education programs and the roles of teachers and students.  

1.4.1 EFL programs in Vietnam 

There are two EFL teacher education programs in Vietnam, taught at two 

different levels: at a university or at a college. While the program at the 

university is four years, the one at the college is only three years. The general 
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and specific goals of these two programs as coded in national documents are 

similar, except for the number of hours trained, the language proficiency upon 

graduation and the levels of schooling these future teachers will be qualified to 

teach. 

Below I summarise the general and specific goals of undergraduate EFL 

programs, based on information collated and translated into English from the 

National University of Pedagogy of Ho Chi Minh City, An Giang University, Ha 

Noi National University, Can Tho University, Vinh Long Teachers’ Training 

College, and Soc Trang Teachers’ Training College. 

1.4.1.1 Goals and ethics of the programs 

The main goals are to train EFL teachers with qualified knowledge of English 

language, teaching skills and teaching ethics; and to provide adequate 

knowledge for student teachers to follow graduate studies. In addition, these 

graduates can work as interpreters or in various jobs that use the English 

language in organisations and companies. 

Student teachers must have the necessary moral features of a teacher of 

the Socialist Republic of Vietnam, i.e. (i) love the country, the Communist Party, 

students and teaching as a career; (ii) be prepared to take a high level of 

responsibility; and (iii) be of good morals. 

1.4.1.2 Knowledge of English and skills 

Student teachers must be aware of logical and systematic knowledge in 

different fields of EFL teaching methodology, Vietnamese culture, the study of 

education, psychology, English language and research methodology. In 

addition, student teachers must have the ability to manage teaching activities in 

educational management organisations. Finally, university students must reach 

C1 in CEFR, and college students must reach B2. 

Student teachers must develop the following skills:  
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1. achieve four skills in English at post-intermediate level based on 

international standards 

2. understand and apply the skills of designing EFL teaching plans, and 

know how to organise and manage EFL classroom activities 

3. have learning autonomy and the ability to do research 

4. have the capacity to follow up, and deal with new EFL knowledge 

5. know how to encourage students and social organizations to cooperate 

with schools in educating and caring the youth generation. 

The content of both university and college programs has three phases. In the 

first phase, students are equipped with general knowledge, which consists of 

many compulsory subjects taught in Vietnamese. In the next phase, all the 

English subjects are taught in English. In many institutions, the subjects in these 

two phases can be taught at the same time. Finally, in the third phase students 

experience a teaching practicum. However, because the length of these two 

programs is different (four years for university students versus three for college 

students), the number of hours allocated to English is different, although 

numbers of hours allocated to general education is the same. Tables 1.2 to 1.4 

present a comparison of the two programs. 

It may be seen from tables 1.2 to 1.4 that students at universities receive 

more instructional time for English skills, teaching methods and practice 

teaching at schools than do students at colleges. Therefore, the required credits 

to graduate from universities (139) are higher than those of colleges (114), which 

accounts for a difference of 280 hours in training. As a result, it is 

understandable that entry requirements for university programs are higher than 

those for colleges. 
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Phase 1: General knowledge –presented in Vietnamese, 

1 credit = 15 classes; 1 class = 50 minutes

No. Subject Credits by program

4 year 3 year

1 The basic principles of Marxism and Leninism 2 2

2 Political economics of Marxism and Leninism 3 3

3 Ho Chi Minh’s Ideology 2 2

4 The revolution lines of Vietnamese Communist Party 3 3

5 Foreign language (non- English) 2 2

6 Physical education 3 3

7 Military education 8 8

8 Research methodology 2 2

9 Informatics 3 3

10 Psychology 2 2

11 Pedagogics 2 2

12 Management: State administrative.; and education & training 1 1

13 Vietnamese culture 2 2

14 Introduction to Linguistics 2 2

Table 1.2 Overview of the English language teacher training program —phase 1  
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Phase 2: English language knowledge- in English

No. Subject Credits by program

4 year 3 year

15 Phonetics and Phonology 1, 2 4 4

16 Grammar 1, 2, 3 6 6

17 Lexicology and Semantics 1, 2 4 4

18 British culture and civilizations 2 2

19 Pragmatics 2 2

20 American culture and civilizations 2 2

21 Listening skill 1, 2, 3, 4 8 7

22 Reading skill 1, 2, 3, 4 8 7

23 Speaking skill 1, 2, 3, 4 8 7

24 Writing skill 1, 2, 3, 4 8 7

25 The principles of teaching English 1, 2, 3, 4, 5 10 8

26 Testing and assessing in English 2 2

27 Translation 1, 2, 3 6 4

28 British literature 2 2

29 American literature 2 2

Table 1.3 Overview of the English language teacher training program —phase 2  
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Phase 3: Teaching Practicum

No. Subject Credits by program

4 year 3 year

30 Practicum 1- Classroom observations 2 2

31 Practicum 2- Teaching practice at schools 5 4

32 Dissertation 10 5

Dissertation can be substituted by taking graduation exams with these subjects

33 Business English 3 X

34 Tourism English 3 X

35 Lexicology 2 X

36 Pragmatics 2 X

37 Academic writing 2 X

38 The principle of teaching English 3 3

39 Semantics 2 X

40 Phonology 2 X

41 Grammar 2 X

42 Speaking X 2

43 Listening X 2

44 Reading X 2

45 Writing X 2

46 Grammar X 2

Total minimum credits 139 114

Table 1.4 Overview of the English language teacher training program —phase 3  

1.4.2 Entry requirements 

In order to be selected for the university programs, EFL student teachers must 

graduate from year 12 and take entrance exams with what is called ‘a major in 

code D’. In code D, students are examined on three broad subjects: Literature, 

Mathematics and English. In addition, students take an exam in French or 

another foreign language besides English. This foreign language subject is 

‘conditional’ u ki n) in the sense that its score is not counted in the 
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total of the three main subjects, but students need to achieve a pass mark of 5 

out of 10. After all exam papers in all universities are marked, the Ministry of 

Education & Training determines the pass mark for this code and others. Each 

university then selects students from the highest scores until their quota is 

filled. For example, if the Ministry of Education & Training sets a pass mark of 

18, a candidate will fail if s/he scores 18 for the total of the three subjects 

(Literature: 3; Mathematics: 7; English: 8), and 4 for the conditional subject 

(French, Chinese), but if s/he achieves 5 for the conditional subject, s/he passes 

the exam. 

On the other hand, EFL teacher education programs at colleges do not 

require entrance exams. Students are selected based on their grade point 

average for Literature, Mathematics and English from years 10, 11 and 12. In 

addition, students must have resided in the area where the college is located for 

at least three years because the Ministry of Education & Training gives priority 

to local residents. Each college then selects students with the highest scores until 

their quota is met. 

1.4.3 Degrees and workplaces 

Students who graduate from the four-year university program receive the 

degree of Bachelor of Arts in English Pedagogy and are qualified to teach EFL at 

senior secondary schools (years 10 to 12), colleges or universities. On the other 

hand, students from the three-year college program receive the degree of 

Associate in English Pedagogy and are eligible to work at junior secondary 

schools (years 6 to 9). Because the government funds all teacher education 

programs, students are bound to work for the government in theory. However, 

in practice, today students are not necessarily working for the government 

because there are not enough English teaching positions available. 
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1.4.4 The roles of teachers and students in the classroom 

In Vietnam, requirements of the roles of teachers and students can be found in 

Vietnamese National Educational Regulations, issued by the Ministry of 

Education & Training. The academic and ethical expectations of these roles are 

strongly influenced by Confucianism and Buddhism. (In the following extracts, 

the English translation is mine.) 

1.4.4.1 Teachers’ roles 

In Vietnam, teachers are expected to have not only sound knowledge, but also 

sound ethics to be role models for students. Their moral standard is specially 

highlighted in the following quotes: 

- ‘ c l i s nh’ (Have good ethics and a moral life) (The 

Ministry of Education & Training, 06/2011/TTLT-BNV-

Article 3.2). 

- Gi  gìn ph m ch t, danh d , uy tín c c h c 

sinh’ (Maintain the quality, prestige, nobility of a teacher, and be a moral 

model for students). 

To be a good moral role model for students, teachers even have to follow 

regulations covering what to wear at schools or institutions. The Ministry of 

Education & Training states that teachers must wear formal clothes, but the 

level of formality depends on each school. For example, for female teachers, 

most schools only accept ‘ ’ (traditional Vietnamese costumes) whereas 

others also accept suits and pants. In many schools and institutions (including 

the training college in this study) dresses and skirts were banned completely 

four years ago as they are considered informal and inappropriate to the 

educational environment because they distract students from learning and good 

conduct. In general, sleeveless clothes, large collars and any transparent, tight, 

or short clothing (above the knee) is completely forbidden. Therefore, dressing 
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formally and having a responsibility to be moral models for students are part of 

the expectations of teachers’ formal behaviour in general.  

In addition, the Ministry of Education & Training also sets the criteria to 

assess teachers’ roles at all levels. According to information from the 

government in 2008 (Decision -CP), this assessment has four steps. 

Firstly, teachers self-evaluate their performance in following the regulations of 

the government and institution. This includes self-assessing their ethics, 

working attitude and results in teaching. Secondly, they self-evaluate their 

weaknesses and strengths overall and rank themselves into one of four 

categories: completed the job excellently; completed the job well; completed the job; 

and did not complete the job. Thirdly, teachers report the self-evaluation result to 

their departments, and their departmental colleagues give feedback as to 

whether the teacher’s self-evaluation should be accepted or changed. Finally, a 

committee at that institution (including the institution’s executive and heads of 

all faculties) decide the final result using the four categories listed above. 

1.4.4.2 Students’ roles and moral assessment in Confucian and Buddhist 
classrooms 

As noted above, the twin influences on education in Vietnam are Confucianism 

and Buddhism. Teachers in Vietnam have been traditionally and are currently 

regarded as playing a moral role through their teaching. Thus, the assessment 

of tertiary students’ morality is also coded in national regulations. The Ministry 

of Education & Training highlights the roles of tertiary students as follows:  

- ‘ ’ (respect 

teachers and staff). (The Ministry of Education & Training, 

- chapter 2, article 5.2) 

- ‘… ’ (… be responsible in practising 

ethics.’ (The Ministry of Education & Training, -

(chapter 2, article 5.3) 
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In 2007, the Ministry of Education & Training issued Decision 60 to guide 

institutions in evaluating students’ morality. A student may receive a maximum 

score of 100, which is divided into the following categories: attitudes towards 

learning (30 marks), behaviour (25 marks), attitudes and frequency of attending 

extra-curricular activities (20 marks), personality and relationship with the 

community (15 marks), level of contributions to activities in class (10 marks). 

The assessment also has four steps. Firstly, students self-evaluate and rank 

themselves in one of these categories: Excellent (90-100); Good (80<90); Fair 

(70<80); Slightly fair (60<70); Average (50<60); Poor (30<50); Very poor (<30). 

Secondly, students inform their monitors of their self-evaluation results, and the 

monitors together with other students give feedback. Thirdly, the results are 

sent to the faculty executive, and finally the institutional committee decides the 

result. The Ministry of Education & Training states that students need to 

maintain their scores, and the assessment must be done each semester. In 

addition, any students who are ranked as ‘very poor’ in a year will have to 

suspend study for one year. If they are ranked twice at that level, they will be 

excluded. In order to give students more opportunities to enhance their scores, 

the Ministry of Education & Training requires each institution to have detailed 

criteria which suit its contexts so that students are aware of the situations in 

which they can lose or gain marks.  

For example, to evaluate the category of students’ attitudes towards learning 

with a maximum score of 30, two major universities—Ho Chi Minh City 

University of Pedagogy (Decision –  and Hanoi University 

of Foreign Languages (Decision - —set out the guidelines 

reproduced in table 1.5. 
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Ho Chi Minh City University of Pedagogy

Sub-criteria Marks Notes

Responsibility in learning:

- 100% attendance, on time

- Attend discussions

- Pass all exams

10

Students will lose the 

mark for the whole 

section if they violate 

ONE sub-criterion

Participation in research 10

Upgrading or maintaining academic records:

- upgrade poor to average

- upgrade average to fair

- upgrade fair to good

- upgrade good to excellent

- maintain the records as: fair, good, excellent

10

Table 1.5 Examples of moral practice scores from Ho Chi Minh City University 
of Pedagogy 

Hanoi University of Foreign Languages

Sub-criteria Marks Notes

Full attendance, on time, doing 

all of homework and being 

serious in learning

20

Students will lose the mark for 

the whole section if they violate 

ONE sub-criterion

Being honest in learning and 

ethics practicing

5

Table 1.6 Examples of moral practice scores from Hanoi University of Foreign 
Language 

As this discussion shows, the Vietnamese Government stresses both moral and 

academic roles for teachers and students, and English language teaching in 

Vietnam is no exception. This immediately raises the issue of the different 

expectations of government and teaching theory. In communicative language 

teaching theory, the EFL teacher’s main role is that of a facilitator, whereas in 



Chapter one ~ Introduction 

 24 

Vietnamese education, teachers, including EFL teachers, are expected to be not 

only facilitators but also moral guides (Phan & Phan, 2006; Phan, 2007; Phan, 

McPherron, & Phan, 2011). How to balance the roles of facilitators and moral 

guides, as well as how to choose the right teaching methodology, still represent 

major challenges for Vietnamese EFL teachers (Phan, McPherron, & Phan, 2011). 

Lecturers at the college studied for this research were found to have developed 

their own strategies to balance their roles. For example, on the one hand, 

teachers would be friendly and communicative to facilitate students’ 

interactions in English. On the other hand, they implicitly established a rule that 

students would not ask them questions during class. 

1.5 Resourcing education in Vietnam 

In Vietnam, the government (the Ministry of Education & Training) publishes 

and supplies textbooks for the primary and secondary levels of schooling. These 

textbooks are based on the Ministry of Education & Training curriculum. 

However, as acknowledged by Nguyen (2014), an ex-minister of the Ministry of 

Education & Training, locally composed English textbooks in Vietnam have not 

reached the quality that teachers and learners expect. In addition, at secondary 

school levels (years 6 to 12), there remains a shortage of and delay in the 

distribution of teaching and learning materials in several parts of Vietnam as 

materials are being completed and updated every year (Lan, 2014).  

Furthermore, the Ministry of Education & Training has not provided 

adequate teaching guide books for teachers (teacher manuals), which might be 

one reason for the mismatch between curriculum designers’ expectations and 

teachers’ use of textbooks in classrooms, points which have also been made by 

several other studies (Le & Barnard, 2009; Lan, 2014; Nguyen, 2016). While the 

Ministry of Education & Training created the textbooks on the basis of principles 

of communicative language teaching and task-based language teaching (Van 

den Branden, 2006; Barnard & Nguyen, 2010; Hoang, 2015), in fact grammar 
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translation teaching methods have generally still been found to dominate (Le & 

Barnard, 2009). Moreover, there is a strict schedule within which the textbooks 

are to be studied, which creates pressure for teachers and limits the capacity for 

in-depth study (Nguyen, 2014). 

As tertiary institutions in Vietnam can select their own textbooks (the 

Ministry of Education & Training, 2512-BGDDT-GDCN), teachers and students 

at tertiary levels may be faced with different problems, particularly if the chosen 

texts are poorly compiled by Vietnamese teachers or are imported from English 

speaking countries, which often results in cultural irrelevance and a lack of 

comprehensibility (Tran, 2013). In the past, the Oxford University Press’s 

Streamline English and Headway series were preferred (Kramsch & Sullivan, 

1996), but a large range of imported textbooks is used (Nguyen, 2002). However, 

it is usually the case that what is most relevant to students’ lives is their local 

context, rather than the content portrayed in global ELT textbooks (Kramsch & 

Sullivan, 1996). At the college studied in this research, it became clear that the 

Western textbooks that had been selected and used had various deficiencies. As 

discussed in chapters five and six, lecturers had developed their own 

approaches to overcome that barrier to help student learning. 

1.6 The structure of the thesis 

This thesis is divided into eight chapters. Having reviewed the rationale and 

background to the topic in this chapter, in chapter two I review the relevant 

literature and point out how this study contributes by developing knowledge in 

the field. Chapter three introduces the actual study site for this thesis, sets out 

the research questions and explains the procedures followed in addressing each 

research question through research design and instruments. Chapter four 

explains the socio-cultural factors that impact on the students’ learning of 

English in the study context. The findings of the study are presented in chapters 

five to eight. Chapter five examines the problems of the use of Western 
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textbooks at the teacher training college and describes lecturers’ decisions to 

bring supplementary materials into the classrooms to overcome those problems. 

Chapter six presents in detail the lecturers’ approaches and strategies in 

structuring those supplementary materials through scaffolding and sequencing 

to solve the problems of textbooks while helping students to communicate 

meaningfully. Chapter seven presents the significant results of the students’ 

language performance as a result of the lecturers’ strategies. Finally, chapter 

eight brings the findings together and provides recommendations for English 

language educational policy in Vietnam and for future research.  



 

Chapter two 

 
Literature review   

 

In indicated in chapter one, several cultural and contextual factors have led to 

suggestions that the communicative language teaching approach is not 

compatible with the requirements of teaching English in Vietnam. These factors 

include the constraints of the Vietnamese curriculum and the influence of the 

cultural practices of Confucianism and Buddhism on the behaviour and 

expectations of Vietnamese teachers and students. For these reasons Vietnam 

continues to struggle to identify and adopt a balanced pedagogy for teaching 

English. This chapter asks: How have earlier studies discussed the issue of 

teaching English through a communicative language teaching approach in 

Asia? 

In reviewing the relevant literature, this chapter first reviews the context of 

English as an international language for global communication. Within that 

context, I note that the teaching of English for communication through the 

principles of communicative language teaching is being widely promoted in 

Asia. In 2003, for example, Nunan reported that CLT was the central pillar in 

seven countries in Asia. Increasingly, in 2004, Ho (cited in Littlewood, 2007) 

surveyed fifteen countries of East Asia and found that CLT was the dominant 

teaching model. Liao (2004) also shared the finding that in many EFL countries 

in Asia like China, Taiwan and Japan, ministries of education have based 

teaching objectives on the general goal of developing communicative abilities. 

Butler (2011) added that various governments in Asia established CLT and 
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TBLT as major teaching approach including Hongkong, Japan, South Korea, 

Malaysia, Singapore, Thailand and Vietnam.  

However, cultural factors mean that educators face a wide range of 

challenges in implementing communicative language teaching in Asian 

contexts. The chapter explores the ways in which local interpretations and 

implementations of what is called ‘communicative language teaching’ are 

deeply affected by cultural, resource and policy factors. In adapting the 

communicative approach to Asian contexts, research shows a renewed focus on 

scaffolding, particularly in classes where English is the medium of instruction. 

This review examines current literature around the factors within Asian contexts 

that impact on the effective teaching and learning of English. The chapter also 

examines definitions of communicative language teaching and current critical 

responses the notion of ‘method’. It also examines current literature addressing 

localised interpretations of communicative language teaching within contexts 

where available resources may be limited. 

2.1 English as an international language in Asian contexts 

It is an obvious truth to state that English is a global language. However, closer 

examination reveals a hierarchy within that statement that is sometimes 

accepted uncritically. The users and teachers of English have traditionally been 

rigidly divided into two categories: native speakers of English and non-native 

speakers of English (Butler, 2007; Jenkins, 2006; Yoo, 2014). Because they use 

English as their first language, people in the so-called Inner Circle (Kachru, 

1992) such as Britain, America, New Zealand and Australia are considered 

native speakers (Butler, 2007; Jenkins, 2006). People in the Outer Circle 

(Singapore, India, Pakistan, and Malaysia) and the Expanding Circle (regions 

where varieties of English are used as a foreign language, including China, 

Egypt and Korea) (Kachru, 1992) are non-native speakers due to their adoption 

of English as a second or foreign language (Butler, 2007; Jenkins, 2006). 
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Despite of the fact that non-native speakers outnumber native speakers 

(Crystal 2008; Rajagopalan, 2004), and although a number of studies call for an 

open recognition of the variety of Englishes spoken around the world (Kachru, 

1992; Canagarajah, 2007; Forman, 2010; Mahboob & Golden, 2013), the English 

of the Inner Circle has long been considered the standard that other speakers of 

English should follow (Jenkins, 2009; Park, 2009). Jenkin (2007) reported that 

“proper English” is believed to be the prerogative of the UK and the US, and 

thus those speakers ‘are automatically in a position of power as compared with 

those who have to learn it as a second language or foreign language’ (Tokumoto 

& Shibatao, 2011: 392). As a result, non-native English speaker teachers were 

discriminated in the job market (Mahboob & Golden, 2013; Kamhi- Stein, 2016; 

Rucker & Ives, 2014). 

The tacit and sometimes explicit discrimination against non-native speakers 

and non-native teachers of English has had a strong impact on learners of 

English in Asian countries (Butler, 2007). Jenkins (2007) found that British 

English and American English were the preferred varieties of English for 

Taiwanese, Japanese, and Italian students. Similarly, students in China rely on 

British English and American English (Hu & Lei, 2014) as the standard to aim 

for. Because of the priority given to oral communication in current approaches 

to the teaching and learning of English and given the bias towards the native-

speaker model described above, teachers in Asian countries have traditionally 

relied on resources from the UK and the US (Butler, 2007). The impact of this 

situation can be seen in the emphasis given to pronunciation classes in Asian 

contexts as well as the use of teaching material that is often somewhat esoteric. 

For example, for students in rural Vietnam, learning about the British royal 

family is of questionable utility for their future roles as teachers of English in 

that context.  
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With non-native teachers of English, there has been an asumption that the 

competence of native speakers is the goal to aim for (Zhang & Elder, 2011). 

Therefore, non-native speakers of English have come to see the standard of 

English of native speakers as superior (Davies, 2006; Kirkpatrick & Zhichang, 

2002). To attain this native speaker standard has become an element of the 

professional identity that non-native teachers of English aim for. Student 

teachers of English share their teachers’ desire. For example, in a study 

conducted in 2012, Park reports that student teachers in the study are very 

conscious of using Chinglish informally with colleagues, but they would use 

‘proper’ American English in formal academic situations because they wanted to 

be seen as qualified teachers of English. This belief that professional identity 

implies a native speaker standard of English impacts significantly on teachers’ 

acceptance and implementation of new approaches, techniques and activities 

(Young & Walsh, 2010). 

In Vietnam, since the country opened its doors to the outside world in 1987, 

and especially since it joined ASEAN (the Association of South East Asian 

Nations) in 1995, English has become increasingly important. It has become a 

compulsory subject at schools, colleges and universities, and is a required 

foreign language for employment. However, despite its growing significance in 

educational policy and practice, teachers’ and students’ perceptions of the 

importance of English in their daily lives remains under-researched, especially 

in the field of English teacher education, despite the fact that hundreds of 

Vietnamese teachers of English are trained every year. There is also a very 

obvious gap in the literature in terms of any critical examination of the ways in 

which teachers in Vietnam have responded on a day-to-day basis to the intense 

demand for English and the concomitant demand for it to be taught according to 

the so-called communicative method. 
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2.2 ‘Method’ in the teaching of English as a second or foreign language 

The development of technology, the rapid spread of English around the world 

and continuous socio-cultural changes across the world have made it unrealistic 

to believe that there can be one single best method that fits all contexts. In recent 

decades scholars have been calling for the need to identify appropriate teaching 

methods for specific contexts (Jenkins, 2009). One of the frameworks that 

responds to that need is what is called ‘post method’, developed by 

Kumaravadivelu (2001, 2003, 2006). According to this framework, teaching 

practices in the classroom are evaluated through social, cultural, economic and 

political dimensions (Akbari, 2008; Pérez-Milans, 2017). Its pedagogy looks at 

teaching through three aspects: particularity, practicality and possibility (Chen, 

2014). The core views of post method make it a bottom-up strategy that requires 

teachers to have the ability to reflect on their teaching in order to take actions 

appropriate to their own contexts. To achieve this reflective teaching, teachers 

must have the ability to make decisions, to plan and to act for their teaching 

contexts (Richards & Lockhart, 1994). Despite the calls of post method for 

teaching that is context-sensitive and reflective, in Vietnam the dominant 

approach being promoted is communicative language teaching, a single method 

approach. 

Communicative language teaching is concerned with the teaching of 

communicative competence (Richards, 2005; Savignon, 2007; Richards, 2013). In 

recent years the communicative approach has developed into task-based 

language teaching (Littlewood, 2014). This competence includes the ability to 

use language in different contexts and for different purposes, to understand and 

produce language in different forms, and to communicate even with a limited 

knowledge of the language (Richards, 2005; Savignon, 2007; Littlewood, 2007). 

Communicative competence is different from grammatical competence, which 

emphasises the ability to build sentence structures by learning grammatical 
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rules and practising grammatical exercises. In terms of language teaching 

methodology, grammatical competence has been particularly associated with 

the grammar translation method (Larsen- Freeman & Anderson, 2013). In this 

method, translating between the L1 and L2 and the learning of grammatical 

rules have been central; the teacher is the authority in the classroom; and there 

are few opportunities for interaction among students (Larsen- Freeman & 

Anderson, 2013; Richards & Rodgers, 2014).  

By contrast, the major feature of communicative language teaching is the 

engaging of students in different oral and written L2 communicative activities 

or tasks (Butler, 2011), rather than the drilling of exercises, or focusing on 

grammatical explanation (Larsen-Freeman & Anderson, 2013). Kayi (2012) 

reports that discussions, role-plays, simulations, information gaps, 

brainstorming, storytelling, interviews, story completion, reporting, picture 

descriptions and language games are common tasks in communicative language 

teaching. With the aim of creating more opportunities for interaction and 

negotiation among students, pair and group work are strongly encouraged. As a 

consequence, teachers become less authoritative and play the role of facilitators 

while students become the centre of the classroom (Butler, 2011). The 

communicative approach advocates the use of authentic materials so that 

learners have more opportunities to study English as it occurs in a range of 

language environments (Larsen-Freeman & Anderson, 2011). 

Students in Asian countries such as Vietnam (Mai & Iwashita, 2012), Taiwan 

(Chang, 2011) and China (Liao, 2004; Hsu, 2015) generally have positive 

attitudes towards communicative language teaching. Students have been 

impressed by communicative language teaching’s use of pair and group work, 

authentic materials, and different communicative activities, seeing these as ways 

to enhance productive skills, which is Vietnamese learners’ most urgent need. In 

theory, communicative language teaching seems to meet learners’ needs to 
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develop their oral communication. However, in reality, the ways in which 

communicative language teaching is being interpreted and applied in Vietnam 

remain questionable. The following section reports on communicative language 

teaching myths and challenges in ASEAN region. 

2.3 Critical approaches to communicative language teaching 

Although communicative language teaching attracts positive attitudes from the 

majority of students in the studies reviewed above, it has not been widely used 

as the principal means of language teaching in Asia (Gatbonton & Segalowitz, 

2005). The main challenges for teachers and students in using communicative 

language teaching are: understanding just what communicative language 

teaching involves; difficulties applying the method within required educational 

curriculum; the lack of training and infrastructure; and cultural factors (Chen, 

2003; Gu & Schweisfurth, 2006; Ping, 2010; Roy, 2016). 

2.3.1 Myths about communicative language teaching 

Although participants in previous studies were reported as having positive 

attitudes towards communicative language teaching, the ways in which they 

interpreted communicative language teaching were an issue.  

Although communicative language teaching was not conceptualised as an 

approach intended to exclude form, most EFL teachers believed that it did 

(Lyster, 1994; Spada, 2007). The belief was that grammar was too complex to be 

taught and that it could therefore only be acquired unconsciously through 

exposure to the target language (Spada, 2007). Experimental research to address 

this problem explored language forms in meaning-focused communicative 

language teaching programs (Lyster, 1994; Spada & Lightbown, 1993; White, 

Spada, Lightbown, & Ranta, 1991). The results showed that the inclusion of 

form-focused instruction leads to improvements in students’ knowledge and in 
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their ability to use that knowledge, but that it was important to find a balance 

between form and meaning.  

A second misconception about communicative language teaching was that it 

emphasised speaking and listening, excluding reading and writing. However, 

many researchers agree that one of the basic principles of communicative 

language teaching is that language skills and communicative abilities should not 

be separated from each other (Savignon, 1997). Furthermore, relevant contextual 

and social factors also contribute to students’ comprehension (listening and 

reading) and production (speaking and writing), which were the core principles 

and practices of communicative language teaching. Lee (2014) reports that 

Korean EFL teachers in his study are under the misapprehension that 

communicative language teaching was only limited to teaching speaking skills. 

In fact, communicative language teaching can be applied equally to other skills 

such as reading. In Japan, teachers expect students to interact with the texts in 

textbooks instead of interacting through pair and group work (Humphries & 

Burns, 2015). 

A third myth about communicative language teaching was that it excluded 

corrective feedback. Many teachers were trained to believe that when students 

made errors, they learnt from those errors and made progress (Truscott, 1996, 

1999). However, corrective feedback has been widely encouraged and accepted 

in communicative language teaching and is not seen as interfering with 

communication (Lyster & Ranta, 1997; Panova & Lyster, 2002). Other 

experimental classroom studies report that more explicit types of feedback could 

lead to higher levels of accuracy and development among students (Ammar & 

Spada, 2006; Lyster, 2004). Thus, more corrective feedback may be required in 

communicative language teaching classes (Nicholas, Lightbown, & Spada, 2001).  

The final myth about communicative language teaching was the 

interpretation that communicative language teaching meant student-centred 



Chapter two ~ Literature review 

 35 

teaching only. One of the central goals of communicative language teaching was 

that students should be given more control and learning autonomy in the 

classroom. In this way, students had more opportunities to provide input into 

decisions about course content (Breen & Candlin, 1980), and to initiate 

interactions in communicative language teaching classrooms (Fröhlich, Spada, & 

Allen, 1985). This was achieved through student-centred activities such as group 

and pair work. Some studies reported that in group activities, students 

produced more speech and forms than they did in teacher-centred activities 

(Long, Adams, McLean, & Castaños, 1976). In pair work, students could 

negotiate meanings, which is believed to be important in language acquisition 

(Johnson & Porter, 1983). However, Long and Porter (1985) found that students 

made more errors when they worked in groups, and thus group work needed to 

be combined with other teacher-fronted activities in the classroom. Spada (2007) 

pointed out that placing students at the centre of learning is sometimes 

misunderstood as meaning that students should control the content of their 

language learning. In fact, the teacher’s instruction still plays a vital role in 

communicative language teaching. It should be noted, therefore, that there are 

divergent views of what constitutes communicative language teaching, and that 

often these views have developed as a product of distinct contexts (Littlewood, 

2007). 

2.3.2 Teachers from ASEAN countries applying communicative language 
teaching 

As teachers have sought to put into practice their own conceptions of 

communicative language teaching, a mismatch has sometimes occurred 

between beliefs and practice. This was found in an Iranian study by Mowlaie 

and Rahimi (2010). EFL teachers in the study felt they were following 

communicative language teaching principles: not depending on textbooks, not 

focusing on grammar, and letting students interact with one another rather than 
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with teachers. However, they were found to be contradicting their beliefs about 

communicative language teaching by limiting their teaching to textbooks. 

Similarly, Chinese and Korean EFL teachers were found to misinterpret 

communicative language teaching characteristics as requiring an exclusion of 

grammar and a focus on oral language (Xiaoshan, 2011; Lee, 2014). The belief 

that communicative language teaching is mainly concerned with listening and 

speaking has also been found in Thailand (Wiriyachitra, 2002), where grammar 

translation used to be the main teaching method (Darasawang, Reinders & 

Waters, 2015). In addition, in Cambodia, although communicative language 

teaching is strongly encouraged by the government, it is used only by EFL 

teachers in major urban centres. As Neau (2003) explains, this is because 

Cambodia’s culture of teaching and learning favours the grammar translation 

method in most contexts, in part because the Khmer script is completely 

different from English and both teachers and students therefore rely on 

translation in order to establish the meaning of new words. 

Communicative language teaching implementation in Asia is critically 

linked to the available teaching materials (Shi, 2006; Maftoon & Ziafar, 2013; 

Forman, 2014). Forman, (2014) finds that communicative language teaching 

textbooks in Thailand are based on misleading cultural assumptions, contain 

lexical inaccuracies and present decontextualised grammar. Wiriyachitra (2002) 

also says that the teaching materials in Thailand contain an abundance of texts, 

grammatical points and exercises. Foley (2005) adds that Thai teachers do not 

have enough reference materials. Similarly, Maftoon and Ziafar (2013) find that 

textbooks are among the factors that demotivate Japanese students learning 

English. In Laos, the materials associated with English are not suitable for 

communicative language teaching and cannot improve learners’ communicative 

competence (Souriyavongsa et al, 2013). 
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Furthermore, applying communicative language teaching in the large class 

sizes typical in Asia is also a significant challenge. This obstacle can be found in 

the majority of Asian EFL classrooms (Littlewood, 2007), such as Thailand 

(Wongsothorn, Hiranburana & Chinnawongs, 2002), Cambodia (Igawa, 2008) or 

Laos (Souriyavongsa et al, 2013). Organising pair and group work is very 

challenging, although one university study found that students could improve 

their English learning if they worked in pairs or groups (McDonough, 2004). The 

problem of class size may lead to the difficulty in controlling the amount of L1 

use by students in discussions, especially when the topics relate to their interests 

(Sun & Cheng, 2000). 

The final challenge of communicative language teaching implementation in 

Asia is the tension between the different roles expected of teachers. Sakui (2007) 

asserts that Japanese EFL teachers believe they have two roles: preparing 

students for grammar-based entrance exams and enhancing students’ 

communicative ability in L2. Both these missions are critical in Japanese culture. 

In the case of the first role, Japanese students are under pressure to pass 

university entrance exams. Preparation requires that their study of English have 

a strong emphasis on vocabulary and grammar (Maftoon & Ziafar, 2013). 

Secondly, in Japan, English is valued as a means of understanding a multi-

cultural society, which impacts upon both education and business (Duong, 

2012). Although some Japanese EFL teachers have attempted to balance 

grammar-based learning and communicative tasks such as group and pair work 

and cooperative learning in the classroom, such efforts seem to be less successful 

as exams play a such a crucial role in Japanese students’ lives (Maftoon & Ziafar, 

2013).  

However, although applying communicative language teaching in Asia has 

faced many challenges, there have been attempts to adapt communicative 

language teaching principles to fit users’ cultural contexts. Communicative 
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language teaching has been adapted to fit Japanese culture and the attitudes of 

teachers and students (Maftoon, & Ziafar, 2013). In China, Schweisfurth (2011) 

shows that the majority of Chinese teachers have a high preference for 

communicative language teaching. Exposure to Western methodology enables 

these Chinese teachers to critically review both their traditional teaching and the 

appropriateness of Western innovations. For example, Sun and Cheng (2000) 

adapted communicative language teaching in the Chinese curriculum by 

converting grammar lessons and textbook content into interactive activities and 

changing text analysis into students’ discussions. Fang (2006) organised 

communicative language teaching activities when students had spare time such 

as singing English songs, reading poems, having competitions and simply 

chatting, in order to increase students’ learning motivation. Furthermore, some 

Chinese teachers have combined communicative language teaching instructions 

with body language to assist students to understand lessons more easily (Liao & 

Zhao, 2012). Overall, Lee (2014) recommends that communicative language 

teaching be understood in China as a broad methodology and argues that its 

principles need to be adapted and balanced in order to create appropriate 

learning in specific contexts. 

In Vietnam, Vietnamese EFL teachers in secondary and tertiary education 

have been struggling to select applicable teaching approaches (Le & Barnard, 

2009). In particular, the notion of creating an ‘appropriate pedagogy’ (Kramsch 

& Sullivan, 1996) remains challenging in this context (Phan, 2008). The Ministry 

of Education through its English curriculum advocates as follows:  

two popular approaches in education and foreign language teaching 

internationally and domestically: the learner-centred approach, and 

the communicative approach in foreign language teaching, in which 

task-based language teaching is the principal method of teaching. 

(Ministry of Education & Training, 2006c: 12)  
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In this context, task-based language teaching is taken to be an extension of 

communicative language teaching, with task-based language learning 

providing a more detailed framework for the teaching of language as 

communication. In practical terms, although there are a couple of recent papers 

exploring task-based language learning in Vietnam (Le & Barnard, 2007; Hoang, 

2010), the discussion of communicative language teaching continues to 

dominate in the research literature. Similarly, amongst Vietnamese EFL 

teachers, it is still communicative language teaching which is regarded as 

embodying the latest EFL methodology. Accordingly, in the present study, I 

made use of the framework of communicative language teaching to analyse 

classroom practice. 

For many years, national educational policy has demanded that teacher 

training programs in Vietnam give priority to communicative language 

teaching methodology. Yet, even when recent graduates move into teaching 

positions, communicative language teaching is often not used (Pham, 2007), 

Nguyen, and Franken (2010). A number of reasons have been put forward for 

this gap between training and practice. Two are time constraints and class sizes 

(Bao, 2014; Nguyen, 2014; Nguyen, 2015). Le and Barnard (2009) find that it is 

tough for teachers to organise pair and group work and complete the lessons 

within the allocated time. A typical class of 40 to 50 students may cause trouble 

for teachers in organising pair and group work (Nguyen, 2015). Communicative 

language teaching may also not be successful due to noisy teaching spaces, poor 

ventilation and inadequate libraries, and thus it is difficult for teachers to attract 

the students’ attention in the language environment (Hoang, 2010). A further 

factor noted by Le (2014) is that a lower level of English proficiency on the part 

of some teachers may create an obstacle in using communicative language 

teaching. Indeed, there are many teachers who are still undergoing training in 

English proficiency so that they can use it more effectively (Ngo, 2015). 
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Additionally, Nguyen and Khuat (2003) report that although current textbooks 

incorporate communicative language teaching, students lack an English 

language environment in which they can practise classroom input because 

English is rarely found outside the classroom. 

The issue of grammar in communicative language teaching is an important 

one in the Vietnamese EFL context. Some Vietnamese teachers believe that a 

focus on grammar supports communicative language teaching, as students’ 

problems with communicative tasks are due to a lack of knowledge of grammar 

and vocabulary (Barnard & Nguyen, 2010). In other words, teachers believe that 

proper grammar will result in enhanced communication (Barnard & Nguyen, 

2010). Therefore, teachers are expected to master and explicate grammar rules 

(Nguyen, 2002). The place of grammar in communicative language teaching has 

long been debated, and its initial exclusion was later reformulated to allow a 

‘focus on form’ to become an acceptable part of the method. 

Finally, as cited earlier, the traditional form of teaching in Vietnam has 

historically been teacher-centred, where teachers explain and students take 

notes (Pham, 2010). As Vo (2013) points out, in Vietnam the emphasis on the 

teacher’s delivery of knowledge, as in the grammar translation method, is 

simply part of the ‘tradition’ of teaching. Pham (2011) adds that in such 

teaching, teachers are said to be like people pouring water (knowledge) into 

bottles (students). In this way, traditional teaching or the grammar translation 

approach is believed to be useful at tertiary levels because it enables teachers to 

present a vast amount of knowledge in a limited time.  

Although applying communicative language teaching in the Vietnamese 

context remains challenging, recent studies show novel responses to the method. 

To improve students’ learning motivation, some teachers are bringing new 

teaching techniques to their classes. Tran (2012) shows that teachers use songs to 

improve their students’ listening skills and to engage students in learning, as the 
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majority of students respond well to music. In addition, Nguyen (2012) find that 

using voice recording in and outside class was a useful way for university 

English-major students to practise their speaking skills. She reports that 

students are trained to record their voices whenever they speak in class. When 

they get home, students listen to the tapes to identify the grammatical mistakes 

they need to correct. They then re-listen in order to pay attention to their 

pronunciation and intonation. Another study describes how a teacher runs a 

project to broadcast radio news in an English-major class (Hoang, 2012). In this 

project, students are requested to select news that interest them. They work in 

groups to create and record a news program. With the cooperation of the 

faculty, this news program is broadcast every week during class recesses. The 

author asserts that this project not only motivate students, but also raise the 

possibility of changing teaching methods at that institution.  

The communicative language teaching method was developed in Western 

contexts, originally for small, fee-paying classes of mainly European adult 

students, who were taught by native speakers of English who did not share an 

L1 with their learners. In Asian ELF contexts, many differences apply. In 

Vietnam, the role of communicative language teaching, and attitudes towards it, 

are complex. This is due in part to the range of views about what 

communicative language teaching consists of, and in part to what may be 

appropriate in the Vietnamese context. While the majority of studies conducted 

in Vietnam have found that communicative language teaching was not used in 

their classrooms despite positive attitudes towards it (Le & Barnard, 2009; 

Nguyen, Warren, & Fehring, 2015), several studies claimed that communicative 

language teaching was being used appropriately in some Vietnamese classes 

(Hoang, 2012; Nguyen, 2012; Phan, 2008; Tran, 2011).  

Thus, what can often be seen in Vietnam is an adaptation of communicative 

language teaching, applying aspects that are useful and amending others, so 
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that a methodology is created which is appropriate to the local EFL context. 

Nguyen (2015: 230), for example, speaks of the ‘necessity of a combination of 

various teaching methods to achieve the best teaching outcomes’. Confucian 

principles can still be upheld, as noted by Kramsch and Sullivan (1996: 206), 

who describe the basis of EFL classes as ‘First learn how to behave, then learn 

the subject’. And as noted earlier, Vietnamese teachers are expected to guide 

students in both academic and moral matters, and thus they teach ‘in harmony 

with cultural expectations’ (Phan, 2008: 55).  

However, all the previous research concentrates on the general disposition 

of teachers and students towards communicative language teaching rather than 

exploring what communicative language teaching meant to participants. To fill 

this gap, this study examines how lecturers and student teachers at Ka Diep 

Teacher Training College interpreted communicative language teaching. This 

issue is urgent in the Vietnamese context because it aligns with the Vietnamese 

Government’s national project 2020 which actively promotes communicative 

language teaching in teaching English. 

2.4 Language outputs  

Input and output play an essential role in language learning, so output is one 

pedagogical goal in learning the L2 (Zhang, 2009). Gass and Mackey (2008) say 

that input is not sufficient for learning a language because language learning 

have to be learnt through interactions. Johnson (2001) states that by interacting 

with someone, the learner receives input and produces output. It is the process 

of interaction that makes language acquisition happen: through talking with 

others or through collaboration with others. As a result, Anthony (2008) argues 

that output is the evidence of producing the target language. Richards and 

Renandya (2002), Swain (2005), VanPatten (2003) also regard output as the 

active use of the language resulting in the production of languge. In other 

words, output is the language a learner produces (Zhang, 2009; Hayashi, 2015). 
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More importantly, Hayashi (2015) pointed out that output is not language 

production without meaning; learners must be producing language with a 

communicative purpose, to express some kind of meaning.  

VanPatten (2003) says that in order to produce output, learners need to 

‘activate’ lexical items and connect them with grammatical forms. According to 

Swain (2008), output consists of speaking and writing. Therefore, this section 

explores meaningful interactions in the classroom, the quality of language as 

well the challenges that ASEAN teachers face in facilitating interactions in the 

classroom. 

2.4.1 Meaningful interactions  

In sociocultural theory, students’ oral interaction is considered a fundamental 

component of language learning. From this perspective, interaction is the source 

of both what students learn (the means) and how they learn (the ends) (Swain, 

1997; Swain & Lapkin, 2002). Therefore, students’ language acquisition is 

embedded in meaningful social and linguistic opportunities in the classroom 

context. As a result, teachers play crucial roles in shaping classroom discourse 

and assisting students with opportunities for meaningful interactions. 

Given the important role of teachers, one common pattern of oral 

interactions in the classroom is teacher–student interaction. This has been 

described as typically involving the sequence of initiation, response, feedback, 

or the IRF pattern (Sinclair & Coulthard, 1975; Waring, 2009). In this pattern, the 

teacher starts and also ends the interactions before moving to another 

interaction sequence. As lecturers’ questions are a decisive factor in allowing 

students to have meaningful interactions, a number of studies have explored 

teacher questions, looking at how questions can be used to facilitate lecturers’ 

and students’ knowledge (McCormick& Donato, 2000; Waring, 2009), how 

lecturers’ follow-up questions affect classroom interactions (Hellermann, 2003, 
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2005), and how lecturers’ and students’ questions are developed during IRF 

sequences (Waring, 2009). For example, one study investigated how teachers 

used questions in scaffolding teacher-fronted activities (McCormick & Donato, 

2000). Another study explored how teachers’ questions demonstrated the 

functions of scaffolding (Wood, Bruner, & Ross, 1976). 

In addition to teacher–student interactions, many researchers have also 

examined student–student interaction in the classroom (Mori, 2002; Mondada & 

Pekarek Doehler, 2004). The value of student–student interaction for language 

development has been highlighted within communicative language teaching 

and by theories of learning focusing on the social nature of language acquisition 

(Lantolf, 2000, 2006; Van Lier, 2000, 2004). Mondada and Pekarek Doehler (2004) 

analysed interactions between students and teachers in two different French 

classes in Europe. They found that the tasks used in the classrooms were not 

predetermined by a curriculum, program or lesson plan and did not remain 

unchanged when carried out by different groups of learners in the same 

classroom. They noted the role of context-

which teachers and students interacted to complete the tasks. However, when 

Mori (2002) investigated Japanese students’ talk in interactions with a native 

speaker in the classroom, she found that in a speaking activity (an interview 

with the native speaker), despite of the goal of the task being for the students to 

start a conversation with planned questions, students raised irrelevant 

questions. However, discussions only occurred when students did not use the 

scripted questions but asked unplanned ones. She therefore claimed that the 

types of activities in the classrooms might affect the classroom discourse more 

than planning and preparation. 

In critiquing planned speaking activities for students in the classroom, 

Herazo (2010) emphasised the point that although students could learn from 

each other through interaction, not all of the activities fostered authentic oral 
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communication, and thus not all suited the communicative lesson. Herazo 

described an activity found in one EFL classroom, in which students practised a 

prepared dialogue in front of the class. The teacher involved stated that the 

speaking activity developed oral communication since the students needed to 

use the L2 to exchange true information about themselves, practise 

pronunciation and grammar in the dialogue. However, Herazo strongly 

disagreed with that argument. She argued that such an activity made little 

contribution to oral communication and she did not consider it to be an 

authentic communicative event since students were simply repeating a scripted 

dialogue like parrots. She argued that students could not achieve language 

knowledge through such an activity. This raises the question of how the quality 

of output can be measured. 

2.4.2 The quality of language output 

The quality of language output can be considered a measure of the success 

of a language class. As noted above, sometimes students produce language but 

its quality is below avergage because the language produced is repitition 

without meaning. Measuring the quality of language output is therefore 

neccessary. Because language output can refer to written or spoken language, 

the ways used to measure the quality these outputs vary across studies.  

Mazgutova and Kormos (2015) reported that lexical and syntactic 

complexity can be used to measure the quality of written output. Lexical 

measures can include the measure of textual lexical diversity (Graesser, Cai, & 

Kulikowich, 2011), log frequency of content words (Greasser et al., 2004), latent 

semantic analyses (McNamara & Graesser, 2015), academic word lists (Coxhead, 

2000), and squared verb variation (Lu, 2010). To measure the syntactic 

complexity of written output, several aspects such as the mean length of a T-unit 

(a main clause plus any other clause) (Vajjala & Meurers, 2013), mean number of 

dependent clauses per T-unit (Wolfe-Quntero et al., 1998), mean number of 
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modifers per noun phrase (Graesser et al., 2004), mean number of complex 

nominals in subject position (Cooper, 1976, cited in Mazgutova & Kormos, 2015) 

and syntactic structure similarity (Graesser et al., 2004). 

To meausure the quality of spoken output, grammatical accuracy, syntactic 

complexity and fluency are some of the different methods (Foster, Tonkyn, 

Wigglesworth, 2000). To assess spoken language performance, different scholars 

have looked at productivity and complexity. To measure the quality of 

productivity, measures include the mean length of utterance (Brown, 1973), and 

the mean number of sentences per turn (Crystal, 1979). On the other hand, 

syntactic complexity is measured by structural analysis, productive syntax 

(Scarborough, 1989), the type-token ratio (Wagner, 1985), and units or chunks 

within lengthy turns (Garman, 1990). In 2000, Foster, Tonkyn and 

Wogglesworth developed different criteria to assess the quality of spoken 

output including semantic units, intonational units and syntactic units. Among 

syntactic units, they looked at the sentence, idea unit (a clause with pre and post 

V clause elements), T-unit, and C-unit (grammatically independent predication). 

As noted, the quantity of student talk is recognised as an important measure 

because it gives an indication of how many opportunities students have to 

create meaningful communication in the classroom. However, the quality of 

students’ ouput is more important because it is about having opportunities to 

use a range of meta-functions in the classroom so that students are able to talk 

about ideas, give opinions and provide evaluations. Based on what previous 

studies have measured the quality of students’ language, the quality of the 

students’ ouput in this study is measured through analyses of lexical density, 

syntactic complexity and meta-functions.  

Analysis of lexical density does not just show the students’ knowledge of 

vocabulary but that their language productions were complex and reflected a 

variety of functions of language such as giving opinions. This indicates that 
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students were thinking at a complex level. The use of complex language was not 

in the form of simple repetition, drills of responses to closed questions. The 

students were involved in expression their own opinions and were engaged in 

real communication in the classroom. As Lu (2012) argues, lexical richness is 

crucial in language learning because it relates directly to effective spoken and 

written communication and is a means to measure oral proficiency (Read & 

Nation, 2002; Daller & Xue, 2007).  

As noted above, in order to measure the lexical richness, this study will 

follow Halliday’s framework (1973; Yu, 2010; Lu, 2012; Malvern & Richards, 

2012). Halliday analysed lexical richness and lexical density. This framework 

was developed based on Ure’s study (1977, cited in Johansson, 2008). According 

to the framework, word tokens are all the words in a spoken sentence or written 

text and lexical tokens are content words only. Content words are words that 

contain ideational meaning such as nouns, verbs, adjectives and sometimes 

important adverbs. Lexical density is the ratio of lexical tokens (content words) 

to word tokens. The higher the percentage of lexical density, the higher the 

quality of the interaction. Therefore, long responses are not always a guarantee 

of high quality because they may not contain a high proportion of content 

words. 

In order to calculate lexical density accurately, it is important to decide 

which words are to be counted in the data. In other words, the mean length of 

each analytical unit must be set in advance. According to Row (1974), the mean 

length utterance of British high school students under the impact of teachers’ 

wait time was from 6 to 28 words. However, Malvern, Richards, Chilpere and 

Duran (2004) reported that British students’ mean length of utterance when 

learning French was 4.6. Tsutsui (2001) found that the mean length of utterances 

of Korean university students started from 3 and developed to 8 words during a 

period of time. Munro and Derwing (1999) also found that non-native speakers 
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produced the average of 3.8 in a speaking turn. Hincks (2005) reported that in 

oral presentations, international students could produce 5 from 7 words. The 

mean length used in this study will be explained further in chapter seven. 

The last dimension in assessing the quality of the students’ interactions 

involved looking at the functions in each response. Halliday’s framework (1973), 

developed by Matthiessen and Halliday (2009, 2013) and Kong (2012) described 

seven basic functions in using a language: instrumental, regulatory, 

interactional, personal, heuristic, imaginative and representational. George 

(2013) described and provided the demonstrations of these seven language 

functions as follows. For instrumental function, children use language to satisfy 

a personal need and to get things done (e.g.: Cookie Mommy). For regulatory 

function, children use language to control behavior of others (e.g.: No sleep 

now). For interactional function, children use language to get along with others 

(e.g.: You want to play?). For personal function, children use language to tell 

about themselves (e.g.: I’m running now). For heuristic function, children use 

language to find out about things, and to learn things (e.g.: What are cows for?). 

for immaginative function, children use language to pretend, and to make 

believe (e.g.: Lets’s play space). For representational function, children use 

language to communicate something for the information of others (e.g.: I’ll tell 

you how the game works). Analysing the functions of language allows us to see 

the purposes for which students are using language. Although we may not use 

all seven functions of languge in a single conversation, it is important for 

students to have opportunities to practise as many of the language functions as 

possible in the classroom because the classroom constitutes the main language 

environment for students in this rural area. 

For international students, Council of Europe and Cambridge English have 

similar citirea in assessing the performance of candidates presenting for exams. 

Criteria include accuracy, fluency, range, pronunciation and interaction. To 
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measure the quality of the students’ language output, in this study I assessed the 

lexcial density, syntactic complexity based on the descriptions of CEFR 

framework (Common European Framework of Reference for Languages), and 

language functions (what language is used for in the interactions). Further detail 

is provided in chapter seven. 

2.4.3 Challenges teachers face in Vietnamese classes 

Many psychological, social and cultural factors affect students’ interactions in 

the classroom. Motivation is believed to be an important factor in initiating 

learning and in achieving goals (Schumann, 1986; McIntyre &Noels, 1996). 

These researchers reported that students who had substantial motivation for 

learning adopted more learning strategies than those with lower levels of 

learning motivation. Motivation was categorised into intrinsic and extrinsic 

(Brown, 2000). While intrinsic motivation refers to students’ willingness to 

engage in an activity because it is enjoyable and fulfilling, extrinsic motivation 

describes the students’ desire to participate in the activity in order to receive an 

external reward or avoid punishment (Huang, 2010). Crookes and Schmidt 

(1991), and Dörnyei (1998) report that intrinsic motivation is more powerful in 

student learning, but that both types are crucial factors for successful learning 

(Gardner, 1985).  

A second factor impacting on student learning is the frequency of speaking 

English outside the classroom. MacIntyre and Charos (1996) state that: 

[when] foreign language learners lack the opportunity for constant 

interaction in the L2, they would be less likely to increase their 

perceived competence, willingness to communicate, and frequency of 

communication. (cited in Baker & MacIntyre, 2000: 312)  

The constant use of English also increased students’ linguistic outcomes because 

language students who had more exposure to English or acquired it in natural 
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situations were more flexible and successful in using communication strategies 

(Piranian, 1979). In other words, students who actively seek opportunities to 

speak English tend to be more proficient in English communication than 

students who do not seek the opportunities. According to Clément (1986): 

seeking opportunities to communicate would greatly increase the 

chances for intercultural contact, L2 communication practice (Larsen-

Freeman, 2007) and comprehensible input (Krashen, 2003). (cited in 

MacIntyre & Doucette, 2010: 162)  

Huang and Van Naerssen’s study (1987) also found that Chinese EFL students 

who were fluent in speaking spoke English frequently outside the classroom 

such as speaking with friends and native speakers and thinking or talking to 

themselves in English. Such functional practice was shown to be critical to 

students’ language performance (Bialystok, 1981; Huang, 2010). However, in 

rural settings, how can students have the opportunity to practise speaking 

English frequently outside the classroom? 

A further factor that affects students’ participation is class size (Gleason, 

1986; Hyde & Ruth, 2002; Myers, 2009; Rocca, 2010). These researchers found 

that students in smaller classes participated more than students in larger classes, 

and thus large class size tended to hamper communication. For example, some 

studies have reported that courses with more than 40 students had fewer overall 

interactions per class period (Auster & MacRone, 1994; Karp & Yoels, 1976; 

Bowers, 1986; Nunn, 2003). Dividing large classes into smaller groups might 

therefore be helpful in facilitating discussions (Ferguson, 1986) and in enhancing 

group activities (Cohen, 1991). Gleason (1986) also suggested teachers in large 

classes should move around the room because the teacher’s act of moving closer 

to students was found to increase participation (Fassinger, 2000; Rocca, 2008).  
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Another reason that students avoid participating in classes is due to their 

lack of confidence (Fassinger, 2000; Hyde & Ruth, 2002). Weaver and Qi (2005) 

found that students may feel intimidated or inadequate in front of their 

classmates and professors, and thus they chose not to participate. Students 

could boost their confidence by preparation in advance, which allows students 

to talk about the topic with classmates or to complete it as a homework 

assignment before discussing it in front of the class, resulting in greater student 

participation (Hyde & Ruth, 2002).  

Teachers’ actions, policy and behaviours have also been shown to affect 

students’ participation in the classroom (Fassinger, 2000; Wade, 1994). For 

example, students tend not to participate if teachers do not pay attention to 

them, make fun of them or are overly critical (Kearney, Plax, Hays, & Ivey, 

1991). Myers and Rocca (2000) report that when teachers challenged students 

verbally, students were likely to become defensive and perceived the teachers to 

be looking down on them, resulting in reduced participation (Rocca, 2010). By 

contrast, Mottet, Martin, and Myers (2004) found that students were motivated 

to speak up in class if they perceived their teachers as inclusive and appreciative 

of them and as using verbal approach strategies. Berdine (1986) noted that the 

specific questions that students were best at answering would also impact 

whether they would participate or not. Finally, teachers’ classroom policies on 

participation also impacted on student participation. Berdine (1986) and Smith 

(1992) found that whether students participated or not in the classrooms 

depended on how their participation counted towards their final scores at the 

end of the semester.  

This project examines whether the factors impacting on student participation 

identified by the studies cited above also impact on students at Ka Diep College, 

especially given the rural setting of this teacher training college. This 
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examination will assist lecturers at the college to understand their students and 

their teaching context in order to adjust their teaching pedagogy in the future. 

2.5 Scaffolding and sequencing 

2.5.1 Scaffolding 

The term ‘scaffolding’ was first used by Wood, Bruner, and Ross (1976). It refers 

to a supportive strategy that can be applied between a teacher and a student or 

between a strong and a weak student (Bruner, 1978). Scaffolding is a temporary 

support structure to assist learners to develop new understandings, concepts 

and abilities so that they can complete similar tasks independently (Hammond 

& Gibbons, 2005).  

Scaffolding draws principally on Vygotsky’s social theory of learning 

(Vygotsky, 1978). In this social theory of learning, Vygotsky argues that 

learning occurs when individuals have interactions together. In this process, 

knowledge is shared and understandings are constructed within cultural 

settings. Vygotsky argued that the most effective learning occurs within what 

he called ‘the zone of proximal development’, that is, in ‘the gaps between what 

learners can do unaided and what they are able to accomplish with help from a 

more experienced peer or adult’ (Hammond & Gibbons, 2005:8). The support 

from the more experienced person prepares learners to be able to complete 

similar tasks independently later in a similar context. This approach has more 

recently been referred to as scaffolding. In addition, social of theory of learning 

also highlights the concept of mediation, i.e. the use of a tool to complete some 

action. From this perspective, scaffolding can be understood as the mediation of 

teaching. The sociocultural approach defines mediation as different forms of 

assistance such as language use or meanings which are provided to help 

students to regulate their mental activities during task performance (Mai & 
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Iwashita, 2018). In other words, mediation is developmentally oriented and 

asumes a greater responsibility for the student (Lantolf & Poehner, 2014). 

Scaffolding is believed to be crucial in EFL classrooms because meaning 

negotiation and linguistic assistance are significantly important in students’ 

language development (Kaydi-Aydar, 2013). Effective scaffolding requires a 

good understanding of students’ language proficiency, and support needs to be 

adjusted with different students (Hammond & Gibbons, 2005). Sharpe (2001) 

categorised scaffolding as designed-in and contingent scaffolding. While the 

former is used at the lesson planning stage, the latter is employed during class 

time and relies on teachers, but both types of scaffolding involve hinting, 

elaborating, guiding, probing, questioning or simplifying (Bonk & Cunningham, 

1998). Successful scaffolding strategy should reduce the cognitive load to a 

manageable level, which assists students in completing tasks but avoids 

frustration with the learning process (Hammond, 2001). However, when applied 

to classroom interaction, an analytical question arises: How do we distinguish 

scaffolding from teachers’ providing general help in the classroom?  

Mercer (1994) proposes several criteria to distinguish scaffolding from other 

general teaching activities. First, scaffolding is being provided if the learners 

cannot succeed without the teachers’ support. Second, scaffolding is operating if 

teachers expect the students to develop independence in the task. Third, in 

scaffolding teachers aim for specific skills or concepts. Four, in scaffolding there 

must be evidence of learners achieving a specific task at hand. Lastly, there must 

be proof that students are able to move on and solve the tasks independently. 

For example, when a student cannot spell a word, the teacher can help by 

providing the correct spelling or the teacher can scaffold by encouraging 

students to think about the sounds of words, and how the sounds could be 

represented (Hammond & Gibbons, 2005). 
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Six main types of instructional scaffolding have been proposed: modelling, 

bridging, contextualisation, building schema, representing text and developing 

metacognition (Walqui, 2008). While modelling scaffolding provides clear 

instances for students to imitate, bridging scaffolding builds new concepts for 

students based on their previous knowledge. Contextualising scaffolding makes 

the language accessible and engaging for students, whereas schema building 

connects students’ prior experiences to new concepts. Representing text 

scaffolding enables students to transform text from one genre to another. 

Metacognition scaffolding refers to the ways learners manage their thinking. 

Asking questions is one of a strategy for teachers to scaffold students 

(Walqui, 2008). Research on questions has shown that 60 per cent of questions 

target students’ recall of facts, 20 per cent require students to think, and 20 

percent are used to manage the classroom (Gall, Dunning, & Weathersby, 1971, 

cited in Blosser, 2000). The analysis of lecturers’ questions in this study followed 

the framework developed by Sander (1966) because it was compatible with the 

analysis of the cognitive complexity of task sequencing. Sander’s framework 

divided questions into seven categories from the lowest cognitive complexity to 

the highest: (i) memory (recall); (ii) translation (changing information into 

different symbolic form or language); (iii) interpretation (seeing a relationship); 

(iv) application (solving a lifelike problem by drawing on generalisations and 

skills); (v) analysis (solving a problem from conscious knowledge of the parts 

and forms of thinking); (vi) synthesis (solving a problem requiring original 

creative thinking); (vii) evaluation (making judgements according to standards) 

(Blosser, 2000). By using this ranges of questions, it was argued that teachers 

could open up more opportunities for students to speak in the classroom.  

In order to provide effective scaffolding for students, Hammond and 

Gibbons (2005) believe that teachers must have a clear focus on tasks at both 

macro and micro levels. They must have a good understanding of the overall 
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curriculum (macro level), and the requirements of tasks that will enable students 

to achieve the relevant goals (micro level). In addition, teachers must have a 

good understanding of their students’ language ability in order to provide 

timely support for each activity. Therefore, effective scaffolding involves 

planning ways to build a bridge between the overall goals of the program and 

the extensions of students’ knowledge through interactions conducted by 

sequences of tasks. Scaffolding must show a clear relationship between the 

sequential tasks and the goals of the curriculum.  

 

2.5.2 Task sequencing 

In order to complete tasks successfully, task sequencing is one of the 

strategies teachers can apply to scaffold students. Using task sequencing 

teachers can build up a course syllabus to help students learn (Long, 1985 cited 

in Robinson, 2001). With the large range of tasks to select from, teachers need to 

implement tasks more flexibly so that they can be adapted to a diversity 

environment (Norris, 2009). Task sequences can be divided into two groups: 

focus on form and focus on meaning. These sequences have been put into real 

classroom settings for testing (Swain, 1998). Students were able to construct the 

meaning and focus on form while they were performing the task (Swain, 1998). 

However, in a study that compares task repetition and task sequence, results 

showed that task repetition was a more effective method in enhancing students’ 

accuracy, complexity and fluency, but that on some occasions, task sequence 

had its own advantages, such as providing students with more information 

about the task (Ho, 2017). 

As a result, task sequencing is significant for learning outcomes because 

each task acts as a bridge to the next. In this way, task sequencing helps students 

to move step by step towards a deeper understanding of challenging concepts 
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(Hammond & Gibbons, 2005). Therefore, only in task sequencing do students 

receive scaffolding. To make the task sequencing meaningful, Robinson (2005) 

proposed the cognition hypothesis, which highlights the performance demand 

(singular or dual tasks, time pressure), and cognitive demand (intentional 

reasoning). Robinson also developed a triadic componential framework which 

characterises tasks in terms of: task complexity (how many steps for the task to 

be performed), task difficulty (from the learners’ perspective, what they bring to 

the task) and task condition (classroom participation). Of these three features, 

Robinson states that task sequencing should be based solely on cognitive 

complexity because it affects students’ language production. Through the 

sequencing of tasks and support, teachers will be able to challenge and extend 

what students will be able to do. Task sequencing aims to push students beyond 

their current ability to deal with new challenges independently (Hammond & 

Gibbons, 2005). Therefore, tasks that are sequenced in cognitive complexity will 

enable the increasing complexity of student language production. 

During the processes of scaffolding and task sequencing, recasting the 

students’ wording to contribute to the classroom discourse impacts on the 

students’ quality of interaction. Therefore, teachers’ use of language is a decisive 

factor in students’ interaction. As noted in chapter four, lecturers Ka Diep 

teacher training college was very committed to using a communicative language 

teaching approach (Richards & Rodgers, 2015) in their classrooms. Two 

principles from this approach governed the use of the target language in the 

classroom:  

1. Language is learnt through communicating using the target language. 

2. Learners must have constant interactions with and exposure to the 

target language.  
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In addition, many researchers have found that the most common interaction 

type in the classroom is the three-part exchange consisting of initiation, 

response and feedback (IRF) (van Lier, 2001; Mercer, 2002). What teachers do in 

the third move of the exchange has been shown to impact on students’ 

contributions to the discourse. If teachers just give comments in the third move, 

they will close the conversation, and thus students do not have further 

opportunities to speak. However, if teachers ask questions in the feedback 

move, they can open up opportunities for students to ‘reflect aloud on their 

thinking and understanding’ (Hammond & Gibbon, 2005:23). This raises the 

question as to what questions teachers should ask to provide effective 

scaffolding, particularly for rich interaction to improve the quality of teaching. 

For Confucian-heritage students like the Vietnamese, scaffolding is believed 

to help students to engage in a more active learning style (Dang, 2013) and 

develop greater learning autonomy (Humphrey & Watt, 2013). However, the 

extent to which scaffolding has been used in Vietnamese EFL classrooms and 

how it has been used is still under-researched. This study addresses this gap in 

the context of a rural teacher training college. This is important because it will 

provide an understanding of how lecturers guide students to achieve better 

communication to meet the goals of the 2020 project. 

2.6 L1 and L2 use 

The use of L1 in foreign language learning classrooms has been discussed in 

different studies and from teaching approaches. In the communicative language 

teaching approach, L1 use is not completely forbidden, but teachers and 

students are advised to use L1 judiciously where possible (Richards & Rodgers, 

2015). Many second language acquisition theories have discussed the significant 

role of the learner’s L1 in learning and teaching a foreign language.  
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Many studies have found various reasons in favour of the use of the L1 in 

the classroom (Campa & Nassaji, 2009; Gulzar, 2010; , 2011; Meyer, 2008; 

Norman, 2008). Norman (2008) and Meyer (2008) found that using the L1 could 

decrease students’ anxiety and affective concerns. In addition, teachers used the 

L1 to translate complex vocabulary and to check meanings (Campa & Nassaji, 

2009). That study also found that a less experienced teacher used the L1 more 

frequently than an experienced teacher. In Mahmoudi’s and Amirkhiz’s study 

(2011), teachers used the L1 due to the lack of time, type of textbook and 

parental concerns that students should achieve better results in their 

examinations. Using the L1 to save time was also found in a study conducted in 

China (Tang, 2002). Al-Buraki’s (2008) study also revealed that the L1 was used 

when teachers gave instructions and explained new concepts. Sampson (2011), 

Copland and Neokleaous (2011), and Gulzar (2010) also found that the L1 was 

employed when clarifying, checking comprehension and in classroom 

socialisation. In some cases, teachers thought that avoiding the L1 might lead to 

an unhappy classroom atmosphere (Burden, 2001). Kieu (2010) found that 

judicious use of Vietnamese is necessary in teaching English in Vietnamese 

classrooms, and that all the participants in the study supported the use of 

Vietnamese in the classes. To capture the power of using the L1, Forman (2016) 

suggested seven principles for using L1, grouped into three categories: 

cognitive, affective and pedagogic. As a cognitive tool, the L1 was used for L2 

knowledge. As an affective tool, the L1 was used to create solidarity and 

collaboration. As a pedagogic tool, the L1 was used for time effectiveness, 

comprehensibility, inclusivity and contingency.  

Many researchers (De la Campa & Nassaji, 2009; Lin, 2013; Macaro, 2001) 

have stated that the L1 serves as a helpful cognitive tool. According to 

Vygotsky’s (1976) sociocultural theory, the L1 plays a crucial role in the 

classrooms. Skinner (1985) believed that the L1 facilitated L2 learning because 
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sole use of the L2 in the classroom inhibited students from developing concepts. 

The L2 disconnected the students from the thoughts and concepts they had 

previously developed in their L1. Although communicative language teaching 

accepts the use of the L1 in the classroom (Richards & Rodgers, 2015), there still 

an avoidance of the L1 in communicative language teaching classes (Butler, 

2011, 2014; Spada, 2007). This is due to the belief that students need as much 

exposure as possible to the target language if they are to become successful in 

language learning (Gass, 1997, cited in Chapelle, 2007).  

In the Vietnamese context, the majority of studies in EFL have pointed out 

that because teachers used the grammar–translation method, only Vietnamese 

was spoken. In contrast, the minority of studies have claimed that in the classes 

in which communicative language teaching was adopted, English was spoken 

most of the time. However, those studies only reported the ‘what’, not the ‘how’. 

As a result, this study investigates how Vietnamese and English are used in EFL 

classrooms at Ka Diep College. As will be made clear in later chapters, the 

situation at the rural teaching college was more complex than can be adequately 

captured by the notions of ‘L1’ and ‘L2’. Vietnamese was only the first language 

for some of the students at Ka Diep College, for whom English was then a second 

language. However, for others—those from the Khmer (Cambodian) and Hoa 

(Chinese) ethnic minorities—Vietnamese was their second language, making 

English their third language. The implications of this linguistic diversity in the 

classroom are more fully discussed in chapter seven. 

2.7 The use of ICT in EFL  

It should be remembered that communicative language teaching was developed 

in US and European contexts at a time when the potential offered by 

information and communication technology (ICT) was not conceived of. Today, 

the development of web-based applications and the proliferation of mobile 

technologies has required a very careful rethinking of traditional approaches to 
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teaching and learning. The interactive potential of many of these applications 

has meant that students are doing more and more beyond the classroom. As a 

result, teachers’ roles today have expanded to make them also navigators, 

instructing students on using external resources to develop their learning skills 

as well as to become independent learners. Even though there are major 

problems with the integration of ICT into Asian classrooms, in some contexts it 

has been found useful in varying teaching strategies and engaging students for 

communicative purposes. Today ICT continues to transform the way people 

teach and learn. This raises the question whether communicative language 

teaching is still appropriate in such ‘connected’ and information-rich 

classrooms. The following sections explore this dimension. 

2.7.1 ICT integration in Vietnamese classrooms 

Although the role of ICT in education in Vietnam was highlighted in 2006 

following enactment of the Information Technology Application Act, the use of 

technology in Vietnamese education has been limited. After 2006, Ministry of 

Education & Training continued to promote the integration of ICT in higher 

education in the period 2008 to 2012 (Directive 55/2008-CT-BGDDT, 2008). 

However, it has not been found feasible to implement all these policies because 

institutions in Vietnam face a range of difficulties in ICT in terms of equipment, 

facilities and teacher training, as reported for ELT by Peeraer and Petegem 

(2011).  

From 2008, the Ministry of Education & Training provided essential 

technology equipment for all educational institutions, but the quantity of 

devices and internet access varied greatly depending on location and 

government priority. Priority institutions (public and national institutions) in 

cities are provided with more modern technology than those in the countryside. 

It is reported that, generally, students work in groups of three or four on a 

computer; Vietnamese administrators do not evaluate the ways in which ICT is 



Chapter two ~ Literature review 

 61 

implemented in the classroom; and teachers thus depend heavily on textbooks 

rather than internet resources (Tran & Stoilescu, 2016). In addition, institutions 

in both urban and rural areas are facing the same problem: the teachers’ lack of 

training in technology, which leads to inefficient use of technology (Dang, 2013). 

Results from Peeraer and Petegem’s study (2015) also show that the score for 

national ICT in the educational vision in Vietnam have only reached 1.75 out of 

a possible 4 (where 1 equals ‘emerging’ and 4 equals ‘transforming’). In 

addition, Peeraer and Petegem also found that the Vietnamese lecturers in their 

study thought that it was not necessary to allow ICT to replace teachers in the 

future, but that it was instead important to have open internet access at 

institutions for teachers and students. 

Several studies have explored the use of ICT in Vietnamese EFL contexts. To 

provide a snapshot of the level of ICT use in EFL classrooms, Nguyen and Dang 

(2014) conducted a survey about technology integration among private 

university English major students in Ho Chi Minh city. They found that 

students used technology mainly for private purposes rather than for learning, 

but the authors argue that understanding students’ use of ICT can assist 

teachers to integrate technology into classrooms in the future, in ways that 

appeal to students’ interests. On the other hand, Murphy, Midgley, Farley (2014) 

found that although the percentage of people owning mobile devices in Vietnam 

is still low, students at Masters levels at Ho Chi Minh Open University were 

using mobile devices like smart phones, iPads and MP3s to help with their 

studies. 

In addition, ICT has been found to improve students’ English skills. To 

develop their writing skills, students at Hanoi University use Wikis (Bui, 2015), 

and students at Nong Lam university use blogs (Pham & Usaha, 2015). The 

Internet has been found to be a valuable resource to develop students’ extensive 

reading skills, (Dao, 2014). To improve students’ listening, computer-assisted 



Chapter two ~ Literature review 

 62 

language learning (CALL) was used for Hanoi university students (Luu, 2015). 

In Luu’s study, EFL teachers were trained at CALL workshops in computer 

skills and online teaching resources. These teachers then trained their own 

students in CALL. After the training and intervention classes, the study found 

that students at Hanoi University made significant progress in their listening 

skills. 

ICT has also been used in enriching materials, learning vocabulary, 

practicing pronunciation and enhancing cultural understanding. One study 

reports that because Vietnamese libraries have limited printed EFL teaching and 

learning materials, the role of the internet is important in providing free 

materials for student teachers, particularly in the four big cities in the North of 

Vietnam (Dang & Nguyen, 2014). To help students learn vocabulary, students at 

Da Nang University have been trained to use a mobile phone application 

outside of class (Tran et al., 2016): information and activities relating to this 

application are posted on a Facebook group page. In addition, 149 English major 

students at a private university in Ho Chi Minh City have been found to use 

online dictionaries, Google translation, web-based flash cards, and English 

forums to learn vocabulary (Dang & Nguyen, 2014). Karras (2016) conducted an 

experiment in using online-dictionary vocabulary learning at an international 

school in Ho Chi Minh City over eight weeks and found that there was a 

significant increase in vocabulary acquisition among students. To improve 

students’ pronunciation, games have been combined with video recordings in 

the English classes at Hanoi University (Nguyen, 2015). Moreover, at Hue 

University, ICT has been found to enhance students’ understanding about 

cultures and to create opportunities for students to learn from authentic texts 

through the use of films in classes (Truong & Tran, 2014).  

In short, it seems that ICT has been found to be useful to a certain extent in 

assisting the teaching and learning of English skills as well as in creating an 



Chapter two ~ Literature review 

 63 

authentic language environment. However, previous studies relied mainly on 

surveys. They therefore tended to report on what ICT tools are used in EFL 

classrooms, rather than exploring how those tools are used in a specific EFL 

class. My research takes this further. In addition, previous studies have focused 

on universities in the big cities in Vietnam, which are also priority cities for the 

Ministry of Education & Training such as Hanoi Capital, Ho Chi Minh City, and 

Hue City. By contrast, my study fills the gap relating to knowledge of how 

technology is used at a teacher training college in a rural area. Finally, given the 

limited ICT infrastructure and training, this study investigates the extent to 

which ICT is assisting or hindering the process of teaching and learning English. 

This is a particularly important inquiry to conduct in a remote area where 

students and their teachers face additional hardships.  

2.7.2 Learning practices beyond the classrooms 

As noted above, the development of ICT has been creating opportunities for 

students to learn beyond the classroom. This section describes in detail the 

activities and approaches students have been using to learn English outside 

formal classes.  

In recent years, teachers and researchers have paid attention to the kinds of 

L2 learning that take place not only as part of formal instruction, but ‘beyond 

the classroom’. This a notion has been approached in various ways, as referring 

to any L2 experiences students have besides formal learning at their institutions 

(Bentley, 2012) or on campuses (Steffes, 2004). It can also be understood as 

‘independent learning’ (Chan, 2010). For some writers it refers to out-of-

classroom’ activities (Lai & Gu, 2011: 319; Nunan & Richards, 2015), i.e. any 

formal language learning activities that occur outside of classroom-based 

settings. For Davis (2011), learning beyond the classroom is self-guided learning, 

sometimes called ‘self-directed learning’ according to Wang (2012). Benson 

explain that learning beyond the classroom is autonomous learning ‘by showing 
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how out-of-class learning can complement classroom-based learning’ (2016: 

110). In the communicative language teaching method, self-guided learning can 

be considered an aspect of the success of the method, as one of the outcomes of 

student learning, and thus, it is merits attention. 

Several studies have explored Asian students’ experiences of learning 

English beyond the classroom. Shi (2006) reports that textbooks appear to be the 

key material for Chinese learners to practise their reading skills, while in Japan, 

Extensive Reading techniques have been successful in developing students’ 

English reading proficiency (Day, 2015). To practise speaking skills, Chinese 

students speak with friends, classmates, native speakers, or read aloud from 

textbooks (Shi, 2006). Some students also use email to set up group discussions 

about resources such as books, e-books, websites, movies and songs (Wu, 

Huang, Chao, & Park, 2014). Others use CD-ROMS and English-learning 

websites to practise their English (Lin, 2014). To practice listening skills, many 

Chinese students select tapes of books or access English radio and TV programs 

(Shi, 2006). In addition, in Hong Kong, Guizhou and Beijing, teachers use 

dialogic journals to improve students’ writing skills, i.e. students exchange their 

journal entries with friends to receive peer feedback (Chiesa & Bailey, 2015). In 

countries such as Iran, EFL students are found to develop their English 

proficiency through self-study of Cambridge Practice Tests (Ghafournia, 2014). 

Finally, it has been found that technology encourages students in their capacity 

to learn English with autonomy beyond the classroom (Lai, Yeung, Hu, 2015).  

Students who have the opportunity to study abroad have more occasions on 

which to practice English beyond the classroom. Tanaka (2007) found that living 

in a homestay and communicating with the host family provided great benefits 

to Japanese students in their study of English. Similarly, Liu (2012), a scholar 

who was once an international student, list the ways she sought to improve her 

English while overseas. Firstly, she volunteered to teach Mandarin for English 
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speakers and joined the volunteer community at her college. Next, she applied 

to work part time at a fast food outlet. She also attended public speaking events 

held by the Faculty and overseas Chinese community. On the weekends, she 

spent most of her time in an English-language environment such as listening to 

radio, watching films, going to yoga classes or replying to emails. She found that 

all her activities beyond the classroom helped her improve her English 

vocabulary and fluency as well as giving her confidence in using English. 

As noted earlier, the time currently allocated to English-major classes in 

Vietnamese universities is on average 35 hours per week. However, the quality 

of teaching has been found to vary considerably, especially according to 

location. Accordingly, in understanding students’ experiences of EFL, we must 

consider what happen outside as well as inside the classrooms. This has been a 

neglected focus in ELT research until the most recent book edited by Nunan and 

Richards (2015). As far as we know, Vietnamese students’ experience of English 

beyond the classroom principally includes listening to music, learning at private 

language centres and joining English-speaking clubs (Nguyen, 2015). Students 

may travel long distances to attend classes at language centres since they believe 

these centres can provide them with more communicative courses (Nguyen, 

2002) and sometimes with opportunities to interact with native speakers 

(Hoang, 2011). 

Another reason that Nguyen (2015) give to explain the fact that the majority 

of university students in Ho Chi Minh City attend language centres is that they 

‘were not satisfied with the quality of English teaching at their university’ 

(Nguyen, 2015: 267). However, in fact, this out-of-class learning activity is 

related closely to students’ extrinsic motivation. Under the national language 

policy, the Ministry of Education requires tertiary students to obtain before 

graduation various foreign language certificates, such as the National 

Certificates of English, which are equal to level B2 as stated in the project 2020 
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policy (Nguyen, 2011). As a result of this, companies and institutions in Vietnam 

always ask for foreign language certificates from candidates when they recruit 

new staff. Aware of this requirement, some students choose to work part-time 

for tourist agencies or volunteer at some international fairs to practise English 

(Dang, 2006). In short, students favour additional study at commercial language 

centres for two reasons: the capacity of such centres to provide communicative 

courses, which is linked to the centres’ employment of native speakers of 

English; and sometimes as a means of compensating for what students perceive 

as the poor quality of their tertiary EFL classes. 

The present study documents this dimension of English learning specifically 

at a teachers’ training college, as there are still limited studies about this area in 

Vietnam. The study explores whether this particular group, who are hoping to 

become our future EFL teachers, display overall a different quality and extent of 

motivation in their learning beyond the classroom that is stimulated by their 

professional development needs.  

2.8 The co-existence of Confucianism and Buddhism in the classroom 

When teachers apply a method into a classroom, impacts of cultural and 

religious beliefs can be significant. In Vietnam, Buddhism and Confucianism 

have had a huge impact on education. This section looks at how these impacts 

have been realised and what the effects on the interpretations of communicative 

language teaching might be. 

Confucianism, which was founded and named after Master Kong Fuzi (551-

479 BCE) or Confucius in Latin, proposes fundamental principles of humanity 

(Berthrong, 2014). Those principles are associated with what are referred to as 

‘the six classics’: poetry, history, propriety, music, government and divination 

(Littlejohn, 2010). The classic of propriety or morality is the centre of 

Confucianism (Yao, 2000; Oldstone-Moore, 2012). This classic focuses on the 
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relationships among people in the government (ruler/follower), in a family 

(husband/wife; brothers; father/son) and at school (teacher/student) (Yao, 2000). 

Although remaining a fundamental part of Chinese culture (Yao, 2000), 

Confucianism has been highly influential across East Asia, including in Vietnam 

(Berthrong, 2014). Beside the values of ethics and relationships as noted, 

Confucianism also highlights respect for age and hierarchy, the avoidance of 

conflict and the need for harmony, with particular importance placed on 

maintaining ‘face’ (Tang, 2015). 

2.8.1 Confucian values and teachers’ roles 

Ping (2010), Phan, McPheron and Phan (2011), Phan and Li (2014) find that 

Confucian values continue to dominate Chinese education. However, how these 

values are interpreted does vary. Indeed, Shi (2006) has undertaken an analysis 

of two Chinese scholars who offer quite different accounts of Confucianism and 

education: Hu (2002) and Huang (1997). According to Hu’s (2002) view of 

Confucius, schooling is a serious endeavour for learners, as achieving higher 

education brings privileges for their families (Hu, 2002; Berthrong, 2014). 

Textbooks are considered authoritative sources of knowledge, and therefore 

learners are required to read extensively (Hu, 2002). In the classroom, a teacher 

is considered to be the students’ second parent and represents the sole authority 

and source of knowledge (Hu, 2002). On the other hand, Huang (1997) reports 

that in Confucianism, schooling is a combination of learning and having fun; 

and learners should be able to apply textbook knowledge to real life. In the 

classroom, it is necessary to respect teachers, but teachers are not parents. 

During the learning process, students should have the ability to be reflective 

about what they have learnt, so critical thinking is always encouraged. 

Shi (2006) additionally points out that while Hu (2002) interprets Confucius 

as supporting teacher authority and student dependence, Huang (1997), on the 

other hand, views the philosophy as one which encourages both students’ 



Chapter two ~ Literature review 

 68 

independence and self-learning. The views expressed by Hu (2002) embody the 

more common perspective held on Confucianism in education and have been 

used in order to portray Chinese learners in general as passive (Hu, 2002; Ping, 

2010). In this view, Confucianism has influenced Chinese education so that a 

teacher is viewed as like the father of a child; and teachers certainly have higher 

status than students’ (Ellis, 1996; Ping, 2010). Teachers are viewed as the 

authority and the only knowledge resource in the classroom, and thus it is not 

considered appropriate for students to pose questions of their teachers (Wen 

and Clement, 2003; Ping, 2010). In addition, Wen and Clement (2003) note that 

because Chinese society is often viewed as collective, the core unit in society is 

seen to be the group rather than the individual. Thus, group values are more 

important than those of individuals, which reinforces the discouragement of 

student questions in classes. For the same reasons of group cohesion, a student 

who responds to teachers’ questions may be labelled a show-off by her/his peers 

(Schoenhals, 1994, cited in Chen & Wei, 2011).  

Because of the influence of Confucianism, EFL teachers are still viewed as 

both authority figures and moral guides in the classroom, despite an increasing 

emphasis of communicative language teaching and educational reform (Phan, 

McPherron & Phan, 2011). However, the issue of how student-centred methods 

would incorporate authority and moral roles for EFL teachers remains 

unaddressed (Phan, McPherron & Phan, 2011). 

This tension in the teacher’s role can lead to another constraint in adopting 

communicative language teaching: the sociocultural background that influences 

teacher–student communication. As noted previously, communicative language 

teaching requires students to speak the L2 in class; but such practices do not 

usually accord with the learning patterns of Confucianism. Thus, Shi (2006) find 

that Chinese students believe teachers prefer being asked questions after classes. 

Jin and Cortazzi (2002) also note that students do not want to speak English in 



Chapter two ~ Literature review 

 69 

class, but instead approach teachers during the break; and note that students’ 

practice is a form of respect (see also Cheng, 2003; Shi, 2006; Maftoon & Ziafar, 

2013). On the other hand, Ping (2010) attributes Chinese students’ avoidance of 

English to their low English proficiency, and resulting lower confidence in 

performing oral tasks. 

2.8.2 Students in Confucian classrooms 

There have been numerous studies into the stereotypes of students in Confucian 

classrooms. They usually describe the Asian learner as quiet, silent or passive 

(Atkinson, 1997; Flowerdew, 1998; Hammond & Gao, 2002; Hu, 2002; Chiu, 

2009). However, some scholars have offered other explanations for the apparent 

reticence of Asian learners. Jin and Cortazzi (2006) and Ping (2010), for example, 

note the high value Chinese culture places on maintaining face. Chinese 

students are sometimes said to be silent because of the teacher’s inappropriate 

teaching method and the students’ lack of language proficiency (Cheng, 2000) 

or anxiety (Liu, 2006). However, Zhou, Knoke, Sakamoto (2003) find that it is 

not adequate to explain Chinese students’ reticence as the result of cultural 

differences or language proficiency. They argue that, in fact, the context of the 

classroom also affects students’ contributions, such as the ways teachers 

respond to students, and whether their contributions will be respected or not.  

In addition, Phan and Li (2014) reveal that Chinese EFL students may be 

silent for a number of reasons, including as a reaction to boring lessons and as a 

desire to avoid standing out from their peers. Thus, it has been argued that 

Chinese students’ reticence may result not from Confucianism as such, but from 

a variety of factors, including the broader ‘collective’ society, as well as 

individual learning styles and responses to particular lessons and teachers 

(Phan, McPherron, Phan, 2011). For Hong Kong students, speaking English in 

class is often limited by a lack of confidence (Jackson, 2003; Zhang & Head, 

2009), a factor which has also been found to affect Korean students (Chen, 2003). 
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Lastly, Cao and Philp (2006) find that Asian students in their study (Chinese, 

Korean and Japanese) remained silent because of the familiarity of the speakers 

in class, the discussion topics and the class sizes, as well as because of the other 

common factors listed above.  

2.8.3 Buddhism and its impact on learning 

The Buddhist religion originated in India about 2,500 years ago and spread to 

East Asia along the Silk Road as a result of local rulers’ invitations to Indian 

monks to come as advisers and teachers (Kleinmeyer, 2004). The main 

principles of Buddhism are understanding of causes and effects (karma) and 

having the right behaviours such as meditating and doing ‘good things’ 

(Kyabgon, 2001). Keown (2013) reports that meditation in Buddhism is intended 

to maintain calm, bring wisdom and to develop one’s spiritual life, which may 

lead to good karma. For if a person has good karma (doing ‘good’ things), s/he 

can have another good ‘wheel of life’ (rebirth). This religion has three branches: 

Theravada, Mahayana and Mantranaya. The majority of East Asia follows the 

Mahayana tradition, with Theravada followed in South East Asia (Harvey, 

2012). 

The impact of Buddhism can be found in various aspects in education in 

Asia, including in the location of educational institutions and in the ethical 

values espoused by that religion. Kirkpatrick (2012) reports that Buddhism still 

has an impact on education in Thailand because monks are considered to be one 

of the main educational resources besides teachers. In Sri Lanka, temples are 

among the central places for formal education (Liyanage, Bartlett & Grimbeek, 

2010). In Cambodia, teaching morality by memorising Buddhist principles is 

central practice of education (Tan, 2008). Many Cambodian classes are located in 

temple schools and teachers are volunteer Buddhist men (Dy, 2004).  
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Buddhism also influences the curriculum of schools and higher educational 

institutions, as seen in several studies. Firstly, Buddhist art is integrated into 

general education in Taiwan to guide students towards having a positive 

attitude in life so that they have more motivation for learning and respect for life 

values (Chien & Shiu, 2012). Secondly, a course syllabus for Thai major students 

draws upon Buddhism in order to educate Thai students to be good people 

(Waree, 2015). In addition, Chunhua (2013) reports that there has been increased 

attention given to Buddhism in Chinese universities. Lastly, Ng and Yuen (2015) 

find that Buddhist principles are applied in career counselling at an 

international school in Hong Kong. There, students are trained to be aware of 

life changes, accept those changes and adapt their pathways by using Buddhist 

principles, especially that of mindfulness.  

Mindfulness, accepting everything without judging or reacting (Hyland, 

2014), is believed by Buddhists to offer important spiritual support to both 

teachers and learners. It can be applied to student-centred teaching and learning 

because when teachers are mindful (i.e. when they reduce their ‘self’), students 

can be more confident to express their own learning needs (Kernochan et al, 

2007; Hyland, 2010). Bush (2011) adds that mindfulness has been introduced 

into higher education because the calmness of educators can not only help 

students to ‘reduce stress, become more patient and present in the room’ (2011: 

184), but also enhances educators’ positive attitudes to their work ‘which leads 

to long-term memory, understanding and wisdom’ (2011: 84) (see also Mapel, 

2012; Hyland 2014).  

2.8.4 The coexistence of Confucianism and Buddhism 

Given the values of Confucianism and Buddhism presented above, are these 

two philosophies able to coexist? Wang (2014) argues that religions are like 

different parents; they have different ways to teach their children, but they have 

the same goal, which is teaching their children the right way to live. Therefore, 
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Wang (2014: 6) claims that ‘each religion has its special characters support it 

existing in the world, even some aspects overlap with others.’ Duong (2002) 

reports that Confucianism and Buddhism coexist in harmony with each other. 

Duong explains that while Confucian education is for those who work for the 

colonial government, Buddhist education is for everyone. Wang (2014) also 

adds that Confucianism focuses on human relations to society while Buddhism 

proclaims that everyone has the ability to understand life in an objective and 

unselfish way, so the two religions have enhanced each other and melded 

together to contribute to moral education in Vietnam (Phan & Phan, 2006). In 

the setting of this study—Ka Diep College in rural Vietnam—Confucianism and 

Buddhism are both influences. This study therefore examines the teaching of 

English at this teacher training college viewed through the lens of the values of 

these two philosophies. 

To sum up, this literature review has reported that despite the bias towards 

the language model of the native speaker, teachers and students in Vietnam in 

Vietnamese rural settings are developing interpretations of communicative 

language teaching that allow for the inclusion of cultural and contextual factors. 

The outcomes of these adaptations need to be examined. This thesis examines in 

detail the ways in which lecturers in rural Vietnam are applying what they 

consider to be a communicative language teaching method. The study explores 

what practical changes the lecturers bring about in their classrooms in following 

their interpretation of a communicative approach, and what the outcomes of 

these interpretations are. The next chapter sets out the research design 

developed to examine in detail how these interpretations of communicative 

language teaching were realised in a rural setting in Vietnam.  

 

 



 

Chapter three 

 
Research methodology 

 

This chapter explains the conduct of the project. The chapter first presents the 

rationale for choosing a case study with triangulated data as the overall 

approach for this project. The chapter then sets out the research questions, 

based on the aims of the research, followed by a brief introduction to the 

research participants. The chapter concludes by explaining the research 

methods including data collection, data analysis and research ethics. 

3.1 Research design 

This project was designed as a qualitative case study that gathered rich data 

from multiple resources including questionnaires, observations, interviews, 

focus groups, field notes and textual analysis for triangulation. 

3.1.1 Case study 

A case study is a research strategy where the focus is on a single case, which can 

be an individual person, a group, a setting or an organization (Flyvbjerg, 2011; 

George & Bennett, 2005; Stake, 2008). Yin (2006) defines the case study as a 

strategy for doing research that involves an empirical investigation of a 

particular contemporary phenomenon within its real-life context using multiple 

sources of evidence. In other words, a case study is an enquiry that takes place 

at a particular time in a particular place with particular people (Baxter & Jack, 

2008). This study employed an ethnographic case study (Stake, 2008) because 

the ethnographic approach to the case provides an understanding of the culture 

of the college and its classroom behaviour. 
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The use of the case study design for this project has several important 

implications. Firstly, the case study is an empirical methodology because it relies 

on the collection of evidences about what is going on by using multiple methods 

of evidence or data collection (Yin, 2006). As noted above, to make the data 

richer and more valid, the study used multiple sources of evidence including 

questionnaires, classroom observations, field notes, textual analysis, focus 

groups and individual interviews. This type of data collection means that the 

case study in this project contributes to the very limited empirical research 

about EFL education in Vietnam. Among 12 studies exploring this field at a 

higher Vietnamese education institution, only four involved multiple types of 

data (Hoang, 2012; Nguyen, 2012; Pham, 2015; Chan, 2011). The remaining eight 

used mainly surveys.  

Secondly, a case study is about a particular case within its setting (Noor, 

2008; Yin, 2011). In this study, the case study investigated EFL education at a 

teacher training college, focusing on the English language program, at a college 

located in a rural area. The case study focuses on a phenomenon in context 

within its own setting. The case study methodology is particularly useful in 

situations where the boundary between the phenomenon and its context is not 

clear (Yin, 2006). All of the other 12 studies conducted at Vietnamese higher 

education institutions were at universities in three major cities in Vietnam, and 

their focus was on the General English program. Therefore, this study is 

believed to be the first to explore English Language teacher education at a 

college in a rural area. 

3.1.2 Qualitative study 

This research takes a qualitative approach to data because the main aim is to 

look at human behaviour within a particular context (Lewis, 2015). A qualitative 

framework allows for deep investigation for responses to policy and 

methodological issues in detail in a small population. Maxwell (2008) state that 
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in education, human interactions and other complex situations are unlikely to 

be studied and explained in simple terms because they demand complex 

understanding. Qualitative research can thus provide a better understanding of 

the nature of research problems.  

Moreover, in a qualitative study, issues and subjects can be evaluated in 

depth and in detail, focusing primarily on the process and the meaning of the 

situation (Atieno, 2009). This study explores aspects of the nature of teaching 

and learning English in Vietnam, specifically focusing on teaching strategies that 

support students’ learning in a teacher-training program in a rural area. The 

study also looked at the outcomes of these teaching practices and at the socio-

cultural factors that affect the whole process. From the outset I considered that 

observations, work samples and interviews would be the most appropriate data 

for this study so that a thick description of the classroom interactions and their 

pedagogical and policy context could be achieved. Therefore, the use of a 

qualitative method in this case was appropriate, given the aims of the study. 

3.1.3 Research questions 

The literature review presented in chapter two highlighted a number of 

important issues around the ways in which teachers in Asia interpret the 

implementation of the communicative approach to teaching English in Vietnam 

and what forces impact on the teachers’ and students’ behaviours in the foreign 

language learning context. This project addresses these issues by pursuing the 

following research questions: 

1. How do lecturers at the college articulate their interpretation of 

communicative language teaching as a methodological framework? 

2. How are these interpretations manifested in classroom practices? 
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3. What are the outcomes of this localised response to communicative 

language teaching in terms of the quality and quantity of the students’ 

use of English in the classroom? 

4. How does this practice account for the balance between the need for 

meaningful communication and the students’ use of Vietnamese in the 

classroom? 

To address the lecturers’ understandings of the communicative approach 

(research question 1), data were gathered mainly through the questionnaire and 

then expanded with interviews. To explore lecturers’ actual teaching practices 

with communicative language teaching in the classroom (research question 2), 

data from classroom observations and field notes were used. To follow up on 

the lecturers’ teaching strategies, the lecturers were interviewed so that they 

could reveal what they had done in their classes and could explain their 

applications. To examine the outcomes the teaching practices achieved with 

students (research question 3), data was first collected through student 

questionnaires. The questionnaire results were then compared with what I had 

observed in the classroom. After each observed class I followed up with focus 

groups of students during which they were able to share their experiences of 

the class they had just participated in. This was also a chance to compare 

whether there was any gap between the lecturers’ stated aims for their teaching 

method and the students’ expectations. To address research question 4, I used 

data from both lecturer and student questionnaires to investigate how 

Vietnamese was used in the classroom. These results were followed up with 

classroom observations, interviews and focus groups.  

3.2 Research contexts 

The Ka Diep Teacher Training College, the location of the study, is a college in a 

remote area of Vietnam which does not have the same access to central services 

as do colleges in other regions such as in Hanoi, Ho Chi Minh city Bangkok or 
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South-East Asia because the main access to central cities are coaches and 

motorbikes. After introducing the college below, I describe the main 

characteristics of the teaching and learning environment at the college to give 

readers a clearer picture of what happened in the classroom. Key features of the 

EFL language teacher education program at this college are then introduced, 

followed by an introduction to the participants in the study. 

3.2.1 Ka Diep Teacher Training College 

Ka Diep Teacher Training College was founded in 1975. It is located in the rural 

south of Vietnam in the Mekong Delta. The college is about 60km from the 

nearest major city in the Mekong Delta. It is about 200km to the nearest main 

city in the South. The main transportations to travel from this college to those 

major cities are coaches, and motorbikes.  

The college has 130 staff with 78 lecturers. Among the lecturers, two have 

doctorates and five are doctoral students. Another 40 lecturers have achieved or 

are pursuing post-graduate degrees. The college’s main responsibility is training 

junior secondary teachers (grades 6 to 9) in all subjects for the province. The 

subjects include English, Physics, Biology, Physical Education, Pre- Education, 

Literature, Arts, Geography, History, Informatics and Music. The college also 

offers three programs for anyone who does not want to become a teacher such 

as Information Management, Information Technology and English. In addition, 

it also offers vocational training programs in Pre-Education, Primary Education, 

Music, Arts, Physical Education and the Khmer language. In summer, it runs 

training courses for provincial leaders and managers. Lastly, it cooperates with 

different universities to offer full-time and part-time university programs for 

college students, but these upgraded programs usually take place during the 

summer. 

Ka Diep Teacher Training College has four other schools in its campus. 

Besides a college which has around 1,000 student teachers, it has a kindergarten 
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with about 480 children, a primary school from years 1 to 5 with 675 pupils, a 

junior secondary school from years 6 to 9 with 480 pupils, and a senior 

secondary school from years 9 to 12 with 60 students. Both of these secondary 

schools are sites for student teachers at the college to visit for their teaching 

practicum before they are sent to different secondary schools in the city for a 

‘real’ teaching practicum. The Department of English has six full-time lecturers, 

and two part-time teachers. The two part-time teachers are responsible for 

teaching French to English-major students. Among the six full time lecturers, at 

the time of this study four had MA degrees, one was following an MA degree 

program and one had a BA degree.  

I chose this college as the site of this study because it offered a unique 

opportunity to examine a rural college’s response to the 2020 document and to 

the demands of the communicative language teaching method. The leaders of 

the college also encouraged research being done there, which meant that the 

process of requesting permission and gaining access was easier and simpler 

than that in other colleges. I was strongly supported by college staff and 

management during the data collection.  

3.2.2 Main characteristics of the teaching and learning environment 

Like other colleges and universities in Vietnam, class sizes at Ka Diep Teacher 

Training College are large in comparison with Western institutions. The two 

classes of English that participated in this study each had 30 students (60 

students in total), but for other subjects such as Maths or Primary Education, 

each class had around 40 to 45 students. In every classroom, there is an elevated 

platform where lecturers stand to deliver lessons. The lecturer’s desk and chair 

are also placed on this platform. 

 In every observed class, the procedure of teaching and learning was the 

same. First, when lecturers came into the class, all of students had to stand up 

and said hello to the lecturers. After that, lecturers and students borrowed the 
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teaching equipment and quickly set up the devices. Then, the class would start 

with some language games before the new lessons were delivered. 

Unlike Western college classrooms, the top–down environment at Ka Diep 

Teacher Training College is highly regulated. Student teachers have to achieve 

satisfactory scores for conduct or moral practice. This score is assessed based on 

test scores and on the students’ behaviour during daily activities in the 

classroom such as attendance, oral contributions, following class regulations 

(wearing correct uniforms, sitting in the correct places, keeping silent when 

lecturers are explaining). Each class is allocated a study adviser who has a 

pastoral role in counselling as well as assessment and a pedagogical role in 

teaching some subjects in that class. In addition, each class has a monitor who 

assists the study adviser in pastoral care such as checking the students’ 

attendance, keeping daily records about their adherence to class regulations or 

updating weekly timetables for the class. Finally, each class has a register where 

lecturers provided different details there such as date, name of the lesson, 

feedback for the class, rank for that section and signatures. The college also 

keeps track of the lecturers’ work based on this booklet. However, despite the 

strict regulations in this teacher training college, it became apparent during the 

research that flexibility and responsiveness were also possible. 

3.2.3 Centralisation and the medium of instruction in EFL Language teacher 
programs 

In chapter one I gave an overview of EFL language teachers programs in 

Vietnam in both universities and colleges, including the goals of the programs, 

entrance exams, curricula and workplaces. This section therefore only 

highlights the aspects of centralisation and medium of instruction in the 

program at Ka Diep Teacher Training College. 

As noted in chapter two in relation to teaching materials at tertiary levels in 

Vietnam, the government does not provide textbooks for universities and 
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colleges. Therefore, Ka Diep has free choice to select material. The college passes 

this responsibility to lecturers. Lecturers thus have the freedom to choose their 

favourite materials. On the one hand, this absence of central authority seems to 

offer flexibility and the potential for a rich variety of teaching materials. On the 

other hand, it creates challenges and can be a burden for lecturers in rural areas 

due to the lack of teaching resources. 

Because the program consists of two domains of knowledge (general and the 

English major), both Vietnamese and English are the mediums of instruction. 

However, English is the main medium of instruction since approximately 80 per 

cent of subjects in the program belong to English knowledge, whereas the 

remaining 20 per cent cover general knowledge including politics, psychology 

or physical education.  

From this description, it can be seen that two issues arise: flexibility in terms 

of the interpretation of teaching methodology, and the opportunities students 

have to use English in the classroom, given its frequency as the medium of 

instruction.  

3.2.4 Participants in the study 

Student participants in this study were all from the cohort of final-year student 

teachers of English. Teaching participants were all Vietnamese lecturers of 

English at Ka Diep Teacher Training College. There were 60 students in two 

English-major classes and six lecturers. 

3.2.4.1 Student participants 

Of the 60 student participants, 41 student teachers (68%) were aged between 21 

and 25 years old, and 19 (32%) were over 25. As regards ethnicity, 37 (62%) 

were Kinh (Vietnamese); 19 (32%) were Khmer (Cambodian), and 4 (7%) were 

Hoa (Chinese). A total of 53 (88%) were female and only 7 (12%) were male.  
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The main language student teachers used at home was Vietnamese (46 

students= 77%). A second language used was Khmer (14= 23%). Before starting 

the English Language Teacher Education Program at Ka Diep College, 28 

student teachers (47%) reported that they had studied a three-year-program of 

English, which means they started to learn English at grade 10. On the other 

hand, 32 student teachers (53%) had followed the seven-year-program, which 

means they learnt English from grade six. Their diversity of levels of 

achievement in English before entering Ka Diep was a significant challenge for 

both lecturers and students because nearly 50 per cent of the students had spent 

double the length of time learning English at school than the rest of the cohort. 

In addition, as highlighted later, many of these students used English actively 

outside the classrooms for purposes such as working part-time, interacting in 

study groups or communicating with foreign social network friends. 

In order to travel to college, 37 student teachers (62%) chose to stay at 

boarding houses nearby; 10 (17%) stayed in dormitories; 12 (20%) lived with 

family and 1 (2%) was with relatives. Finally, 48 student teachers (80%) reported 

that their accommodation was less than two kilometres from the college; 7 (12%) 

were living between three and five kilometres from the college, and 5 (8%) had 

to travel more than five kilometres to college.  

3.2.4.2 Lecturers 

At the time of this study, there were six full-time, and two part-time EFL 

teachers at Ka Diep College. The participants in this study were six full-time 

lecturers, one male and five females. One was over 40 years old; three were 

from 36 to 40 years old, and two were from 25 to 30 years old. Two lecturers 

held BA degrees in English pedagogy while four lecturers had an MA in 

TESOL, but none of the lecturers had overseas experience. The following is a 

detailed profile of each of the six teachers. Pseudonyms are used, and the names 
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are accompanied by Vietnamese salutations: Th y (male lecturer

(female lectures). 

 

Th y Tinh is over 40 years old. At the time of this study, he had been working 

at the college for more than 15 years. He had a BA in English Pedagogy, a C1 

certificate, and was following an MA program in TESOL in Vietnam. At the 

time of this study, he was teaching English teaching methods, writing skills for 

English major students, and General English for non-English major students. 

Cô Nga 

a is about 36 to 40 years old. She had been working at the college for 12 

years. She had an MA in TESOL in Vietnam and a C1 certificate. She was 

teaching British Culture, An Introduction to Literature for English-major 

students, and General English for non-English-major students. 

Cô Vy 

had been working at the college for 11 

years. She had an MA in TESOL in Vietnam and a C1 certificate. She was 

teaching Phonetics, Semantics for English-major students, and General English 

for non-English-majors. 

Cô Trinh 

had been working at the college for 

five years. She had a BA in English Pedagogy in Vietnam and a C1 certificate. 

She was teaching Listening, Speaking, Translation for English-majors, and 

General English for non-English-majors. 

Cô Mai 

had been working at the college for 13 

years. She had an MA in TESOL in Vietnam and a C1 certificate. She was 
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teaching English Literature, Phonology for English-majors, and General English 

for non-English-majors. 

Cô Yen 

had been working at the college for six 

years. She had an MA in TESOL in Vietnam, and a C1 certificate. She was 

teaching Reading, An Introduction to Linguistics for English-majors, and 

General English for non-English-majors. 

3.3 Research methods  

This section explains how data was collected and analysed, and how the ethical 

implications of the research were addressed and the methodology approved. 

3.3.1 Data collection 

The data collection methods are summarised in table 3.1. 

RQs 
addressed

Main methods Follow up 
method

1 Lecturers’ and students’ questionnaires Interviews

2 Observations Interviews 

3 Lecturers’ and students’ questionnaires, 

observations 

Focus groups, 

interviews

4 Lecturers’ and students’ questionnaires, 

observations

Focus groups, 

interviews

Table 3.1 Summary of data collection methods used in the study 

3.3.1.1 Questionnaires 

Taken together, the data from questionnaires enables the development of a clear 

picture around participants’ interpretation of communicative language teaching 

(research question 1), the quality and quantity of L2 used in the classroom 

(research question 3) and the use of L1 (research question 4). The two 

questionnaires (one each for lecturers and students) were designed to obtain the 

information under five major themes: participants’ backgrounds; the socio-
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cultural dimensions of the classes; teaching materials; teaching methods; 

English learning practices beyond the classroom; and using technology in the 

classes. While the student questionnaire gathered data on all these themes, the 

lecturer questionnaire excluded the theme of English practices beyond the 

classroom. Full versions of the questionnaires appear in appendix A. Both 

questionnaires used Likert scales (Cohen, Manion, & Morrison, 2000).  

Open-ended questions were used to give participants opportunities to 

provide discursive answers to more complex questions (Reja et al., 2003). For 

example, in a question related to the socio-cultural dimensions of the classes, the 

following pair of Likert scale and open-ended questions go together: 

2.8 Sometimes, when the teacher calls on the class for an oral response, a 

student may prefer to remain silent. Does this happen in your case? 

usually/often sometimes occasionally seldom never

2.9 If you do prefer to remain silent, please give your reasons for doing so.  

(e.g. one or more of the following: your personality, ability, your classmates, the 

teacher, the activity, the topic …) 

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

………………………………………………………………………………………

……………………………………………………………………………… 

Drafts of both questionnaires were piloted. To pilot the draft of the student 

questionnaire, I contacted seven of my former student teachers on Facebook 

and asked them to answer the questionnaire. They returned the questionnairs 

within a few hours with positive feedback. They suggested that I adjust the 

estimated time indicated on the questionnaire because it took all of them 15 to 

20 minutes longer than the estimated time (40 minutes). I asked them if the 
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questionnaire was too long (around 10 pages). They said that it was very long 

but they were interested in the content because it was a chance for them to share 

their thoughts. However, they asked me to clarify the phrase ‘my lecturer’ used 

in the questionnaire because it was ambiguous. As a result, I made the 

Vietnamese translation clearer. I piloted lecturer questionnaire with five 

Vietnamese EFL lecturers studying for PhDs in Sydney. No changes were 

needed to this questionnaire. 

Once the questionnaires were finalised, at the study site the classroom 

monitors delivered the questionnaires to students in their classrooms with a 

request that they complete them as soon as possible. This procedure was used 

essentially for administrative convenience and meant that efforts could be made 

to ensure that individual responses were received (Kim et al., 2006). This 

reduced the risk of a low response rate (Hoonakker & Carayon, 2009). Two class 

monitors were in charge of delivering and collecting the questionnaires. They 

returned 60 completed questionnaires from their classmates within a week. The 

lecturer questionnaire was sent to the Facebook addresses of six lecturers. They 

also responded within one week. This method of delivering questionnaire 

achieved a response rate of 100 per cent. 

3.3.1.2 Classroom observations 

Classroom observations were used to gather data about what lecturers and 

students did during 12 classes. This process provided a deep understanding of 

what is happening that could not easily be captured by other methods (Liu & 

Maitlis, 2010). In this study, non-participant observation was used. As described 

by Liu and Maitlis (2010), non-participant observation involves the researcher 

visiting the target participants while remaining separate from the activities 

being observed.  

Observations were then compared with the results from the questionnaires. 

Classroom observations were useful to see the link between how their 
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interpretations of communicative language teaching manifested during 

classroom teaching (research question 2) as well as the actual opportunities of 

students using English for interactions (research question 3) and use of 

Vietnamese (research question 4) in the classroom.  

As noted above, since the timetable in the college was updated every week, I 

was informed of the time to observe classes weekly by phone calls. After 

spending the first week in Vietnam delivering questionnaires and collecting 

responses, I began observations of the first two classes in the second week. The 

classroom observations involved two English-major classes. Table 3.2 

summarises the classroom observations in the study. 

Date Subjects Time Duration Class Lecturer

29.8.2016 Phonetics 7.00 am 50’ 1 Vy

29.8.2016 British Culture 8.50 am 50’ 1 Nga

05.9.2016 Phonetics 7.00 am 50’ 1 Vy

05.9.2016 British Culture 8.50 am 50’ 1 Nga

06.9.2016 English Teaching Method 7.00 am 50’ 2 Quang

06.9.2016 English Teaching Method 7.50 am 50’ 2 Quang

07.9.2016 Reading 7.00 am 50’ 2 Yen

08.9.2016 English Literature 8.50 am 50’ 1 Mai

14.9.2016 Reading 7.00 am 50’ 2 Yen

15.9.2016 English Literature 8.50 am 50’ 1 Mai

20.9.2016 Listening 7.00 am 50’ 2 Trinh 

27.9.2016 Listening 7.00 am 50’ 2 Trinh

Table 3.2 Summary of classroom observations 

The observed lessons were recorded on a voice recorder (main), a smart phone 

(secondary) and in field notes. While the recordings focused on what the 

lecturers and students said in the classes, the field notes highlighted 

participants’ actions, behaviours and the atmosphere of the classroom. In the 
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first two lessons, I left the voice recorder on the lecturer’s desk and the smart 

phone on a student’s table at the back of the classroom. However, on checking 

the recordings, I found that when the lecturers moved around the classroom, 

their voices were too soft to be recorded successfully. In addition, at times the 

lecturers’ and students’ voices were completely inaudible due to background 

noise because each classroom had four large windows, open doors and was 

next to the classes of the secondary school, where the break times were 

different. However, thanks to the field notes which I reviewed every evening, 

and the smart phone for back-up recording, I was able to establish the majority 

of what lecturers and students had said. 

Learning from these first recording experiences, for the following 

observation sessions I put the voice recorder into a tiny knitted wallet and 

hooked it to a short lanyard which the female lecturers were happy to carry 

around. The male lecturer was happy to put the voice recorder into his shirt 

pocket. These improvements allowed the sounds to be captured much more 

effectively. However, the observations were carried out during the rainy season 

in Vietnam—characterised by heavy downpours and lightning. As a result, the 

recordings (especially in Listening classes) were accompanied by background 

sounds of storms. 

The advantage of carrying out observations at this college was that both 

lecturers and students were very familiar with being observed. It was 

compulsory at the college for each lecturer to perform a teaching demonstration 

twice each semester. If a lecturer entered a competition for ‘the best teacher’ at 

the college, that lecturer would have delivered four teaching demonstrations in 

a semester, in front of large audiences from the college leaders and Heads of all 

departments. In addition, each lecturer had to by observed at least four time by 

their peers each semester. Thus, being observed during classes was a regular 
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and frequent event at the college. This meant that the lecturers and students 

were quite comfortable and relaxed during my observations. 

3.3.1.3 Student focus groups 

Focus groups were used in this study to gather additional data related to the 

five major themes in the questionnaire, but more specifically, the focus groups 

probed students’ comments on the lessons I had observed. The main aim of the 

focus groups was to give the student representatives the opportunity to share or 

explain what they had done in the classroom and why. In addition, it was also 

good opportunity for students to reveal their views about their lecturers’ 

teaching methods in terms of their effectiveness for developing the students L2. 

The advantage of focus groups interviews is that a researcher can collect 

information from several people at the same time (Mansell et al., 2004). 

However, the disadvantage of focus groups is that they permit only a restricted 

number of questions. To overcome this, I included prompts to encourage 

follow-up questions. Confidentiality can also be a problem between participants 

when interacting in a group (Acocella, 2012). To reassure the students in the 

focus groups, I emphasised that all of the information they provided would be 

treated in confidence. Full focus group schedules appear in appendix E.  

The students’ focus groups were set up based on their preferences, but the 

time was scheduled for at least a few days after each lesson to allow me to 

review what had been observed, but not too long after the lesson for students to 

recall what had happened in the class easily. In each class, I asked the lecturers 

to select three students for the focus groups. These six students were questioned 

after their classes had been observed. 

As noted above, before the focus groups, I gave these six students the 

prompts. The prompts contained key notes about five major themes in the 

questionnaire. However, questions targeted the observed lessons. For example, 

one of themes in the prompts was teaching method. The actual questions in the 
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focus groups were: ‘What teaching method do you think your lecturer used in 

that lesson? Why do you think so? Do you think this teaching method enhances 

your learning? How?’ 

Overall, this study involved 12 lessons, which resulted in 12 focus groups. 

All of these focus groups took place in a meeting room. The majority of the focus 

groups happened when students had finished the morning session at 10.40 am. 

Some focus groups were conducted before students started the afternoon 

session at 1.30 pm. The average time of each focus group was 40 to 47 minutes. 

The focus groups were conducted in Vietnamese and voice- recorded. Students 

were not shy when interviewed. 

3.3.1.4 Lecturer interviews 

While the observation data offered a picture of lecturers’ behaviours and actions 

in the classroom, the interview data provided a deeper understanding of what 

had happened in the classroom. The interview data explored teaching material 

resources, rationales for applying different teaching strategies, material 

selection and the lecturers’ goals for each class. In addition, interviewing was an 

opportunity for lecturers to share their perspective on students’ silence in the 

classroom and the challenges of teaching in a rural area.  

The lecturer interviews used semi- structured interview questions (Van 

Teijingen, 2014), probing the four major themes in the questionnaire (excluding 

the theme about learning beyond the classroom), but focusing on what had 

happened in the classroom. The lecturers were given the same list of prompts as 

used for the student focus groups, excluding one irrelevant section. For 

example, for the prompt on teaching method, lecturers were asked: ‘What 

teaching method do you think you used in that class? Why do you think so? 

What made you choose that teaching method for that lesson? How do you think 

that method supported your students?’. 
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Each of the six participating lecturers was observed in two lessons. For the 

lecturers’ convenience, one long interview was held with each lecturer during 

which the interview explored both their lessons at the same time. Robson and 

McCartan (2016) suggest that an ideal interview should be between half an hour 

and an hour to make sure it is not too long or too short for data collection. I 

therefore advised the lecturers that the first half hour would focus on their first 

lesson, and the second half hour would explore their second lesson. The 

interviews were conducted in Vietnamese in the meeting room. The lecturers 

came for their interview on a day when they did not have classes. They also 

shared their concerns about what students had said about their teaching in the 

student focus groups. 

3.3.1.5 National documents: the 2020 project 

National documents publicly available offer a further data source for textual 

analysis (Fairclough, 2003; Loughran & McDonald, 2015). In this study national 

documents were used to obtain information about the government’s goals for 

the teaching of English in Vietnam and the roles of lecturers and students in the 

classroom. To ensure that information was accurate and formal, only 

information from official government websites was used. Relevant content in 

the documents was translated into English and included in data analysis. 

3.3.2 Data analysis 

For the questionnaires, the data from the Likert questions was presented in 

simple descriptive statistics. Data in open-ended questions was first analysed 

through open coding (Strauss & Cobin, 1990). First, emerging data which was 

repeated many times was underlined or highlighted. Then, data was 

subsequently selected with the priority given to data that addressed the 

research questions. Selected data items were underlined, numbered in order 

and translated into English. For example, table 3.3 shows how phrases in the 
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questionnaires were coded into the themes of ‘using L1 and L2’ and ‘socio-

cultural aspects’. 

Themes Examples

1 L1/L2 Mainly in English (pairs, groups), Vietnamese when having 

new words

2 L1/L2 Lecturers rarely speak Vietnamese

3 Roles of teachers CLT approach? 

Confucianism

Student teachers should be taught moral issues in English 

classes…

4 L1/L2/ beliefs towards CLT Prefer English than Vietnamese

5 Socio-cultural/ Confucian A class is a family

6 Roles of teachers/ Confucian It’s useless to have talent without morality

Table 3.3 Examples of coding data in the questionnaires 

The code for the data was initiated with the questionnaires, but the ordinal 

numbers of data were arranged for insertion into the thesis based on their 

positions in the document to make the data look neat and continuous. In the 

thesis, 17 items of data were extracted from the questionnaire which were coded 

as QN. 

The voice recordings made during classroom observations were replayed 

many times so that I could note important phrases and ideas. Following this, I 

selected the parts in the recordings that contained several phrases and ideas that 

responded to the research questions. I transcribed these into Vietnamese and 

then translated them into English. In this stage, the open codes (Strauss & Cobin, 

1990) were considered and compared again with the Vietnamese field notes, and 

the open codes were arranged into themes to support the research questions 

(Brawn & Clarke, 2006; Creswell et al., 2007). Any parts of the Vietnamese field 

notes that were used in the analysis were translated into English. The themes 

from the data for each class were first grouped based on lecturers’ names and 

the date of observations. For example: CO.PC means the classroom observation 

was made in the pronunciation class. The codes were subsequently shortened 
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and simplified with ordinal number such as CO.PC.01. Field note segments 

were extracted, which are referred to as ‘FN’. Table 3.4 gives examples of the 

coding of observational data. 

Categories Examples

1 Activities Games, picture descriptions, role plays, feeling sharing, pairs, groups, 

brainstorming

2 Ways to do PPT, eliciting rules, questions/answers, discussing, video clips, audio clips

3 Behaviours Inviting, volunteering, standing up, smiling…

4 Nature of 

interactions

Student-student, teacher-students, student-students, teacher-student

5 Purposes of 

activities

Warming up, introducing, explaining, practising, performing,

6 Atmosphere Friendly, lively, cooperative

7 Strategies Easy exercises first, difficult ones later, coming closer to students to ask 

questions, raising followed up questions…

8 Results Raising hands, volunteering, more confident, long answers, long discourse

9 L1/L2 telling the Vietnamese meanings of some quotes, asking the class how they 

understood an English long sentence

10 Setting 2 students from a table making a pair, 2 tables making a group of 4

Table 3.4 Examples of coding for observational data  

Similar to the observational data, the recordings of interviews and focus groups 

and classroom sessions were analysed thematically (Brawn & Clarke, 2006; 

Creswell, 2007). Raw data were examined several times to note emerging issues 

related to the research, followed by a process of simplifying the data, by 

resequencing it for ease of reading. For the data in the focus groups and 

interviews, lecturers were given pseudonyms. As noted above, parts of the 

recordings which included data relevant to the research questions was 

transcribed, translated into English and coded for themes. Table 3.5 displays the 

coding of the focus group and interview data based on the interview prompts. 
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Categories Examples

1 Beliefs The most effective, improving language skills, developing 

communicative competences, bringing authentic materials, English 

belonging to the UK and the US…

2 Attitudes Positive, like, believe…

3 Teaching methods CLT, combined CLT and traditional teaching…

4 Constraints Low budget, complex procedure to buy books, same working partners, 

short time for each activity…

5 Reasons for using other 

materials

Difficult subjects, long texts in books, entertaining, creating chances to 

speak, expanding topics….

6 Reasons for using L2 Wanting students to communicate in English, last year students, 

teacher training program…

7 Reasons for warming up serious at the beginning, silent, reviewing, entertaining…

8 Reasons to speak Free, interesting, personal, feelings, confident…

9 Reasons not to speak Afraid, challenge, polite, respect, harmony, face…

10 Solutions Taking notes, asking after classes…

Table 3.5 Examples of coding of data in the interviews and focus groups 

For the purposes of the thesis, data from the focus groups is coded as FG while 

the interviews with the lecturers are coded as IL.  

The data analysis followed four main conceptual frameworks: language 

theory (Halliday, 1973); sociocultural learning theory (Vygotsky, 1985, cited in 

Wang, 2007); principles of L1 use (Forman, 2016); and post method 

(Kumaravadivelu, 2006, 2011). Halliday’s (1973) language theory of was used to 

analyse the quality and functions of the students’ language. Vygotsky’s (1987) 

sociocultural learning theory of was used to look at the lecturers’ scaffolding. 

Forman’s (2016) principles of L1 use were applied to demonstrate the student’s 

use of Vietnamese in supporting English. Finally, the framework of post method 

was used to discuss the lecturers’ adaptations in their teaching. 



Chapter three ~ Research methodology 

 94 

3.3.3 Research ethics 

The study followed the ethical considerations of the University of Technology 

Sydney’s Human Research Ethics Committee. I completed the first ethics 

application with the support of my former supervisor, and the study was 

granted ethics approval in June 2014. The data for the first phase of the project 

was collected within six months. However, in February 2016, a change in the 

primary of supervisor as well as in the focus of the study and the data to be 

collected resulted in the need to submit an amended ethics application. This 

was done in June 2016 and approval was received in in July 2016. I undertook 

the second field trip for the modified project in August, September and the first 

week of October 2016. The information and consent forms for this study appear 

in appendix A. 

All the participants in this study were selected on a voluntary basis. There 

was no relationship between myself and the students in this study as I had not 

been involved in teaching in Vietnam since 2013. However, the lecturers in this 

study were my professional colleagues, as we were all Vietnamese teachers of 

English as a foreign language. After applying for access to the college, all of the 

participants were sent the information sheet about the project and the consent 

forms. These information forms explained that participants would be 

anonymous and that their participation in the study would not affect the future 

assessment, grades or treatment by the college. Participants also had the right to 

decide whether to become involved and could withdraw from the research at 

any time. Participants were provided with all the necessary contact details such 

as my email, phone number, contact person in Vietnam and my research 

supervisor’s contact information. Participants were informed that the data could 

be presented at conferences or published in journal articles, but that their names 

or voices would not be revealed. All data collected for this study was stored in a 

computer with password protection and a backup device that can be accessed 

only by the researcher. 



 

Chapter four 

 
Social and cultural factors that 
impact on teaching and learning 

 

Chapters one and three first introduced the research site, Ka Diep Teacher 

Training College and its teacher educational programs. As noted earlier, the 

students’ language background was diverse, including Kinh, Hoa and Khmer. 

Students’ language proficiency was varied: half the student cohort had studied 

English for three years before college, while the other half had studied English 

for seven years before college. 

In order to provide a clearer picture of the context of Ka Diep Teacher 

Training College, this chapter describes the socio-cultural factors beyond the 

classroom environment that may have impacted on both lecturers’ decision-

making and the dispositions of the learners as future teachers of English. 

Through the analysis of data from questionnaires, observations, interviews and 

focus groups, the study found four key factors impacting on teaching and 

learning of English at the college: the 2020 project, the values of Confucianism 

and Buddhism, the previous training and learning of lecturers and students, and 

the geographical conditions in a rural area. The 2020 project was found to have 

an impact in complex ways on both teaching and learning and on the individual 

attitudes of the lecturers and students who felt compelled to meet the goals that 

had been set for them by distant bureaucracies. One the one hand, this policy 

shaped decisions and beliefs around successful models of the teaching and 

learning of English. On the other hand, the policy also brought several obstacles 

and worries for teachers and students, as will become clear from the data 
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presented below. The importance of Confucianism and Buddhism, the role of 

the professional histories of the lectures and the impact of the remote rural 

setting on teaching and learning will also be examined in detail.  

4.1 The 2020 Project 

One of the most crucial factors affecting the dispositions and decision-making 

of all the subjects in this study was the 2020 project. It should be remembered 

that the 2020 project policy documents stated that by the year 2020, the majority 

of Vietnamese youth should be able to communicate in English confidently with 

international speakers from different countries and cultures. To achieve that 

goal, the project would measure the communicative competence of English 

based on the standard of the CEFR (Common European Framework of 

Reference for Languages). This required all teachers nationwide to sit for exams 

and to follow training to be able to teach English using a communicative 

method. Data from the interviews, focus groups, and observations in this study 

found that this project has both motivated the participants to teach and learn 

English but has also brought obstacles and worries. 

4.1.1 Impacts on pedagogy 

The data in the interviews and focus groups showed that, for the majority of 

lecturers (four out of six), the 2020 project on the one hand motivated them and 

strengthened the goals they set themselves for their students in the rural areas. 

However, on the other hand, the demands of project 2020 created a pressure on 

lecturers to change their teaching style to communicative language teaching, 

despite the fact that there are several disadvantages in rural areas in trying to 

follow English standards from the US and the UK. These are discussed in 4.4.  

In the interviews, the majority of lecturers (four among six) reported that 

they supported the 2020 project because of the motivational and professional 

benefits they received:  
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The project awakened Vietnamese EFL teachers from their long sleep 

because many teachers neglected to improve knowledge and skills of 

English for many years after they became teachers … They had the 

belief that everything a teacher delivered in the class was right … 

Students rarely challenge them. (IL.RC.09) 

Thanks to the project, we received more training from the government, 

met more colleagues from different regions to learn from them. 

(IL.LS.04) 

I used to borrow my colleague’s materials to teach in my classes … 

When the project is in active, I always search the materials by myself 

… Reading new materials to do lesson plans is a way for me to learn 

and practise English. (IL.BC.03) 

Some years ago, I often read aloud materials the class and highlighted 

the important points for students to take notes … Now, I’ve been 

using slides with more activities which require students’ discussions. 

(IL.TM.02) 

For some personal reasons, I didn’t want to follow post graduate 

study, but after project 2020 started, I decided to do post graduate 

study to upgrade my professional knowledge. (IL.TM.03) 

The lecturers’ comments indicate that the majority supported the project in 

terms of the opportunities it offered for teacher training and motivation for 

professional improvement. At first sight, these positive comments suggest the 

lecturers felt the project brought new hope for changes in teaching practices for 

lecturers. However, in fact the advantages the lecturers received from the 

project seemed to be minor when compared to the disadvantges they 

experienced in their personal lives because of their location in a rural area, as 

will be explained in 4.1.2.  
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 On the students’ side, all the students in the focus groups said they were 

officially informed about the project very late. However, they admitted that the 

2020 project made them more serious about learning in terms of self-learning 

and using English outside the classroom. The project pushed them to study 

much harder than they previously: 

‘When I know I have to take CEFR exams very soon, I study very hard, 

much harder … I try to speak more English in classes to practise 

speaking as fluent as possible … At home, I do lots of CEFR test 

samples.’ (FG.18) 

‘I can feel the pressure of this project on us … In the classes, I feel my 

lecturers trying to put more effort in in a lesson … I feel I also have to 

try more … volunteer more in the class.’(FG.19) 

The data above showed that students also felt their lecturers were trying to 

improve the quality of their teaching, and the students felt there was a need for 

them to study English harder, due to the impetus of project 2020.  

However, although the majority of the lecturers stated that they supported 

the 2020 project at a policy level, they admitted that the project had created 

difficulties for them psychologically and financially. Some of the lecturers had 

strong reservations about the project. 

4.1.2 Impact on a personal level 

Although lecturers and students shared positive attitudes towards the 2020 

project, they also recounted stories about challenges they had overcome over 

many months in order achieve the CEFR certificates. They reported they had 

been under heavy pressure to balance their workload at the college and 

responsibilities at home, as well as the training by the Ministry of Education & 

Training:  
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I negotiated with the college to fix my teaching schedule on Mondays 

and Tuesdays. In late afternoon, I rode a motorbike to Zen city (60 km 

away) for training on Wednesdays, Thursday, and Fridays. On 

Saturdays, I rode back to the college, reviewed what I had learnt in the 

training class. On Sundays, I prepared lessons to teach or marked 

students’ papers … Very stressful. (IL.RC.08) 

We were in pressure because teachers of other subjects and students in 

the college knew we were following training, taking assessment, so 

they always asked us whether we failed or not … If we passed, what 

rank it was, or what scores we got. (IL.EL.05) 

The training course did not provide sufficient materials for us, so we 

had to have books ordered … It costed a lot of money … We also had 

to pay for accommodation, and food for many months during 

following the training in the city. (IL.LS.09) 

You know, it was very hard for all of teachers in distant provinces to 

follow long term training in another city whereas we had still engaged 

in teaching at the college. So, riding back and forth like that in many 

months really affected our health condition … I was lucky that I’m still 

single, I don’t have to take care children like others. But one of my 

colleagues, he stayed in the dorm with his son, and when he followed 

this training, he had to ask other lecturers in the dorm to take care of 

his son. (IL.PC.04) 

It can be seen from comments like these that although the majority of lecturers 

supported project 2020, they faced various problems during the training and 

assessment that formed a part of the project: materials, distance, health 

conditions, family issues, finance, psychological stress, and workload. Issues 

identified by the lecturers had a strong impact on their overall view of the 

utility of the project:  
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I don’t know why teachers of English had to bear such burdens. Why 

do Vietnamese teachers of English have to be assessed by international 

standard? Comparing with teachers of other subjects, while others can 

enjoy peace in teaching, teachers of English have to struggle … I think 

there will be more problems in the future because after a few years, the 

government will have some new policy, new programs … It’s a waste 

of money and time. (IL.TM.06) 

I think international standard should have been applied for anyone 

who needs to have some special awards from the government such as 

scholarships to study aboard, or to increase salary, or to get promotion 

… But for distant provinces like the high lands or rural areas, teaching 

students to speak so that others can understand is more important 

than the certificates … Many of us had to show support because we 

might lose the jobs if we denied to take assessment or follow training. 

(IL.BC.07) 

In the data above the lecturers raised concerns about the real effects and 

appropriateness of the project for the highlands and rural areas. In should be 

noted that when the project was approved in 2008, teachers nationwide and 

many people in Vietnam expressed the view that the goals set by project 2020 

for Vietnamese teachers of English were beyond their reach due to the different 

educational systems and lack of opportunities to practise the language. 

However, the former minister of the Ministry of Education and Training and 

leaders of the project were very determined that the project would reach its 

goals by 2020, and optimistic that it would do so. However, according to the 

latest report in 2017, the current Minister of Education and Training has claimed 

that the project is failing to reach its goals. The Minister proposed asking for a 

larger budget from the government to make changes to the goals to the project. 

The need for changes had been foreseen by the Vietnamese people because the 

goals of the project were too difficult to attain and were not suitable for teachers 
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and students in the rural and highland areas where teaching and learning 

materials were restricted and the langauage environment was very limited. The 

inappropriateness of the project was raised by the teachers in this study, but at 

the same they had to demonstrate agreement in order to maintain their jobs, 

given that the goals of the project had become the national educational 

language policy. 

Although in the focus groups the students said the project motivated them 

to study harder, they also raised serious concerns and worries about the project: 

The current timetable for lessons at college was so intensive. We did 

not have free time to do sample tests to prepare for the exams. (FG.20) 

I wish the Vietnamese subjects could be reduced, and the time for 

those Vietnamese sections would be replaced for classes for CEFR 

preparation exams. Then, we’d have an intensive exposure of English 

to pass the tests later. (FG.21) 

Students highlighted the paradox between the time needed to cover the content 

of the program and the time needed to practise English for the international 

assessment. As noted in chapter one, the training program in Vietnam still 

includes many Vietnamese subjects that are not very useful for students’ 

majors. Students had to spend considerable time studying irrelevant subjects 

instead of investing more time in studying for their majors. Students at Ka Diep 

Teacher Training College wished that some of the Vietnamese subjects had been 

reduced so that they had had more space in their timetable to practise English 

in the classroom because the classroom was the main site where they could 

learn and use English. 

In brief, project 2020 has had a significant impact on every aspect of the 

lecturers’ lives: teaching beliefs, decisions about selecting textbooks, psychology, 

finance and personal life. For students, the project brought increased motivation 

to learn as well as worries.  
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The data indicate, therefore, that project 2020 was one of the major factors 

impacting on this college. In the next section, I present another major factor: the 

Confucian and Buddhist values which were reflected in the classroom setting, 

the lecturers’ roles in the class, the classroom atmosphere and the students’ 

behaviours. 

4.2 Cultural and social features 

As noted in the literature review in chapter two, Vietnam has been deeply 

influenced by Confucianism and Buddhism. Many quotes from Confucius have 

been paraphrased as action mottos for Vietnamese education, and the province 

in which the college is located, Nguyet Giang, is no exception. In all the 

classrooms and meeting halls in Ka Diep Teacher Training College, Confucian 

mottos were painted on the walls. In addition, according to a report by the 

Department of Culture, Sport and Tourism (2017), this little province has more 

than a hundred Buddhist temples, 99 of which belong to the Khmer community. 

Buddhism and Confucianism therefore play important roles in educational and 

spiritual life in this rural area. 

As mentioned in chapter two, the values of Confucianism focus on 

hierarchical order in society, especially the positions of the figure ruler–teacher–

father. Confucianism stresses the ethics of becoming good citizens for one’s 

country. As a result, the relationship between teachers and students is rather 

formal and distant. These values are what lie behind the stereotype of education 

in Asia reported by earlier studies, where the teacher is the authority in the 

classroom and students are expected to obey teachers, usually resulting in 

silence and passivity.  

Buddhism has also had an impact on Asian classrooms. Buddhist values 

impact on spiritual life, educating people to practice morality to do the right 

thing in order to have good karma throughout their lives. However, although 

these two philosophies share similar views on the importance of morality, their 
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mottos are different. While Confucianism tends to encourage moral practice for 

a political motivation (serving one’s country), Buddhism focuses on the inner 

life and one’s social relations with others (doing good things to earn good 

karma).  

The data from the questionnaires, observations, interviews and focus groups 

indicate that the cultural features of the province where Ka Diep College is 

located have created a unique classroom context. This context is reflected in the 

classroom setting through the different roles of students and lecturers, and 

through the students’ behaviours. However, the findings of this study contrast 

with the stereotypes of teachers and students in Asian classrooms, particularly 

in Vietnam, as I will now explain. 

4.2.1 Weakness of student group patterns 

As explained above, Confucianism highlights maintenance of the hierarchical 

order. One impact of this at Ka Diep College, as reported in chapter three, was 

that there were several regulations that student teachers had to follow. One was 

to sit always in the right the place, i.e. in the same seat. In the observations, I 

noted that student tables were found to be set up in strict blocks. As a result, 

although lecturers at Ka Diep College showed their dedication in organising 

pairs and groups in large classes, the classrooms also revealed a commonly 

reported isssue in the application of communicative language teaching in Asia: 

the consistent tendency for lecturers to group students in the same way. The 

notes of the classroom observations show that the way lecturers divided pairs 

and groups was the same in every class. In pair work, two students at the same 

table worked together, and in group work, two close tables formed a group of 

four.  
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Figure 4.1 Students working in groups of four 

Figure 4.2 Students working in pairs 

In the interviews one lecturer explained the grouping procedure: 

‘As you know, the class has the tables in row [a set of a heavy wooden 

long table and chair blocked together for 2 people], so it’s quick to 

divide pairs or groups by tables to save time.’ (IL.RC.21) 
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However, although this method had the advantage of saving time for the 

lecturers, all the students in the focus groups agreed that it created difficulties 

in interacting and cooperating when the lecturers assigned homework group 

projects with different classmates. In the focus groups, a student representative 

revealed: 

‘Overall, we’re united, but we’re close only to the ones who sit next to 

us. So, when lecturers ask us to work with friends who sit far from us 

to do a home work project like plenary presentations, it’s difficult for 

us because we’re not close enough.’ (FG.28) 

Comments like this one show that closeness and friendship were meaningful 

and influential in the students’ work productivity. This finding is different from 

Kayi-Aydarm’s (2013) observations, where most of the students were struggling 

to work in groups because of competitions for power, and groups were 

dominated by strong students. Yet, Pham and Gillies (2010) reported that in a 

Confucian heritage context like Vietnam, mixed groups were found to be 

unsuccessful because grouping on friendship was more effective.  

4.2.2 Ethnic stereotypes 

Given the features of the population in this province, the classes I observed had 

students from different ethnic groups: Kinh, Khmer and Hoa. As first 

mentioned in chapter three, half the student cohort were Kinh, nearly half were 

Khmer, and the remaining minority were Hoa. As will be discussed more fully 

in chapter seven, the college had a policy banning the use of these minorities’ 

languages in the classroom—only Vietnamese or English could be spoken. The 

interview data revealed that the lecturers held a slight stereotype of the Khmer 

students’ learning behaviours and pronunciation. For example, two lecturers 

reported that applying mixed groups for students to do homework tasks was a 

necessary strategy for lecturers to manage when teaching classes with diverse 

language backgrounds:  
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‘Teaching a class which has many Khmer students is very tough. 

Although Khmer and Hoa are banned in the classroom, the Khmer 

language affects their pronunciation. Because I teach listening and 

speaking, I have to correct their pronunciation very often … they often 

pronounce wrongly … My class doesn’t have any group presentation, 

but if I had some, I’d mix them with others to reduce the inaccuracy in 

their pronunciation.’ (IL.PN.12) 

‘The Khmer students are very shy in general. They seldom volunteer 

to speak … When they are invited to speak in front of the class, they 

are usually very anxious, unconfident that makes them unable to 

speak fluently. Sometimes, they even forget what they discussed in the 

groups. So, when I assign a homework presentation, I intentionally 

group them with Kinh (Viet) students so that the group can help each 

other.’ (IL.BC.18) 

From the comments of these two lecturers shared it seems they have negative 

assumptions about the Khmer language and Khmer students. They believed 

that the Khmer language would have a negative influence on the students’ 

English prounication, and they considered Khmer students shy and lacking 

confidence in speaking. Therefore, they considered that grouping Viet students 

with Khmer ones would scaffold Khmer students to reduce these negative 

impacts in learning English. However, in fact, each language has its own 

distinct characteristics, so it is difficult to assume that the Viet language will 

offer more advantages than Khmer language. 

Not surprisingly, the majority of Khmer students in the focus groups 

disagreed with their lecturers: 

‘To me, knowing Khmer in additional to Vietnamese is an advantage 

because the Khmer language has some similar sounds like r, tr … with 
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those in English, I can pronounce them more accurately than the Kinh 

students do.’ (FG.29) 

‘I think it’s my strength. For example, in Writing skills and British 

Culture classes, teachers usually ask us to write essays to compare 

cultures, and my paper often gets high grades because I brought 

Khmer culture in to compare with those from the UK and Vietnam … 

(FG.30) 

These comments show that the Khmer students disagreed that their L1 

knowledge had a negative impact on their English pronunciation. They 

believed that their L1 had certain advantages for them in learning English. 

Whether this is true or not, the impact of L1 on the pronunciation of L2 can be 

seen as a part of the students’ identity, so we cannot conclude that any 

particular language will be more useful in learning English. 

4.2.3 Active and playful learning atmosphere 

Another aspect of the classroom context that emerged through the 

questionnaire was the classroom atmosphere. In the questionnaire, the students 

reported that the classroom atmosphere would affect their oral participation. 

When asked to describe their classroom atmosphere, 42 per cent of the students 

reported it was sometimes quiet while 62 per cent of the students confirmed it 

was often collaborative. Another 52 per cent described the classroom 

atmosphere as often playful. In the observations, data showed that the 

classroom was sometimes quiet because whenever lecturers came into the class, 

students had to greet lecturers formally as follows: 

‘The lecturer and I came into the class, the monitor said out loud: 

Stand up! All of the class stood up and said in chorus: Good morning 

teacher! She stepped to the platform, stood at attention, and replied: 

Thank you. Sit down, please.’ (CO.BE.01) 
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In every class, then, the atmosphere when lecturers first entered was quiet. 

However, when the lecturers started the lessons with PowerPoint games or 

pictures, the atmosphere seemed to become playful.  

 

Figure 4.3: The lesson started with the game ‘Lucky Animals’ 

 

Figure 4.4 The lesson started with the game ‘Catch a Butterfly’ 
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Figure 4.5 The lesson started with the game ‘Egg hunt’ 

 

Figure 4.7 The lesson started with the game ‘Lucky Fruits’ 

Figures 4.3 to 4.7 illustrate that the lecturers usually began each lesson with a 

language game to change the initially formal atmosphere. The games that 

different lecturers designed had different names but were all intended to review 

earlier lessons. So, instead of asking questions, they hid the questions in the 

pictures of animals, eggs, fruits or butterflies and organised the competitions 

among the groups so that the students would have fun, feel interested in the 

lessons and be motivated for the following activities. Figures 4.8 and 4.9 show 

aspects of these more relaxed classroom contexts. 
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Figure 4.8 Students had fun 

 

Figure 4.9 Visual effects designed to arouse students’ interest in the lesson 

After these games, when the lecturers organised different activities, students 

were very cooperative and willing to participate because they had been 

motivated. In addition, when being asked to think of a word to describe their 

class, nearly 60 per cent of the students chose the word family. That perspective 

suggested that they felt there was an atmosphere of cooperation in the 

classroom. Figures 4.10, 4.11 and 4.12 demonstrate this classroom cooperation. 
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Figure 4.10 Students’ cooperation in a class 

 

Figure 4.11 Students’ cooperation in another class 

 

Figure 4.12 Students’ cooperation was found in every class 
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In figures 4.10, 4.11 and 4.12, it can be said that students had coperation instead 

of participation in the classroom because participation may consist of passive 

and active types. While the former implies the participation without 

volunteering, the latter presents the willingness to engage in the activity. 

Therefore, it can be seen that students at this college showed their good 

coperation with their lecturers and peers in the classroom. All the photos 

showed that the learning environment environment at Ka Diep College was 

mostly playful, where students felt strongly engaged in the activities. This 

finding challenges earlier stereotypes of formal and quiet Asian classrooms 

with passive students. As noted in chapter two, there have been numerous 

studies into stereotypes of Asian students. They usually describe the Asian 

students as quiet, silent, and passive (Atkinson, 1997; Hammond & Gao, 2002; 

Chiu, 2009). 

In short, this section has reported that due to the impact of Confucianism’s 

emphasis on maintaining order in the classroom, students were expected to 

greet the lecturers and to sit in the same place in every class. The formal greeting 

created a calm atmosphere at the beginning of each class, so games were 

organised to relax that formality. In addition, student tables were designed and 

set up in such a way that they could not be moved. Thus, this specific classroom 

setting created a challenge for lecturers in varying the group patterns. The fixed 

groupings resulted in the formation of acquaintances among students who were 

grouped in the classroom, which sometimes made students feel uncomfortable 

when working with unfamiliar students in homework group presentations. It 

was found that changing the grouping patterns for homework tasks was, on the 

one hand, a strategy lecturers used to deal with the diversity of language 

backgrounds about the students. Their expectation was that the students would 

do peer scaffolding and that these mixed groups would reduce the impact of 

Confucian features in group work. This strategy was also intended to help shy 
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Khmer students to become more confident when working with unfamiliar 

members of the class, to decrease their anxiety when talking in front of the class. 

However, on the other hand, this strategy implied a slight stereotype about 

Khmer ethnic group. Finally, the chapter has also reported that the learning 

atmostphere was mostly playful and students actively participated in the 

activities. The next section presents the impact of cultural factors shown through 

the lecturers’ roles in the classroom. 

4.2.4 Lecturers’ roles 

When refering to the role of teachers in Vietnam, Phan and Phan (2006) report 

that the goals of education in Vietnam were traditionally to educate people to 

become good citizens with sound knowledge and morality. Teachers in 

Vietnam were therefore expected to be the role models for students no matter 

what subjects they taught. Kramsch and Sullivan (1996) also noted that being a 

moral guide was a cultural model of Vietnamese teachers. However, with the 

impact of project 2020, lecturers came to the view that effective teaching—

teaching students to communicate confidently—could only be achieved through 

communicative language teaching. But this method raised questions about the 

teacher’s role. What are the roles of lecturers in a communicative language 

teaching classroom? How could Vietnamese teachers find a balance between the 

roles in Western style teaching method and those in Confucian classroom? 

The common conception of the role of the teacher within the communicative 

language teaching pedagogical framework is exemplified by Richards (2005: 5):  

Teachers now had to assume the role of facilitator and monitor. Rather 

than being a model for correct speech and writing and one with the 

primary responsibility of making students produce plenty of error-free 

sentences, the teacher had to develop a different view of learners’ 

errors and of her/his own role in facilitating language learning.  
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In Richards’ perspective, teachers in communicative language classes needed to 

assume the roles of monitor and facilitator. The observational data suggests that 

to the lecturers at Ka Diep College, the role of monitor was closer to the role of a 

teacher in a Confucian class, which was to maintain the order, to manage the 

class and to make sure the whole class were on task. However, based on the 

analysis of the questionnaires and observations, it seems that the lecturers 

interpreted the role of facilitator to imply a combination of communicative 

language teaching principles and Buddhist values. As described in chapter 

three, the classroom setting was designed to maintain order in the classroom as 

well to show the authority of the teachers, keeping with the values of 

Confucianism. For this reason, the front area of the classroom was built as a 

raised platform for lecturers. Data in the observations showed that all the 

lecturers stood on the platform when they explained new terms or corrected 

tasks (see figures 4.13 and 4.14). From this raised position they could control the 

class and make sure all the class could listen to them. This also showed their 

authority in the classroom. For the lecturers, this was the role of a Confucian 

classroom monitor. On the other hand, as a monitor in a communicative 

language teaching class, the observational data also showed that when the 

lecturers organised pair or group work, they usually walked around the 

classroom to make sure everyone was on task (see figure 4.15). It was in this 

way that the lecturers adapted the role of monitor. 
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Figure 4.13 The lecturer stands on the platform to explain an exercise 

 

Figure 4.14 The lecturer stands on the platform to organise a game 
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Figure 4.15 The lecturer walks around to make sure everyone was on task 

Similarly, data in the questionnaires and observations show that all the lecturers 

tried to perform the role of facilitator under the umbrella of Confucianism, 

Buddhism and communicative language teaching by facilitating the interactions 

and integrating moral issues into the discussions. For example, chapters six and 

seven will show that in the preparation stage, the lecturers were the main 

participants in the conversations, eliciting student responses, but in the practice 

stage, the lecturers became counsellors, providing students with scaffolding to 

complete the tasks. Finally, in the production stage, they became observers, 

giving feedback. In addition, when students worked together, the lecturers not 

only walked around to monitor the class, but they also stopped by each group 

to listen to the students and provide support when necessary. This was the way 

in which they acted as communicative language teaching facilitators, as shown 

in in figures 4.16 and 4.17. 
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Figure 4.16 A lecturer giving advice when students were working in groups 

 

Figure 4.17 A lecturer giving advice when students were working in pairs 

Analysis of the questionnaires and observations showed that, in their role as 

facilitator in a Confucian class, the majority of the lecturers were inclined to 

integrate moral issues into their interactions with the students through the L2. 

Results from the questionnaires showed that 67 per cent of students reported 

that their lecturers often provided guidance on moral issues during English 

lessons. In addition, 87 per cent of students agreed that it was valuable for them 



Chapter four ~ Social and cultural factors that impact on teaching and learning 

 118 

to receive guidance on morality because they believed that there was no 

distinction between specific discipline areas in the practice of morality.  

In fact, comments that could be seen as ‘moral guidance’ were noted many 

times during the classroom observations. For example, in the British Culture 

class dealing with a topic about the law, after finishing the lesson, the lecturer 

integrated the moral guidance as follows: 

‘The lecturer asked the class to discuss in groups the roles of laws in 

life, and asked them to think what they had to do by law … The 

lecturer also reminded students to be role models for their students in 

the future, so they must practice morality every day.’ (CO.BC.02A) 

As discussed in chapter two, although morality is valued by both Confucianism 

and Buddhism, the two philosophies viewed it differently. Because 

Confucianism highlights the values of the group, practicing morality is valued 

because it benefits the group or the whole country. However, Buddhism 

emphasises moral practice as an individual’s inner life, in order to avoid 

accruing bad karma. The data above show that the lecturer facilitated a 

discussion with a question related to moral practice in Confucianism: she 

provided moral guidance for students by advising them to practice morality 

every day and to be role models for their students. The lecturer’s moral practice 

is interpreted as being for the benefit of their students, and good moral practice 

is therefore seen as one symbol of a good teacher (Ellis, 1996). This was one 

impact of Confucian values in the classroom at Ka Diep College.  

However, on other occasions, data from observations showed that the moral 

guidance that the lecturers gave students was influenced by Buddhism. 

Buddhism views anger, hatred and jealousy as creating suffering for human 

beings, preventing them from experiencing happiness. The solution is to 

meditate to be calm. However, Buddhism also teaches five precepts: do not kill, 

do not steal, do not lie, do not misuse sex, and do not consume alcohol or other 
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kinds of drugs. Data in the observations showed that on occasions lecturers 

linked to these principles. For example, in the English Literature classes, in a 

lesson about Shakespeare’s play Hamlet, the lecturer asked the class to discuss 

whether Hamlet should have taken a revenge on his mother. After discussion, 

some students agreed and some disagreed with taking a revenge. The lecturer 

said: 

‘We should not take a revenge with anyone, class, especially that 

person is your mother or father. We should learn to forgive others… 

The data above showed that although the lecturer facilitated a discussion, she 

was trying to convey the message that students should avoid revenge and 

practice forgiveness, one of the key features of Buddhism. (CO.EL.07) 

Similarly, in a lesson about the story of a monk who used to be a noble 

moral model but became a sinner and was killed, the lecturer asked the class to 

have a quick discussion about whether the monk should receive sympathy. 

Although a few students responded that they felt sorry for him because he was a 

victim of evil magic, the lecturer said: 

‘You feel sorry for him? Maybe. But you know, he did many bad 

things. He killed many people, he raped his sister. He deserved with 

what he had done.’ (CO.EL.08) 

In this response the lecturer continued to give moral guidance to her students. 

Through her perspective on a character in the story, she was trying to convey 

another principle of Buddhism, karma. She reasoned that the monk had 

committed many crimes which violated the five precepts of Buddhism, so his 

death was warranted. She oriented students to a Buddhist meaning of bad 

karma in the story.  
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Perhaps because the lecturers tried to adapt their roles in the classroom in 

these moral ways, in the questionnaire, 66 per cent of students thought that 

lecturers were strict, and 85 per cent of students thought lecturers were friendly. 

4.2.5 Students’ behaviours  

Data from the observations and focus groups suggest that the students’ 

behaviours were affected by the roles established by the national regulations 

based on Confucian values and by the roles of learners in communicative 

language teaching contexts. As noted in chapter one, the national regulations 

called on students to show respect and to obey their teachers. That aspect is 

very Confucian. On the other hand, Richards discusses the roles of 

communicative language learners as follows: 

Learners now had to participate in classroom activities that were 

based on a cooperative rather than individualistic approach to 

learning. Students had to become comfortable with listening to peers 

in group work and pair work tasks, rather than relying on the teacher 

model. They were expected to take on a greater degree of 

responsibility for their own learning. (2005:5) 

At first glance, the two roles—showing respect and obedience to teachers and 

taking responsibility for their own learning—did not seem to contradict one 

another. However, data from the questionnaires and observations showed 

otherwise. In the observations, although many interactions occurred among 

students and between lecturers and students in the classroom as will be 

presented throughout chapters five, six, and seven, students were not observed 

asking any questions of the lecturers. This reflects the students’ Confucian belief 

in respecting lecturers. Instead, students chose to note down questions which 

they asked after the class. In the focus groups, all of students said: 

I’m afraid lecturers will be uncomfortable if I raise a question after her 

feedback. (FG.32) 
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I’m afraid raising a question after lecturers’ questions will make them 

misunderstand that I challenge them. (FG.33) 

I know many lecturers don’t like students to raise questions when they 

already gave feedback because they think I don’t agree with them. 

(FG.34) 

In the focus groups, students always used the phrase: ‘Em s   

…) to show their concern that they might be doing something considered not 

polite or not respectful or their lecturers.  

As a result, the student survey data showed that 64 per cent of students 

reported that they would wait to discuss questions with lecturers after the class. 

In the focus groups, all the students reported that there were several times that 

questions for the lecturers came to mind, but they did not ask. They said that 

having discussions with the lecturers after class was both a way to maintain the 

harmony in the classrooms and to keep ‘face’ for the lecturers: 

Discussions after class would not affect the mood of lecturers and 

students since only them and me know the conversations … No judges 

from others to make them uncomfortable … I can keep harmony with 

them after making questions. (FG.36) 

Sometimes, my friends’ answers are different from me, but my lecturer 

told my friend was correct … so, I’ll ask outside of the class because 

asking in the class can make her angry as she thought I told she had a 

wrong answer in front of the class … It’s better not to make the 

atmosphere tense. (FG.37) 

From these comments, it can be seen that the students believed that avoiding 

discussions with the lecturers in the classrooms was the lecturers’ preference, 

and that it was the best way to keep harmony and protect the lecturers’ ‘face’. 

That perspective is derived from Confucian beliefs about face and from 

Buddhist beliefs about harmony. The majority of lecturers reported in the 
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questionnaire that they were happy to receive questions after class, not in the 

classroom. I was surprised with this finding because I had thought that 

students’ assumption that they should ask questions after class to avoid making 

the lecturers uncomfortable was not inaccurate, but it turns out that the 

lecturers shared this belief. This seems to be a cultual factor that impacted on 

both lecturers and students and which showed that they were still struggling 

with balancing their roles in the classroom. 

In the questionnaires the students reported that when they had questions, 

they would engage in the lessons in silent ways such as taking notes and asking 

the lecturers after class. In the focus groups, I borrowed some of the students’ 

notebooks in order to take a closer look at the students’ notes. I also asked the 

students to explain some of their notes. Figure 4.18 is an example of a student’s 

notes. 

 

Figure 4.18 A page from one student’s notebook 

In figure 4.18, the student wrote herself a note about ‘culture’. She explained 

that she wrote this note when she was in the British Culture class. At that time, 
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the lecturer had asked the class to talk together in groups to brainstorm what 

culture meant. After the conversations and the lecturer’s feedback, the student 

could not understand why some components like ‘ideas, clothing’ also belonged 

to ‘culture’ together with ‘history, beliefs, values’. Therefore, she wrote the note 

to list everything that her classmates and the lecturer said in the classroom to 

think about and ask the lecturer after class. 

 

Figure 4.19 A student’s notes 

In figure 4.19, the student explained she wrote the note in an English Teaching 

Methodology class. Although the lecturer said ‘approach, method, and 

technique’ were different, the student could not find an equivalent in 

Vietnamese to make clear the differences between the three words. Therefore, 

she illustrated this idea as the lecturer said in order to assist her in putting the 

question to the lecturer after the class.  
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It can be seen that students made very careful notes when they had 

questions but that they were hesitant to ask lecturers questions during the class. 

In their notes, English was mediated through key words, diagrams, or 

abbreviations. Some of the points were carefully highlighted and demonstrated 

using red pens. The notes showed the students’ high level of focus when they 

mediated language during silent time. In the questionnaire, a small number of 

students reported that they chose to ask questions in the lecturers’ common 

room during the break time, but the majority said that they often emailed their 

questions to the lecturers. This solution seems inconvenient in this rural area, 

but it showed that students still tried to avoid having direct conversations about 

their questions. This finding differs from that of other studies because it 

indicates that the students did not study by memorising the textbooks without 

thinking as Nguyen (2016) reported. Instead, they chose to ask questions of the 

lecturers outside the classroom. In addition, students proved that they did not 

have a passive learning style (He et al, 2011). Rather, they showed that they 

worked effectively under the lecturers’ scaffolding, and even when they were 

silent, they mediated knowledge by taking careful notes. This finding also 

contrasts with studies that have proposed negative conclusions about the silence 

of East Asian students (Flowerdew & Miller, 1995; Jin & Cortazzi, 1993). 

In short, this section shown that cultural factors, particularly the concurrent 

values of Confucianism and Buddhism, have resulted in a special classroom 

setting at Ka Diep College, while earlier studies have reported the impacts of the 

two philosophies separately. In those studies, Confucian values were seen to 

result in the authority of the teachers and the obedience of students (Wen & 

Clement, 2003; Ping, 2010), while Buddhist principles were mainly brought into 

schools as a spiritual support to promote a positive attitude in life (Chien & 

Shiu, 2012). However, the lecturers and students at Ka Diep College adapted 

their roles under the impact of both of those two philosophies as well as their 
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interpretations of communicative language teaching. The next section presents 

the influence of factors related to the lecturers’ training and the students’ 

reasons for learning English.  

4.3 Lecturers’ previous training and students’ learning purposes 

As noted in the lecturers’ profiles in chapter three, all the lecturers had 

graduated from the same public university. I therefore interviewed the 

coordinator of the communicative language teaching program at that university 

in order to gather data about the training it offered in communicative language 

teaching. The response from the course coordinator shed some light on the 

interpretation of communicative language teaching as practised in their 

training: 

‘The university was introduced to communicative language teaching 

by two foreign volunteers who brought two series of textbooks, 

Interactions and Mosaic, in 1990. These textbooks were designed to 

teach with a communicative approach. After that, with the assistance 

of Michigan University in 1996 and a Belgian not-for-profit 

organisation VVOB from 1999 to 2001, the university received official 

training in communicative language teaching and became the teacher 

trainer institution in communicative language teaching since 2001, 

with the primary materials from David Nunan and sometimes Jerry 

Harmer.’

Looking back to the data of observations and questionnaire about the 

integration of communicative language teaching in the classroom in this study, I 

found that the information from the coordinator matched the data in several 

ways. Firstly, regarding the selection of textbooks (discussed in chapter five the 

questionnaires indicated that all the lecturers at Ka Diep College selected the 

book Interactions as the foundation material for teaching English skills. In the 

observations, I found that the printed materials students used in the classroom 
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were also based on this series. For example, two lecturers who taught Reading 

and Listening skills reported that they used the book Interactions as the primary 

textbook. The reference books they used to select more exercises were from the 

Mosaics series and from online resources. This finding showed the influence of 

the materials the lecturers had encountered in their training. The only difference 

between the textbooks they had used in training and the ones they selected to 

use in their teaching was the edition of the books. The coordinator stated that 

the university had been introduced to the first edition of the books Interactions 

and Mosaics, whereas the lecturers at Ka Diep College selected the third edition, 

which was the latest version and includes free copies for downloading. 

Furthermore, as the lecturers were trained mainly with materials developed 

by David Nunan, they tried to adapt what they understood from this teaching 

theory into the classroom. For example, David Nunan (1991: 279) lists a few 

basic characteristics of communicative language teaching:  

1. an emphasis on learning to communicate through the target language 

2. the introduction of authentic texts to the learning situations 

3. the provision of opportunities for learners to focus, not only on the 

language but on the learning process itself.  

Although this is the general pathway that lecturers at Ka Diep College felt they 

had to follow, they were creative in their reinterpretation of it. To meet Nunan’s 

first principle of emphasising learning to communicate through the target 

language, they decided to use English whenever presenting aspects of the target 

language to students, while allowing some space for students to use Vietnamese 

(see the discussion in chapters six and seven). To meet Nunan’s second 

principle of introducing authentic texts into the learning situation, they selected 

textbooks from the US and the UK, and brought pictures and video clips into 

the classroom for communicative activities. To meet principle three, they 
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developed not only students’ language but also the learning process by using 

scaffolding strategies, particularly in task sequencing with cognitive complexity 

to increase the students’ language production. Therefore, the general principles 

from the teaching framework in the training materials were reinterpreted so 

that they could be applied in their context at Ka Diep College. 

Students at Ka Diep had a clear purpose in learning English: they were 

learning English in order to become teachers of English at secondary schools. 

This motivation for their study played an important role in their learning. This 

factor was also crucial to the lecturers because it determined how the lecturers 

would teach in the classroom and how students would respond to the teaching. 

This clear purpose was unique, only present in the English Language Teacher 

Training program studied for this research. For other studies which look at 

general English programs, both teachers and students usually do not have such 

a clear understanding of the goal of learning English and how the learners will 

use English in the future because English is just a subject to be passed in the 

curriculum (Pham, 2005). In other contexts, therefore, neither teachers nor 

students are as strongly motivated to speak or practice English (Pham, 2005).  

However, the situation at Ka Diep was quite different. As the lecturers knew 

that all of their students were going to become teachers of English, they 

designed various activities as well as strategies to help them to learn English in 

the most effective way in their context to reach the goal. Similarly, as the 

students understood that they were going to be teachers of English, they were 

strongly motivated and eager to collaborate with the lecturers to engage in 

activities in the classrooms. In addition, the goals of becoming a teacher of 

English as well as achieving the requirements of project 2020 gave the students a 

stronger commitment to learn English autonomously beyond the classroom. 
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4.4 Geographical conditions 

The last but perhaps the most important factor that affected the teaching 

process at Ka Diep College was its geographical conditions, specifically the 

rural area. The data showed that this aspect, perhaps more than any other, was 

the reason why resources were so lacking. Beyond this, the location also 

impacted on the disposition of the lecturers and students towards adapting and 

localising perceptions of the ‘method’ in order to strive towards the creation of 

a language rich environment in the classrooms. In addition, this small rural area 

turned out to be advantageous as a place where students could get together 

anytime to study together after class. This contributed to their friendships and 

to the effectiveness of group and pair study.  

Due to the rural location of this college, the government did not invest in 

upgrading the teaching facilities as much as it did in big cities. With its tight 

budget, the college did not have sufficient teaching and learning materials, 

resulting in participants using photocopied online textbooks. The classrooms 

did not have wi-fi so participants could not search online to support lessons. 

Thus the burden was on the lecturers, who had to prepare or collect all the 

online materials in off-line forms, then bring those materials to the classroom 

with their laptops. Furthermore, basic teaching facilities like the screens and 

projectors were old-fashioned, which created more difficulties when lecturers 

tried to use them in bad weather. 
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Figure 4.20 A screen and its stand had to be located by a table 

Figure 4.20 was taken in a Listening class during a rainy afternoon. The main 

door and windows could not be closed as the locks did not work. Therefore, to 

avoid being wet, all the students next to the door were moved to the other side 

of the classroom. The screen and its stand collapsed a few times due to the 

wind, so the lecturer had to ask two students to relocate it beside a table. Figure 

4.21 shows the same classroom from another angle, showing the door that could 

not be closed. 
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Figure 4.21 The classroom in figure 4.20 seen through a window in another 
classroom 

 

Figure 4.22 The screen was hung on the wall, covering the chalkboard 

Figure 4.22 was taken in another class in an ordinary weather, but due to 

frequent strong wind, the screen and the stand collapsed several times. 

However, this classroom was narrower than the classroom above, so the front 

space could not fit a table. Therefore, the lecturer asked one of the students to 

hang the screen on the wall. However, as can be seen in figure 4.22, hanging the 

screen meant covering more than half of the lecturer’s chalkboard.

In addition, in the interviews lecturers reported that in order to borrow these 

simple teaching resources, they had to book in advance because the college only 
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had a few sets. Beside lacking teaching facilities, unlike colleges in the big cities 

like Hanoi or Ho Chi Minh City, Ka Diep College offered limited opportunities 

for lecturers and students to meet foreigners from different countries to practice 

English as well as to have a chance to become familiar with different varieties of 

English. Therefore, the lecturers tried to maximise the time in the classrooms to 

develop speaking skills. 

However, the rural area also had some positive effects on students. Firstly, 

the area was small and quiet, with no entertainment venues such as clubs, and 

thus students tended to continue practising English after class. In addition, it 

was easy for students to gather together in study groups no matter where they 

lived: in a dorm, at boarding houses or at home. This was important in enabling 

them to build friendship and closeness, which affected the success of their 

cooperation with one another when working in groups in and out of the 

classrooms. More data about the students’ study groups appears in section 4.6, 

students’ practices beyond the classroom. 

4.5 Students’ potential teaching methods 

The students had reported in the questionnaire that they believed that the 

communicative language teaching approach would be the most effective way to 

learn English. The data from the student surveys, classroom observations and 

focus groups showed that the majority of students (88%) affirmed that they 

would continue to use communicative language teaching in their classrooms. 

Their interest in implementing communicative language teaching in the future 

was shown through the way they followed what they had observed and 

adapted what they had experienced. Their adoption and adaptation become 

apparent when they acted like a teacher in doing a presentation in the 

classroom and when they presented their posters for a micro teaching activity.  

With the lecturers’ implicit modelling of communicative language teaching 

in the classrooms, 82 per cent of the students confirmed in the survey that they 
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would use communicative language teaching in their future classroom. The 

remaining students reported that they could only decide after they knew the 

locations and students. In the observations, I noted that when students were 

asked to act as the teacher to explain the new lesson in front of the class, they 

tried to do it in keeping with the communicative language approach they had 

observed their teaching using in the classroom. They often used a PowerPoint 

presentation and started with a language game to get the class interested. Then 

they followed the presentation with pictures and charts as they had observed 

their lecturers do. See for example figure 4.23 to 4.26.  

 

Figure 4.23 A student presents with pictures, standing on the platform like a 
teacher 

 

Figure 4.24 This group ended their presentation with the lucky number game 
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Figure 4.25 Another group began with a PowerPoint presentation 

 

Figure 4.26 This group ended their presentation with a multiple-choice test 

From figures 4.23 to 4.26, it can be seen that the students tried to deliver their 

lessons following the communicative language teaching method that they had 

observed from their lecturers, with PowerPoints, lucky number games and 

pictures. However, they also adapted the communicative method to suit their 

intended students (children and teenagers) when they were asked to choose a 

lesson from a series of English textbooks at secondary school level and to 

prepare a lesson plan. Their poster presentations tried to follow the 

communicative language teaching approach they had experienced in class, as 

shown in figures 4.27 to 4.29. 
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Figure 4.27 Students’ poster outlining their lesson plan 

In figure 4.27 a group of students chose the lesson about ‘The weather and 

seasons’. The first group designed the lesson with a game, followed by eliciting 

new words, explaining the sentence structure, pair work to practise the 

structure, a speaking activity, and finally a gap filling activity. 
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Figure 4.28 Students’ poster of their lesson plan 

In figure 4.28, a group of students chose a lesson about ‘my friend’. They 

designed the lesson to begin with brain storming group work, eliciting students 

to teach a sentence structure, organising pair work, and ending with a game. 

In figure 4.29, the group of students chose a lesson about ‘after school 

activities’. They included a game, vocabulary explanations through pictures, 

modelling sentence structure, group work to practise the sentence structure, and 

ended with a free speaking activity. 
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Figure 4.29 Students’ poster of their lesson plan 

The common point in these posters was that the students were designing the 

lessons to include activities with sequencing, just as their lecturers had used 

communicative language teaching in the classroom. The students designed 

different activities and grouped them into three stages: preparation, practice, 

and production. In the focus group interviews, students said that: 

‘I mainly learn teaching skill by observing how other teachers in 

English Department are teaching us … For examples, with Ms M, I 

learnt using games in the lessons, with Ms N, I learnt the way to 

interact with the class.’ (FG.17) 

‘I observed how the lecturers taught in the class, then follow some 

techniques I like such as designing different games, and teaching 

vocabulary with pictures.’ (FG.18) 
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However, from the data, it could be seen that, although all the students planned 

their lessons to include many activities similar to the lecturers’ models, the 

students adapted some features. First of all, all of the students included more 

games in their lessons. Students explained in the focus groups that young 

learners always prefer language games. In addition, the students decided to 

present the grammar points in a traditional way, which meant explaining the 

rules first instead of eliciting students to figure out the rules by themselves as 

communicative language teaching suggests. Explaining their traditional 

approach to teaching grammar, in the focus group interviews three students 

revealed that they had part-time teaching jobs at foreign language centres. 

Thus, they had piloted what they had learnt about teaching skills in the 

language centres, and they had found that some of the principles they had 

studied from the communicative approach could not be applied in the 

classrooms due to the learners’ youth. However, they found they could adapt 

communicative methods for teenagers: 

‘Communicative language teaching, I learnt that we must present a 

grammar point in an inductive strategy to let students find the rules 

for themselves, but when I taught primary school pupils, the more I 

spoke English to elicit them, the more confused they were.’ (FG.19)  

‘I found that the principle not to correct students’ pronunciation in 

communicative language teaching didn’t suit my class because young 

learners couldn’t realise the errors and correct by themselves. I had to 

correct them, and their parents also want that.’ (FG.20)  

‘My students couldn’t focus on the tasks when they worked in pairs 

because they’re interested in gossiping to each other … They just like 

games … But the teen students are more cooperative.’ (FG.21)  

The students’ comments indicate that they were aware of the situations in 

which they were applying the teaching method, resulting in adaptations to suit 
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their classes. They paid attention to their students’ language backgrounds and 

skill levels, which they felt were not sufficient for them to use L2 to present 

grammar in an inductive way. Instead, they decided to switch to presenting the 

grammar in a deductive way. In addition, they learnt that communicative 

language teaching encouraged learners to learn from errors, but they also 

realised that such a method was not suitable for children because they could not 

recognise the errors, so the student teachers decided to correct their students’ 

errors in pronunciation. Furthermore, they also noted that pairs and groups 

with children might be hard to control because the children tended to chat 

rather than work, and the children only liked to play games. By contrast, with 

teenage learners, student teachers found it feasible to organise pair and group 

work because teenagers were more cooperative.  

These findings about the ways the students understood, employed, and 

adapted the communicative language approach in their teaching relate to other 

studies which have reported students’ positive attitudes towards 

communicative language teaching (Gamble et al., 2013; Miller & Aldred, 2000), 

and students’ views of communicative activities in the classrooms (Hawley, 

2000; Rao, 2002; Assasfeh, 2012). Students in this study contributed further by 

talking about their beliefs, piloting approaches in their part-time teaching and 

adapting their teaching practice in the programs. This ability to adapt their 

approach is a very important dimension of being a teacher, and the majority of 

students in this college showed that they had the ability to evaluate the situation 

of their class and adapt their teaching to help their students. 

4.6 English practice beyond the classroom  

In this era of information technology, the most common and effective way for 

language learners to learn for themselves is to draw on the assistance of 

technology such as television, film or the rich resources of online materials. This 

seems to be an established fact, but in fact, not every language learner has the 
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opportunity to do so, especially students in rural areas in Vietnam. Data 

obtained through the student questionnaire and follow-up focus groups 

revealed that only a very small percentage of students had the opportunity to 

practise English with technology. The majority of the students therefore 

practised English in the community or in study groups.  

It was surprising to know that only 3 per cent of students in this study 

practised English beyond the classroom using technologies such as films, social 

media, television, Google tools and mobile applications. In chapter three I noted 

that nearly all the students at Ka Diep College were living a long way away 

from their families. They stayed in shared rooms in boarding houses or in the 

college dormitory. In addition, nearly all of the students’ families were ‘h  

ies), who received financial support from the local 

government. As a result, the students did not own laptops or good smart 

phones to access the technological resources mentioned above. The minority of 

students who could afford the resources reported that watching online films 

was useful for improving their listening skills and intonation. They particularly 

claimed that from the subtitles of the films they were able to learn lots of 

vocabulary and idioms that enhanced their speaking and writing:  

‘I often watch films on You Tube channel on my computer or phone 

when I’m at home. It’s not only relaxing but helpful in improving 

listening skills … I also learn many new vocabularies when the film 

has subtitles.’ (SQ.11)  

‘There are plenty of films in English in the internet, but I prefer to 

watch films that are about normally life, not scientific … Easier to 

understand.’ (SQ.12)  

Students who used social networks to learn English via Facebook and 

Messenger reported that Facebook provided large numbers of pages for 
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learning English by following famous foreign Facebook accounts such as BBC 

News, ABC News, Tuoi Tre News for overseas Vietnamese.  

‘I improve reading skills, update the most current vocabulary, and 

learn sentence structures from these Facebook pages … Some foreign 

language centres in Vietnam always shared useful tips, learning 

materials every day on their pages to attract potential students, so 

following them I also have benefits from this free source.’ (SQN.13)  

‘I like to follow pages of some teachers and students who used to live 

in foreign countries … They posted different video clips about errors 

that Vietnamese students tended to face as well as the solutions.’ 

(SQN.14)  

Students who reported using mobile applications like Viber and mobile games 

to learn English beyond the classrooms said:  

‘I use Viber to chat with foreign friends by texting or talking every 

week.’ (SQN.16)  

‘In addition, I install language games in my mobile to play at the 

breaks or in my free time to learn vocabulary.’ (SQN.17)  

Due to the material conditions in this rural area, more than half the students 

reported that they practiced English in the community. In this study, about 52 

per cent of students reported that they practiced English by working as English 

tutors (47%), interacting with foreigners in the workplace (2%), or speaking to 

Buddhist monks at pagodas (3%). Students reported that since they were going 

to become teachers of English at junior secondary schools in the future, many of 

them found part-time job as personal tutors of English in children’s homes. 

Other students applied to work as teaching assistants at private foreign 

language centres in the city, while a few worked for KFC or as casual 

interpreters. These are some responses from the survey:  
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‘We usually get the job nomination from our lecturers … Teaching 

them is so useful to us because we can practise the teaching skills we 

got at the college as well as applying our knowledge of English to 

explain the lessons for them … Sometimes, we find that some teaching 

techniques we learnt do not work well for some students, so in this 

case, we have to adapt it.’ (SQ.01)  

‘I applied to work as a teaching assistant directly on their website … 

As a teaching assistant, my main job is sitting at the back of the class, 

observing and listening to foreign teachers. When they say something 

students can’t understand, I’ll translate … I find the job interesting 

because I have chances to work with native speakers to improve my 

speaking and pronunciation.’ (SQ.02)  

‘I worked for a KFC downtown. Although customers are Vietnamese, 

my supervisors were foreigners … We received training in English … 

All of instructions to use equipment there as well as food menu are all 

in English, so I learn a lot of new words, and improve my listening 

skill.’ (SQ.03)  

‘This city has some agricultural projects that have foreign experts from 

Australia and Canada coming once a month … When they come, the 

project coordinators will hire an interpreter to take these foreigners to 

visit different fields in different villages, and spoke to farmers there … 

This job is well-paid to me, but it has lots of stress. I’m study 

Education, so I don’t know many words in Agriculture … Have to 

learn and practise a lot.’ (SQ.04)  

Some of the students who follow Buddhism reported that they had another 

option: speaking English to Buddhist monks at the pagodas. However, these 

students revealed that the monks restricted the time they would spend meeting 

new students who were seeking chances to speak English. Only loyal 

volunteers (students) at the temples were offered the opportunity to learn 
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English with the monks. These students reported that they usually started the 

meeting by telling the monks what had happened during the week, and the 

monks gave them advice. The conversations were unstructured:  

‘The majority of monks here can speak English, and they speak quite 

fluently … Nearly all of them have national certificates of English, so I 

can go there to chat with them when I have free time, or at the 

weekend.’ (SQ.05)  

Forming study groups was another common choice among the students at Ka 

Diep College (42%). Students reported that each group normally varied from six 

to seven students, and a student could join different groups. They had three 

types of groups: spoken, written, and teaching training. Students explained that 

in a spoken group, members were classmates and would practise discussing 

topics given for the speaking exam:  

‘At the beginning of the semester, the lecturer gave us a list of 25 

speaking topics for the speaking exam … We were requested to 

present a topic in three minutes, and had interactions with two 

examiners in another three minutes, so we need to prepare ideas in 

advance, practise fluency and select good vocabulary for the topic as 

well … We remain to meet at least once a week, and in 1.5 hour.’ 

(FG.32)  

‘We negotiate the day together and go to college in the evening. As the 

college doesn’t have power in the classrooms, we choose a place that 

has bright street light, sit in a circle, and start … When me and my 

partner are speaking, another member will count the time for us so 

that we can adapt the length of our speaking ideas … That person also 

pretends to be an examiner to raise questions for me and my partner 

… Then, we exchange speaking partners.’ (FG.33)  
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In short, this section has presented the findings about students’ experiences of 

English learning beyond the classroom. These findings contribute to the very 

limited number of studies about how Vietnamese students practise English 

outside the classroom.  

Nguyen (2002) and Nguyen (2015) reported that most of Vietnamese 

students chose to listen to music and followed additional courses at private 

language centres in order to practise English more, but the students at Ka Diep 

College did not follow any courses at private language centres. Instead, they 

found other ways to practise English that suited their needs and contexts. The 

most common ways for the majority of students to practise English outside class 

were through study groups and in the community. 

4.7 Summary  

In summary, this chapter has presented the social and cultural factors impacting 

on teaching and learning at Ka Diep College. The study found four major 

factors that had impact: the 2020 project, Confucian and Buddhist values, the 

lecturers’ previous training and students’ reason for learning, and the 

geographical conditions of studying in a rural area. This chapter has also 

described how the teaching of English affected the students’ options for 

implementing the teaching method in the future and how they practiced 

English beyond the classroom as part of forming their professional identity as 

future teachers. 

The 2020 project provided an encouragement for lecturers to apply 

communicative language teaching to fulfil their desire in helping students learn 

effectively. Project 2020 was also an impetus for students to study harder. 

However, it also brought much stress and anxiety for the participants. The long 

histories of Confucianism and Buddhism in Vietnam have both left a powerful 

legacy in classrooms at Ka Diep College. In addition, the cultural and moral 

values of these two philosophies have also impacted on the adaptation of the 
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lecturers’ roles and students’ behaviours in the classroom. The lecturers’ 

adaptations to the communicative approach were also influenced by the training 

they had received and by their understanding of the purpose for which their 

students were studying English. Finally, geographical conditions affected the 

overall context of Ka Diep College. Materially, there were several disadvantages 

for teaching and learning, resulting in lecturers having a professional desire to 

do the best for their students despite the limitations. However, the rural context 

was also an advantage for lecturers and students because they potentially had 

more freedom in adapting communicative language teaching and because the 

students became closer when learning and living in a small rural area. 

The teaching and learning of English in this context also impacted on the 

students’ potential teaching and practices beyond the classroom. On the one 

hand, student teachers tried to follow the models of communicative language 

teaching that their lecturers demonstrated in the classroom. On the other hand, 

the students found through their part-time language tutoring jobs that they 

needed to adapt the method to suit their young learners. The rural context also 

limited the ways students could practise English beyond the classroom. Because 

the students’ access to the world wide web was limited at the college and in 

their living areas, they mainly practised English by forming study groups and 

working in the community.  

The next chapter presents data about the teaching and learning resources as 

well as the ways in which the lecturers adapted the textbooks to create 

meaningful opportunities for students to use L2 in the classroom. 



 

Chapter five 

Teaching materials 

 

Foreign language learning in Asia has traditionally been heavily reliant on 

textbooks (Chern, 2002; Hamid & Nguyen, 2016; Yuen, 2011), resulting in a 

significant expansion of the Western imported textbook market in this region. 

The resulting influence of this market on EFL teaching and learning is quite 

marked. Related to this demand for texts, the demand for communicative 

language teaching as ‘the method’ in EFL has also been very obvious in many 

Asian countries. This raises questions about the impact of these Western-

oriented texts on teaching and learning English in this region, particularly in 

resource poor areas such as rural Vietnam. How do textbooks impact on the 

teaching and learning of English in that context? Of particular interest to the 

research that forms the basis of this thesis are questions about the strategies 

lecturers adopt to adapt and work around some of the constraints that these 

texts impose. What space exists for lecturers to localise methods to cope with 

the local context? 

To address these questions, this chapter presents data collected from 

questionnaires, classroom observations, interviews, focus groups, national 

documents, student books’ texts, and government websites. This data will be 

used to explore the issues around two pillars: the textbook selection and the 

methods lecturers deploy when using these supplementary materials in the 

classes at Ka Diep Teacher Training College. The first part of the chapter will 

discuss the dominance of Western textbooks from mainstream publishers which 

resulted in the bias towards the models of British and American English. I will 

then report on participants’ perspectives on the textbooks, discussing their 

strong positive beliefs and trust in the books. However, despite these positive 
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attitudes this study found that the use of these Western-based textbooks was a 

dramatic obstacle to lecturers’ determination to use communicative language 

teaching in their classrooms. The chapter then turns to consider the 

supplementary materials that lecturers used to compensate for the problems. 

The data show that it is through the application of videos and multimodal 

resources that the lecturers are creatively adapting their teaching and creating 

their own approaches. The data also show that the lecturers were not textbook-

bound. Instead, they used the lesson topics in the textbooks to structure 

communicative activities through the supplementary materials. The following 

chapter details how these supplementary activities were structured. The data in 

this study also showed that these materials produced significant outcomes in 

students’ language production, and these outcomes will be illustrated in chapter 

six. 

5.1 Textbook selection 

The findings in this section are based on the analysis of data from 

questionnaires, observations, interviews and focus groups. The results show 

that mainstream Western publishers have had a very significant impact on 

teaching and learning English in this rural area. Their commercial materials 

have shaped the Vietnamese policy makers’ perceptions of the ‘correct’ 

representation of the English language, which in turn has strongly affected the 

teaching of English at this college. The study also found contrasting differences 

between participants’ beliefs about textbooks and the content of these materials. 

5.1.1 Dominance of mainstream publishers 

The first significant finding in relation to teaching materials is the dominance of 

mainstream publishers. In the survey, participants were asked what percentage 

of their English language textbooks were from Western countries. This was a 

five scale Likert question. Results from the lecturers’ and students’ surveys 
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showed that around 75 per cent of the materials used at the college were from 

Western countries.  

However, data from the classroom observations told a somewhat different 

story. This study examined 12 classes from six subjects: English Teaching 

Methods, Phonetics, British Culture, English Literature, Reading Skills, and 

Listening and Speaking Skills. Ten of the 12 classes used foreign textbooks as 

their main materials, and two classes collected foreign online materials for use 

as a textbook. However, the issues around textbook selection were, for the most 

part, related to the countries that published the books. Although lecturers 

provided different reasons for their selection of textbooks to benefit their classes, 

all the lecturers chose the textbooks from the UK and the US, all of which were 

published by Cambridge University Press, Oxford University Press, Longman 

or Pearson. The significant consumption of textbooks from these publishers and 

the cultural focus they represent not only affected lecturers’ and students’ 

beliefs about the English language, but also influenced the central direction of 

educational policy in foreign language teaching at the college, as will now be 

explained. 

This selection of materials from large Western publishers is apparently 

closely related to how lecturers and students view the history of the English 

language. In the survey, all of six lecturers and 83 per cent of students reported 

that they believed the English language ‘belonged’ to the UK and the US. This 

means that they perceived the UK and the US as creators of the English 

language. They also believed that only English from the UK and the US should 

be considered ‘standard’ English, leading to the selection of textbooks 

exclusively from these two countries which fall within the ‘Inner Circle of 

English’ (Kachru, 1986). This belief has also been recorded by other researchers 

(Garwood, Gardani, & Peris, 1993, cited in Nault, 2003). 
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The issue of the exclusive promotion of American and British English in 

Asian countries has also been found in many other studies. In Japan, the 

secondary system used a series of seven locally produced books following 

American English (Matsuda, 2003). In Korea, high school students study 

American English textbooks (Lee, 2009). In Taiwan, American English is also 

preferred at tertiary level (Su, 2016). As the data gathered for the purposes of 

this study will show, this limited belief held by both lecturers and the majority 

of students underlies beliefs about the usefulness of textbooks without fully 

recognising problems contained in the books.  

However, the selection of textbooks from the UK and the US by lecturers is 

also strongly influenced by the government. For example, the structure of the 

curriculum in the English Language Teacher Education program includes the 

two subjects of British Culture and English Literature. The inclusion of subjects 

such as these in the curriculum indicates that central policy makers in Vietnam 

believe that, because English originated in the UK, to qualify as a teacher of 

English, students must learn British language and culture.  

The support of the Vietnamese government for Western EFL textbooks could 

be found through the presence of the giant mainstream publishers in all of 

national book fairs, as reported by the mass media. For example, Kinh (2012) 

reported that: 

‘…More than 200 book publishers in and out of the country participated in 

the book fair in Ho Chi Minh city, especially the 25 leading publishers 

including Cambridge, Pearson, Oxford, McMillan, McGrawhill, Penguin… 

The book fair attracted nearly 700,000 visitors with more than 4 million book 

sold…’ 

Nha (2015) also reported that: 
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‘… The international book fair had the presence of the biggest book 

publishers, ‘the big five group’, such as Penguine Random House, Simon & 

Schuster, McMillan Publishers, Hachette Book Group USA, Harper Collins. 

In addition, the book fair also had the participation of famous book 

companies like Oxford University Press, Cambridge University Press, 

Cengage, Pearson, Efuture, and PageOne…’ 

The issue of opting for British and American English as the standard became 

the subject of heated debate in Vietnam when the 2020 project was approved. 

Despite the spirit of the project being to promote communicative language 

teaching to develop students’ communication with the world, the standard that 

has been used to measure the language competency of teachers of English in 

Vietnam is the Common European Framework of Reference for Languages 

(CEFR). Regardless of Vietnamese EFL teachers’ contexts, they are evaluated 

through a standard provided by Cambridge English and materials published by 

Cambridge University Press and Pearson. From 2011 to 2013, all teachers of 

English in Vietnam were required to sit for an assessment, which returned 

shocking results. Nearly 75 per cent of Vietnamese English teachers at primary 

level, and 90 per cent of teachers at secondary level were assessed as 

‘unqualified’ under the European standard. This led to aggressive rejection and 

criticism of the 2020 project on the mass media. The result of the assessment 

meant that the ‘unqualified’ teachers—who had been trained within the 

Vietnamese educational system for three or four years and were experienced in 

teaching—had to reduce their teaching responsibilities while they were re-

trained by Cambridge English Test providers and Ministry of Education and 

Training of Vietnam. 

The lecturers at Ka Diep College were influenced by the government’s policy 

position. All of them believed that selecting materials only from mainstream 

British or American publishers would meet the demands of the national project, 
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and that as a result their teaching would be well-founded. In an interview, a 

representative of the lecturers said: 

‘I always recommend BBC English and Voice of America websites to 

students … English teachers in Vietnam always trust these resources 

… After I had a micro-teaching, if any peers questioned me about the 

accuracy of information in the lesson, I told them I had taken it from 

the BBC, and there would be no more questions.’ (IL.S07) 

This lecturer believed that British and American materials were the ‘safe’ option 

and would ensure that his work would be recognised as standard and accurate. 

This belief is clearly a response to the policy direction set by the government 

following the results of the assessments of language competency of English 

teachers. Thus, to be able to be seen as qualified, teachers selected all materials 

from mainstream publishers.  

The strong discrimination between native speakers and non-native speakers 

is also obvious in the way in which the 2020 project has led to recruitment of 

foreign teachers to train Vietnamese teachers and students. This bias is apparent 

from the following extracts from Department of Education and Training reports 

in three different cities in Vietnam about the employment of foreign teachers for 

2020 project: 

According to the most recent statistics at 20/4/2017, the city has 50 

foreign teachers in language centres and schools … However, only 

50% of these teachers are from native English-speaking countries such 

as the UK, the US and Australia. The other 50% are from different 

countries whose English is not their native language such as the 

Philippines, Uganda, and South Africa … The Deputy Head admitted 

that they did not investigate centres and schools frequently, and thus 

that weakness in employing foreign teachers from non-native 

countries is a result of ineffective control from the bureau … The 
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bureau is going to request all centres and schools to check foreign 

teachers’ qualifications and nationalities carefully before recruiting. 

(Extract from Bureau report, Ha, 2017, translated by the researcher 

from Vietnamese) 

‘In the second semester, we hired teachers from the Philippines for 

schools … Teachers and students’ parents asked why we didn’t hire 

teachers from the UK or the US. We said we would love to but we pay 

$2000 for the Philippines teachers per month while we have to pay 

$12000 for the British or American teachers per month.’ (Extract from 

Bureau report, Trang, 2013) 

‘Our centres used to be fined due to employing foreign teachers whose 

first English is not English … Learning from the mistakes, now we 

only hire foreign teachers who speak English as their native language, 

not teachers who speak English as their second or foreign language.’ 

(Extract from Bureau report, Ha, 2017) 

The above data shows that the Vietnamese government policy has a very clear 

preference for English materials from the UK, the US and sometimes Australia. 

Policy-makers almost entirely exclude English from other sources. This refusal 

to recognise other varieties of English does not mean that policy-makers regard 

those English varieties as incorrect, but that they prefer the prestige of having 

British and American English resources. The clear evidence is that for 

budgetary reasons, some schools still employed teachers from other countries. 

Furthermore, project 2020 states that the government will cooperate with 

Cambridge and Pearson to train examiners of English and to compose banks of 

English tests for Vietnam from 2013 to 2020 (TB-BGDDT, 2013). Given the 

government’s strong beliefs about the Western standard, and its actions to 

support it, lecturers and students also come to hold strong views about 

standard English. These pressures result in the selection of textbooks only from 

the UK and the US.  
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5.1.2 Participants’ perspectives on textbooks 

Given that Western textbooks were being used at the college, study participants 

(lecturers and students) were surveyed and interviewed about the usefulness of 

these books in their teaching and learning of English, compared with any 

Vietnamese-produced materials they might have encountered in the past. Data 

showed that nearly all the participants had strong and positive beliefs about the 

Western textbooks they were using. 

In student questionnaire, 66 per cent of students thought that Vietnamese-

produced materials they had used in the past were useful, whereas 97 per cent 

of students confirmed that the foreign books they were using at the time of the 

study were useful for their learning. In the lecturer questionnaire, the majority 

of respondents believed that the Vietnamese-produced materials they had used 

in the past were at ‘ch ng ch   m c trung bình’ (just average quality) while 

all agreed that the Western books they were using were ‘r t ch ng’ (very 

high quality). 

Because the lecturers highlighted ‘the quality’ of the Western textbooks, in 

the interviews, I examined this term further. Lecturers were asked to share 

information about the quality of the materials they had experienced or were 

currently using. The following extracts from interviews show the high level of 

agreement among the lecturers: 

‘Vietnamese-produced materials always contain mistakes in language 

use. They sometimes realise the problem and correct it in the next 

edition, but if teachers, pupils and students don’t buy the new 

editions, teachers have to figure out by themselves to tell their 

students … Such problems never happen in Western textbooks since 

English is used as a mother tongue.’ 

‘The thing I like best in Western books is that most of the books 

designed for teaching English skills have many activities for students 
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to work on. But because this program at this college is for training 

language teachers, it has many other subjects not just for English skills, 

so lecturers have more books not for teaching skills, but rather for 

providing content knowledge.’ 

‘Foreign books compiled by native speakers, so we can be sure that the 

information about culture in their books is absolutely accurate because 

they are writing about their life, their experiences … English books 

written by Vietnamese authors usually contain misunderstandings 

about culture and these have been criticised by the media in the past. 

For instance, textbooks always described British people as ‘cold’, and 

British weather as ‘foggy. In America, racism is always very strong or 

all important scientific inventions were from America.’ 

From what the lecturers said in interviews, it became clear that they believed 

that the Western books they were using were useful because of the high quality 

of their language accuracy, the frequent activities in books for teaching skills 

and accurate information about Western culture. According to the lecturers, 

these dimensions were not present in locally produced textbooks. 

In the student focus groups, I informed the participants about the result of 

their survey, which had revealed the students’ positive beliefs about Western 

books. The following are some of the responses students gave when I 

questioned them about the ways in which the books were useful for them in 

learning English: 

‘Foreign materials have rich and accurate use of language.’ (FG.002) 

‘The contents in foreign books are not condensed with grammar 

lessons like ones produced in Vietnam.’ (FG.005) 

‘Foreign books in general are usually divided clearly what part is for 

what skill, so it’s easy for learners to follow … Some books we’re 

using, although they’re for learning skills, but they don’t have enough 
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activities for speaking because the books are for upper-intermediate 

level. They have more exercises for thinking like true/false, matching, 

multiple choices.’ (FG.015) 

‘Foreign books describe accurate culture in native speaking countries, 

so they’re very helpful for us to understand the culture in those native 

countries.’ (FG.018) 

‘I like foreign books because they have useful information and 

knowledge about language to learn … except a thing that many 

materials are too long and difficult, but my teachers have ways to help 

us to focus on main ideas only.’ (FG.019) 

The students’ responses show that the students had similar views to those of 

their lecturers about the usefulness of Western materials: accurate language use, 

many activities (in books for teaching English skills), and correct information 

about culture. However, students added the additional element that they 

thought Western books were helpful because the did not have too many dense 

grammatical explanations. To follow up this point, I asked students in the focus 

groups to rate the materials in the six subjects I observed based on the criteria 

they believed Western books contained. Table 5.1 shows the results. 

Subjects Accurate 
language use

Not condensed 
with grammar

Communicative 
activities

True information 
about culture

British culture

English 
Literature

Listening

Teaching 
Method

, not applicable

Reading , but not enough

Pronunciation , not applicable

Table 5.1 Students’ ratings of current textbooks in the focus groups 
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The data in table 5.1 shows that students were happy with the quality of the 

Western materials in the six subjects in terms of language use, grammatical 

issues and information about culture. Although they realised that nearly all the 

material in these six subjects did not support communicative activities, they did 

not consider this a problem because their lecturers had solutions to get around 

this. However, data in the observations showed that lecturers and students 

faced more problems than they realised. 

5.2 Problems with textbooks 

The data in the surveys indicated that the participants believed the only 

weakness of the textbooks being used at the college was that they did not 

support communicative teaching. Yet participants still believed that the 

textbooks were useful for the teaching and learning of English at the college. 

However, from my observations of classes and my interviews with lecturers, I 

determined that the lack of support for communicative teaching was in fact a 

major obstacle. In addition, the commitment to Western books in learning and 

teaching English in a rural context resulted in the additional issue of not having 

access to updated textbooks that provide accurate information for students. 

5.2.1 Not supporting communicative activities 

As indicated above, participants were pleased with the Western materials in 

general because they believed the materials would be useful for learning 

language and culture. The only weakness perceived in the materials was that 

almost none of the books contained communicative activities, except for a few 

books for teaching skills.  

At first, this problem seems to be minor compared with the advantages that 

the participants believed the books offered. However, this problem in fact turns 

out to be a major concern for the use of textbooks in the program at Ka Diep 

because of the curriculum structure. As reported in chapter one, of the 15 

subjects that needed to be conducted in English, only four related to teaching 
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English skills. The remaining 11 subjects which needed to be taught in English 

provided content knowledge of English such as English Literature, British 

Culture, Teaching Methodology, Pronunciation, Semantics and Grammar. 

However, the participants’ responses in the focus groups implied that the 

materials in the 11 content knowledge subjects did not contain communicative 

activities, and even some of teaching skills books did not have enough activities. 

This result was confirmed when students in the focus groups said that the 

materials in five of the six subjects that I observed in this study did not support 

communicative language teaching. 

This lack of support for communicative teaching also emerged as an issue in 

the surveys. Participants were surveyed about the frequency of teaching 

methods used in the classrooms. Participants were asked to rate on a five Likert 

scale from 1 (never) to 5 (often) a list of common teaching methods such as a 

traditional teaching method, communicative teaching method, task-based 

teaching method and combined teaching method (between traditional and other 

methods). Nearly all the lecturers indicated that they often used communicative 

language teaching in the classroom. In the space allowed for explanations, the 

majority of lecturers said they chose to apply communicative language teaching 

for three reasons:  

1. The core feature of communicative language teaching is using L2 in 

the classroom.  

2. Communicative language teaching is the most effective for students 

because it can help students have good communication. 

3. The national policy is promoting teaching with a focus on speaking.  

Only one lecturer thought s/he often used task-based language teaching. 

Similarly, 86 per cent of students reported that their lecturers often used 

communicative language teaching, and the minority of them believed their 
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lecturers sometimes used a combination of traditional and communicative 

teaching method. 

The study therefore found conflicting results about the materials (which 

participants agreed did not support communicative activities) and the frequent 

use of communicative language teaching in the classroom. This anomaly 

suggests that the lecturers must have been doing something else in their 

classrooms besides using the textbooks. The puzzle was solved when, through 

my classroom observations and in interviews, I found that communicative 

activities were all achieved through supplementary materials related to the 

theme in the textbooks. This finding was affirmed in lecturers’ comments that 

gave insight into their decisions about the adaptation of both texts and method. 

In the following comments lecturers explained why they had to bring videos, 

pictures and PowerPoint presentations into their classes: 

‘In my subject, the textbooks have lots of difficult topics like the 

monarchy, British laws … Each lesson has nearly six pages of long 

texts to complete in 50 minutes … Using video clips helped to shorten 

the content of texts, make them visual for talking about, and saved 

time for speaking activities.’ (IL.BC.012)  

‘This subject is very difficult even for me because all the stories are set 

in ancient times with very complex vocabulary … Watching videos or 

films helped to make lessons less dry and easier to understand, and 

motivated students to talk.’ (IL.EL.03)  

‘In Phonetics classes, the content in the textbook is all about how a 

sound is structured, there’s no chance for communication … Using 

pictures is very helpful to create more talking in classes … PowerPoint 

is also very useful in organising language games to support speaking 

activities.’ (IL.PN.011)  
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The data above show that the lecturers were committed to using communicative 

language teaching to help students learn English effectively (and attain good 

communication skills), but the materials did not support their teaching goals, 

resulting in the need for lecturers to draw on supplementary materials. Their 

adaptations were designed to create opportunities in the classroom for students 

to make meaningful use of their English. The resource elements of these 

adaptive processes will be explored in detail in the following sections. The 

sequencing framework into which they fit will be explored in detail in the 

following chapter. The outcomes of these adaptations led to great success in 

students’ production of language, as will be presented in chapter six. 

On examining the texts more closely, it becomes apparent how important 

the lecturers’ decisions were to deploy the supplementary materials. As noted 

above, four of the six subjects observed in this study centred around content 

knowledge. In these subjects, the texts were always lengthy, which made it 

difficult for students to cover the material in a 50-minute class. Figures 5.1 to 5.6 

are examples provided by the lecturers in two of the subjects: British Culture 

and English Literature. 
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Figure 5.1 The introductory page of the textbook 

The introductory page on the subject British Culture shows that the text for a 

lesson usually involves five pages, whereas the text in a book for teaching skills 

involves just one page. One of the two lessons I observed in this subject was 

about ‘The Monarchy’. Figures 5.2 to 5.6 show the extent of the text that the 

lecturer and students had to be cover in a 50-minute class. 
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Figure 5.2 Page one of the lesson on ‘The Monarchy’ 
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Figure 5.3 Page two of the lesson on ‘The Monarchy’ 
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Figure 5.4 Page three of the lesson on ‘The Monarchy’ 
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Figure 5.5 Page four of the lesson on ‘The Monarchy’ 
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Figure 5.6 Page five of the lesson on ‘The Monarchy’ 

From figures 5.2 to 5.6, it could be seen that the lesson about ‘The Monarchy’ 

covered various wide topics including the introduction to the monarchy, its 

history, the role of the monarch as well as the author’s discussions and views 
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about the monarchy. Similar to the British Culture materials, the materials on 

English Literature were even worse because they were not only long but were 

also only texts, with no images to attract students. Figures 5.7 to 5.10 below are 

taken from the content on ‘The Monk’, one of two lessons I observed in this 

subject. 

 

Figure 5.7 Page one of the lesson on ‘The Monk’ 
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Figure 5.8 Page two of the lesson on ‘The Monk’ 
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Figure 5.9 Page three of the lesson on ‘The Monk’ 
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Figure 5.10 Page four of the lesson on ‘The Monk’ 
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From all of the data above, it can be seen that the materials being used at Ka 

Diep College raised a serious problem for the lecturers if they were to achieve 

their teaching goals. The lecturers’ decision to incorporate supplementary 

materials, along with the mostly implicit ways in which those materials were 

structured, played a significant role in student learning. It was in the use of 

these additional materials that lecturers incorporated adaptations to ensure that 

students would have meaningful communicative activities. These activities will 

be presented in detail in chapters six and seven. 

5.2.2 Access to updated textbooks 

As noted in chapter three, the site of this study was located in a rural area, 60 

kilometres away from the nearest major city. The main means of transportation 

in this area are motorcycles, coaches and buses. Having the access to general 

Western textbooks which are sold only in big cities is therefore a problem. The 

problem was made worse when all the English lecturers in this teacher training 

program needed textbooks for teaching specific content knowledge, not just 

general textbooks to teach English skills. A further finding from the classroom 

observations was students’ use of very old editions of photocopied books. In the 

six subjects observed, all of the materials dated from 2001 to 2003. Figure 5.11 is 

an example of a student’s photocopied book. 
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Figure 5.11 A sample of the students’ photocopied textbook 

In the follow-up interviews, one of the lecturers explained the issue: 

‘Anyone who is an English teacher wants to approach the most 

updated materials from foreign countries, especially when we teach 

English language teacher program, but the only two book stores here 

don’t sell books we need for English major students. These book stores 

just have books for general programs such as Lifelines and New 

Headways, which we recommend students to use as reference books 

for further reading at home. But those books are copyrighted ones, so 

the price is too expensive. A full set of books which has a student book 

and work book usually costs more than 500,00 VND, nearly a full 

month’s expenses for a student, so students never buy books. Thus, 

teachers here always use free pdf-books. That’s why our materials are 
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very out of date, because only such old books have free pdf versions 

for downloading.’ (IL.RC.29) 

Another lecturer added more information about the use of photocopied books: 

‘Every year, the college Board of Leaders usually requests all 

departments to send them lists of wanted books for them to approve 

and buy. However, the English Department has never got any books 

because most of the books we want for English major students for very 

specific content subjects are from foreign countries. Those books aren’t 

sold in Vietnamese book stores, even in big ones in Ho Chi Minh city. 

The books have to be ordered online, but according to government 

regulation, when we buy anything for an institution, we have to 

submit the red tax invoice document … We can’t get such document 

from online foreign sellers. Some books we want for teaching skills are 

available in big city book stores, but the price is high whereas the 

budget for buying books is very tight, so teachers have to find 

materials themselves for teaching during many years.’ (IL.LS.12) 

The data indicate that due to the belief in the usefulness of Western materials, 

lecturers are attached to such textbooks. However, they face difficulty affording 

the original and updated textbooks due to the rural location and tight budget 

constraints. Therefore, lecturers provided a temporary solution by using old 

versions of books which could be downloaded free online. However, this raises 

the issue of the accuracy of information in the textbooks. For example, in the 

British Culture class, students used a textbook published in 2003 which 

contained the following information:  

‘There are three main ways in which people look for work in Britain: 

through newspapers … through local job centres … and through 

privately-run non-government agencies.’ (Unit 15, Britain, The 

economy and everyday life, page 142)  
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This extract describes the ways in which British people found jobs nearly 15 

years ago. Given the rapid development of technology, the contemporary 

situation is very different, and most peoplel find jobs through the internet. 

However, as lecturers and students believe that information about culture in 

Western textbooks is accurate, they are likely to have an inaccurate view of job-

seeking in contemporary British culture.  

5.3 Supplementary materials for communicative activities 

As explained above, the major problem with the textbooks was that they were 

not useful in meeting the communicative aims of the lecturers. The texts did not 

give students opportunities to talk. In classroom observations, I found that to 

compensate for the problem, the lecturers had decided to incorporate 

supplementary materials relating to the theme of each lesson. The topics or key 

ideas in the main texts became the guiding themes for communicative activities 

explored in the supplementary materials. Within a scaffolding and sequencing 

framework (to be examined in the next chapter), lecturers were found to be 

implementing a combination of video clips, pictures, and PowerPoint 

presentations with the aim of creating opportunities for the students to interact 

meaningfully in English. In particular, video clips were used frequently in task 

sequencing to develop free discussions. Pictures were used to elicit meanings 

and promote conversations. PowerPoint slides were used to contain visuals and 

to present language games to make the lessons more attractive and to motivate 

students to speak. 

5.3.1 Video clips for task sequencing and free discussions 

Video clips have been widely used in the In EFL classroom since the 1980s. 

They are available in various genre such as documentaries, TV programs, films, 

or teacher-made (Berk, 2009). Videos have the potential to bring rich 

information to the classroom. During the observations for this study I noted a 

significant use of videos in the classrooms. Ten videos were used in seven of the 
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12 classes. Videos were integrated as supplementary materials (McGarr, 2009). 

The majority of videos were edited by the lecturers. In the interviews, all the 

lecturers revealed that they first selected relevant videos on You Tube. They 

then edited the videos to fit the lessons by reducing the length or inserting 

captions. A minority of videos were created by lecturers using Movie Player. 

Overall, the analysis of the observational data showed the use of videos for 

creating task sequencing and free discussions. 

With the aims of shortening the written texts and creating opportunities for 

students to speak, a few lecturers used video clips to create task sequences. Five 

of the ten videos in this study were used in this way. For example:  

The lecturer played a video clip about the Royal family: names, 

relationships, roles … Students took notes while watching … Work in 

pairs to compare notes … Filling in word sheets … Working in groups 

to share. (CO.BC.01)  

The class watched a video clip about Shakespeare’s life with captions 

… Students shared what they had noted. (CO.EL.01) 

The lecturer played a one-minute film trailer that showed some key 

details in the plot of the story … Students shared in pairs what the 

story was about. (CO.EL.02)  

Figure 5.12 shows a still from a video used in a lesson about the Royal Family. 

Figures 5.13 and 5.14 show activities related to the video. 
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Figure 5.12 A one-minute video about the Royal Family 

 

Figure 5.13 Questions after watching the video clip 

 

Figure 5.14 Gap filling based on the video clip 
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Lecturers thus used the videos to overcome long texts and create opportunities 

for students to speak by setting up a series of tasks: watching the clips for brief 

information, taking notes/ filling in sheets, sharing notes in pairs/groups. The 

use of videos in this case was effective in student learning in both saving time 

and enhancing comprehension and communication (This will be analysed in 

more detail in the next chapter). As the text was too long for students to read 

and remember in detail, the video provided a short summary to help them 

memorise only important details. As the text was difficult, the video offered 

visuals to help students follow the flow of the details easily. In addition, by 

following up with activities such as taking notes, sharing notes, and filling the 

sheets, using videos to provide a brief content lesson can create opportunities 

for students to speak as well as increasing students’ recall of the lesson.  

The videos also created opportunities for student discussion. One video in 

this study was used for this purpose. The lesson was about food. After 

completing content and activities related to the text in the textbook, the lecturer 

played a piece of news on television about how dirty food was manufactured to 

enrich and expand the content of the lesson. 

The lecturer played a video clip (a piece of news on TV) taken from a 

hidden camera, about some kinds of food which were produced in 

dirty conditions, and from ruined ingredients … Students discussed in 

groups why people did such business, how harmful it was, and how to 

solve the problem. (CO.RS.07)  

Figures 5.15 and 5.16 show how the video on food was followed by a discussion 

question.  
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Figure 5.15 A video clip of dirty food being produced 

By using the clip, a piece of news on TV, expanding the topic to the production 

of unsafe food, the lecturer gave the students an opportunity for open 

discussion. Students developed the speaking topics from types of fast food 

around the world to another side of this industry, safety and hygiene in food 

production. In this expanded topic, students shared their perspectives about 

why this situation occurs, what harm it causes and how it can be solved. 

Furthermore, through this TV news, students were able to learn more 

vocabulary and listen to different types of language: narrative from the 

concealed journalist and spoken language when he interviewed people in the 

news. This was an excellent example of using authentic materials to introduce 

students to how language is really used. However, introducing authentic 

materials for students was not the target of the lecturer in this case, except that 

it provided the opportunity for a free discussion.  

5.3.2 Pictures for eliciting and raising discussions 

The role of pictures in language classrooms has been demonstrated by many 

researchers (Erfani, 2012; Schroeder et al, 2011; Mayer, 2010). These researchers 

have reported on the importance of using pictures with textbooks because 
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images can facilitate student learning. Canning-Wilson (1999) also stated that by 

using pictures, teachers could help students to predict and infer meanings and 

bring the outside world into the classroom. Canning-Wilson also believed that 

using pictures in the classroom could make the situation of language use more 

real. Using pictures in the classroom has therefore been promoted as an 

important technique to enhance student learning. At Ka Diep College, to help 

students have opportunities to speak, pictures were used to elicit and promote 

discussions. In the interviews, lecturers indicated that most of the pictures they 

used were from Google. Only a few were taken from newspapers. Of the 12 

classes observed, seven had pictures integrated into the lessons.  

One use of pictures was as a bridge to new lessons. Lecturers in many of the 

classes used pictures to elicit students to identify the new content. For example: 

Extract 5.2 Reading classes 

Lecturer: Now, look at this picture. What can you see in this picture, 

class? 

Whole class: A big boy … Sofa … TV… Snacks. 

Lecturer: Good. How’s the boy? 

Class: Fat. 

Lecturer: Okay, very big, huh? Why is he big like this do you think? 

Student: Eating junk food and watching TV together. 

Lecturer: Yes, may be. So do you think he’s having a healthy life? 

Class: No. 

Lecturer: Okay, we’ll have the answer in the new lesson today, Health 

and Food. 

The data show that the lecturer in Extract 2 used a picture as a bridge to 

introduce a new lesson. All the details in her questions from ‘big boy, junk food, 
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TV, sofa’ build up an image of the boy’s unhealthy lifestyle to link to the topic 

‘Health and Food’. Example 4.3 shows how the lecturer encouraged the 

students to learn vocabulary through pictures. 

Extract 5.3 Listening classes 

Lecturer: Look at this picture, class. What can you see here? 

Students: A man … he carries something … 

Lecturer: Yes. He’s holding an inhaler, to make him breathe. Look at 

his face. How does he feel? 

Students: Very uncomfortable … Painful… 

Lecturer: That’s right. This man is having asthma, asthma. This 

sickness makes it difficult for him to breathe, like this (pretending to 

have difficulty breathing), so he takes an inhaler to breathe. You know 

what it means? 

Students:  … 

Lecturer: Exactly. Very good. Write it down … Okay, repeat: asthma 

… asthma … 

With the support of a picture, the lecturer in extract 5.3 is able to explain a 

difficult word to students by using English. More importantly, with the use a 

picture, she is able to help students learn vocabulary in context: the symptoms 

of sickness, how patients feel, the causes of and remedies for sickness. All the 

details are shown in the picture. Learning vocabulary in context is meaningful 

for students at Ka Diep College because it helps students memorise the words 

and retain them for a long time. This use of pictures becomes even more 

important when textbooks contain too many difficult words and when students 

cannot remember all the new words in the lessons (Sokmen,1997). Presenting 

vocabulary in pictures with clear contexts helps students learn vocabulary more 

effectively.  
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The finding that using pictures to help students learn vocabulary is 

supported by several other studies in the field (Carpenter & Olson, 2012; 

Canning-Wilson, 1999). Using pictures to help students learn vocabulary is 

important for students at Ka Diep College in the process of moving to effective 

communication because vocabulary contains all the necessary expressive and 

receptive words (Neuman & Dwyer, 2009). Therefore, when students have a 

way to learn vocabulary effectively, supported by the lecturers’ other strategies, 

they interact more in the classroom. This dimension will be explained further in 

chapter five, in the discussion of scaffolding strategies. 

The last use of pictures in this study was to stimulate discussion in the 

classroom. My observation notes show that the lecturer used a picture taken 

from a Vietnamese newspaper and projected on the screen: 

On the screen, there was a picture of hundreds of vehicles on a street 

in HCM city. People in the picture were all wearing masks, sun glasses 

and jackets … The lecturer divided the class into four groups and 

asked them to discuss what problems they found from the picture … 

after 2 minutes, she invited each group to speak in a minute … Group 

1 talked about life in a big city, group 2 talked about traffics in 

Vietnam, group 3 and 4 shared the same talks about air pollution. 

(CO.LS09) 

The data showed that students had three different discussions about one 

picture, but the lesson on that day was actually about air pollution. However, 

the lecturer said: 

‘That’s okay because I just want them to talk freely what they had in 

their minds after looking at the picture … That’s just like a brainstorm 

to start a new lesson … It’s quite interesting to have three different 

topics, but you see, all of those three finally share something common: 

air pollution … So make sure you choose a right picture.’(IL.LS05) 
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In this case, the picture again helps the class to communicate with one another 

although it functions as a bridge to the lesson. Students did not look at the 

picture simply for interest or to answer yes – no questions, but in order to 

explore the meanings in the pictures. That is the reason why a single picture 

was able to be used to broach three topics: life in big cities, traffic and air 

pollution. In addition, details in the picture such as hundreds of vehicles on a 

street, people wearing masks and jackets made the situation more real 

(Canning-Wilson, 1999), leading students to creatively explore the pictures.  

5.3.3 PowerPoint for showing pictures and organising language games 

The final method the lecturers applied to overcome the negative aspects of 

textbooks was to use PowerPoint presentations to facilitate students’ discussion, 

particularly by showing pictures and organising language games. In this 

project, all of the 12 classes observed involved PowerPoint. All the activities in 

the classes and in the additional materials were embedded in the presentations. 

Lecturers at Ka Diep College used PowerPoint to display key ideas from 

textbooks, create games, display photos and to play video clips or songs in the 

presentations to make the lessons more visual and more communicative for 

students. Figure 5.16 shows a PowerPoint slide used in reviewing an old lesson.  

In figure 5.16, instead of simply raising questions to review lessons, lecturers 

designed the questions as a language game. Questions were numbered in the 

middle of the screen, and the class was divided into two teams to compete 

against one another, using the resources for interaction. 
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Figure 5.16: A PowerPoint slide of a game reviewing old lessons 

All 12 classes used PowerPoint. In the interviews, the lecturers gave the 

following responses when asked why they used it: 

‘I can teach a class a CLT without PowerPoint, but the support of 

PowerPoint makes it easier, especially when I use pictures and insert 

in the slides, students can see the pictures clear and with colours. It 

makes students think and give ideas more accurately than I bring in 

printed black and white pictures.’ (IL.LS.18) 

‘To me, PowerPoint is an effective tool to support the communicative 

activities … I always put key instructions of each activity, countdown 

watch in the slides for students to see while doing activities.’(IL.EL.19) 

The interview responses indicated that the lecturers believed that PowerPoint

was an important tool in implementing communicative language teaching in 

the classroom. This is consistent with the policy of Ka Diep College. Using 

PowerPoint has become the most important element of using technology in 

teaching at this college. Every year, the college holds a competition among all 

the faculties about the use of PowerPoint to promote ICT integration in the 

classroom. The competition also means that excellent examples of PowerPoint 
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lessons are circulated among the staff. The college offers limited availability of 

teaching facilities such as chalkboards, projectors and cassette players. Lecturers 

often brought their personal laptops to the classrooms to present lessons with 

PowerPoint. Indeed, when multimedia was employed within PowerPoint 

presentations with images, sounds and colours, the lecturers found they could 

keep students’ attention during lessons (Schcolnick & Kol, 1999). In the focus 

group interview, one student explained that PowerPoint presentations 

encouraged the students to speak more because: 

‘I feel curious to see what happens next in the slides and how it links 

to the textbooks. It’s very interesting.’(FG.14) 

In sum, in this college, PowerPoint is a symbol that lecturers are using a 

communicative language teaching approach in English subjects. In other 

subjects, PowerPoint implies ‘d y h c tích c c’ (active teaching). In Vietnam, 

active teaching means putting students at the centre of the activities. In Ka Diep 

College, active teaching was interpreted as needing to be conducted through 

technology, and the technology encouraged was PowerPoint. For example, in 

the interviews, lecturers revealed that all the teaching staff at the college were 

required to attend training every year in using PowerPoint to teach effectively 

in the classroom. This was interpreted as meaning using PowerPoint in a way 

that encouraged student engagement, not simply creating and showing slides 

from which students had to take notes. Lecturers also mentioned the annual 

teaching competition in PowerPoint. The use of PowerPoint at this college is 

therefore an additional means through which the lecturers tried to compensate 

for the limitations of textbooks and to support their students’ communication. 

The adaptations presented in this chapter demonstrate that the lecturers at 

Ka Diep College were not textbook bound. They only used the topic or main 

ideas in the texts as guiding themes which they explored further in 

supplementary materials. This finding is significantly different from previous 



Chapter five ~ Teaching materials 

 183 

reports which have claimed that the majority of Vietnamese teachers are 

textbook-bound due to the constraints of time and class sizes (Bao, 2014; 

Nguyen, 2014; Nguyen, 2015). In the college studied for this research, the 

lecturers not only followed the compulsory content of the textbooks, but also 

created meaningful environments within which students could communicate. 

The following example was observed in a Pronunciation class, where 

opportunities for communication appeared limited because the students had to 

concentrate on learning the features of individual sounds. However, with the 

use of supplementary materials, the lecturer created space for the students to 

communicate with one another: 

‘  and / :/ … After the exercises, 

the lecturer let the class play a game ‘Guess the word’. She said: 

Lecturer: Now, I have a secret list of words on my laptop. I’d like to 

invite one of you to come here, look at each word on the list, and try to 

express it for your friends to guess what the word is, but you can’t 

speak out the word on the list. Do you understand class? 

Whole class: Yes, teacher. 

Lecturer: Good, who volunteers to come here? 

(Many hands raised)  

A girl volunteered to go up to the front of the class to explain the words. She 

started: 

Student 1: This is a …? … clothes… (she pointed at her shoulder) 

Male student: Blouse? 

Student 1: No, no … not correct. 

Whole class: Shirt, shirt?  

Student 1: Yes, shirt. Next word, football … 
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The lecturer interrupted: No, no, you can’t say football, choose another 

word. 

Student 1: Soccer, we use it to play soccer. 

Student at the back of the class: Louder please  

Student 1: (louder) Soccer, we use it to play soccer  

Whole class: A ball 

Student 1: Yes, a ball. Next, (she paused to think for a while, smiled, 

and pointed at something at the back of the class and said) … the back 

… what is at the back? 

Class: Table? 

Student 1: (laughing) No, no … 

(The class seemed not to understand. One boy stood up to answer): 

Student 2: A /w / , /w / (wall) 

(The lecturer interrupted and asked the boy): Sorry, can you say it 

again please? 

Student 2: (looking confused) A /w /… 

Lecturer: A /w / or a /w l/? 

(Student 2 seemed to be more confused) 

Lecturer: How do you spell that word? 

Student 2: W –A- L- L 

Lecturer: That’s good. Your answer is correct, but you have to 

pronounce it /w l /, not /w /, okay? 

Student 2: Yes, teacher. 

Lecturer turned to student 1: Okay, continue. 

Student 1: When we learn a new lesson … we learn … ? 
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Class: Knowledge? 

Student 1: No 

Class: Structure? 

Student 1: No, very very small, smallest unit. 

Student 2 / (Word)? 

Student 1: Yes, that’s right. 

Lecturer: Ending sound, please! 

Student 2: d/ 

Student 1: In the past, we have …? In history … for example, in 1945? 

Class: War? 

Student 1: Yes, correct. That’s all. 

(The lecturer returned to her desk and revealed the list of pictures on 

the projector through PPT slides for the whole class to see.) 

 

Figure 5.17 The lecturer introducing the guessing game 
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Figure 5.18 The lecturer using a student’s photocopied textbook to cover the 
projector before student 1 started to host the game 

 

Figure 5.19 Student 1 pointing at the back of the class when describing the word 
‘wall’ 



Chapter five ~ Teaching materials 

 187 

 

Figure 5.20 The lecturer stood in front of student 1 to correct the pronunciation  

 

Figure 5.21 The lecturer showed a picture with each word on a slide for the 
whole class to see  

From the data of the Pronunciation class above, it can be seen that the lecturer 

organised the language game based on the theme of the lesson, which was the 

sounds / :/ and / :/. With the use of pictures and PowerPoint, she created an 

opportunity for students to communicate together. The data demonstrated that 

students were communicating at the same time as they were focusing on 

pronunciation. The focus on pronunciation was achieved by students asking 
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friends about the word list. The lecturer corrected the students’ pronunciation. 

The use of topics in the textbooks as guiding themes which were then 

developed through supplementary materials was the core principle in the 

lecturers’ adaptations observed in this study. Further results presented in 

chapter six report on the students’ production of language. 

5.4 Summary 

In conclusion, this chapter has presented two key findings: textbook selection 

and its associated problems, and the ways in which the lecturers overcame the 

limitations of the textbooks. The Vietnamese government’s strong support for 

the mainstream publishers has led to their domination and has strongly affected 

the use of teaching material at Ka Diep College. However, the lecturers showed 

creativity in coping with the situation by using video clips, pictures, and 

PowerPoint presentations to compensate for the problems. Although the rural 

context limited resource availability, the lecturers created opportunities for 

students to communicate meaningfully and to notice of aspects of the target 

language, while also maintaining the students’ interests in learning. With these 

adaptations, the lecturers managed to avoid being completely textbook-bound. 

Given the lecturers’ adaptations, questions arise about how these creative 

spaces happened and what students’ talk looked like. To answer these questions 

fully, a further investigation needs to be done. In this study I found that the 

supplementary material would become meaningless if lecturers had not 

structured it in implicit scaffolding and sequencing. While the use of scaffolding 

assisted students to achieve the tasks, the sequencing of questions and tasks was 

designed to increase the challenges for students, pushing students to develop 

the quality of the language produced. These strategies, presented in detail in 

chapter six, were found to have significant success in supporting students to 

produce language in terms of quantity and quality. 



 

Chapter six 

 
Scaffolding and sequencing 

 

Chapter five showed the strong bias in teaching material selection towards 

Western imported textbooks, a bias that is strongly affected by national policy. 

Despite this, as demonstrated by examples in chapter five, lecturers at Ka Diep 

Teacher Training College created their own approaches through the use of 

video clips, pictures and PowerPoint to creative meaningful opportunities for 

students to communicate. In addition, observational data of the lessons pointed 

to lesson structures that strongly featured scaffolding and sequencing. In this 

study, scaffolding and sequencing are important to students for three reasons. 

First, these strategies overcome the problems of textbooks. Second, they help 

lecturers build language knowledge and skills step by step for students from a 

diversity of language backgrounds. In the case of Ka Diep College, students’ 

backgrounds included Kinh (Vietnamese), Khmer (Cambodian) and Hoa 

(Chinese). Finally, scaffolding and sequencing allow teachers to maximise the 

opportunities for students to practise speaking English in the classroom. For 

students in the rural context of Ka Diep College, the classroom was the main 

language environment they experienced. Therefore, in this chapter, I present a 

close examination of the scaffolding and sequencing processes devised by the 

lecturers to create opportunities for students to make meaningful use of their 

language.  

Overall, the analysis of data in this chapter draws on approaches to 

scaffolding (Hammond & Gibbon, 2005); task sequencing (Robinson, 2007), 

communicative language teaching (Richards & Rodgers, 2015) and types of 
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questions (Sanders, 1966). A summary of the key concepts used is presented in 

figure 6.1 below. 

 

Figure 6.1 Strategies to overcome limitations of Westernized textbooks 

As seen in the chart above, in this study scaffolding is seen as the central 

mediation tool in the process of creating students’ interactions and language 

productions in the classrooms. As others have argued (e.g. Kaydi, 2013), 

scaffolding is crucial in EFL classrooms because in the negotiation of meaning, 

linguistic assistance is recognised as playing a critical role in terms of both first 

and second language development. The remainder of this chapter presents data 

of scaffolding and its related focuses including the lecturers’ language and 

sequencing. The significant outcomes of scaffolding on students’ interactions 

and production of language are presented in the chapter six.  

Findings to be reviewed in this chapter show that the six lecturers in this 

project employed different instructional scaffolding strategies in the 12 classes 

observed to assist students’ learning in the classroom. It will also be shown 

through the follow-up interviews and data that the majority of scaffolding 

strategies derived from tacit rather than explicit knowledge (Eraut, 2000; Rebel, 
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1989). Later in the chapter, data collected from observations and transcriptions 

will explore the sequencing of tasks and the use of questions employed while 

lecturers were scaffolding. I will demonstrate that the lecturers consciously 

arranged sequenced tasks and used sequenced questions to increase the 

cognitive challenges in the tasks and encourage the students’ language 

production. However, the data did not show that the lecturers could relate the 

terms of scaffolding and sequencing to what they were doing. Instead, the 

interview data revealed that they just did what they felt necessary to do to assist 

their students. 

6.2 Scaffolding 

As noted in the framework in chapter two, six types of instructional scaffolding 

have been proposed. Three of these were identified in the observational data for 

this project: bridging, schema building, and modelling. The significance of 

schema building was to make students talk while lecturers elicited new 

concepts instead of just listening to the lecturers and taking notes. With 

bridging scaffolding, lecturers activate students’ prior knowledge through 

interactions or attracting students’ attention and interest before moving to the 

next parts. By using modelling scaffolding, lecturers helped students to have 

opportunities to communicate with the whole class as well as to act as lecturers, 

given that the program is intended for language teacher education.  

6.2.1 Bridging (Explicit) 

The use of bridging scaffolding as a strategy was significant as a way to avoid 

students’ passively listening to lecturers’ explanations of new concepts. Instead, 

through the lecturers’ talk, the students were able to engage in conversations by 

using English to link their knowledge to the new concepts. The analysis of the 

observational data showed that bridging was found in seven of the 12 observed 

classes. All this scaffolding was achieved through the use of pictures and video 

clips that drew on students’ general knowledge and prepared them for a novel 
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topic that students had not previously encountered. The following four 

examples demonstrate this bridging scaffolding. 

Example 6.1: Bridging scaffolding 

The first example occurred in a Pronunciation class. The main content of the 

lesson was the features of the vowel sounds / :/and / :/and how to produce 

them. In order to encourage students to use their L2, to lead into the new 

lesson the lecturer used a combination pictures and video clips. The 

following data were from the language transcriptions and notes in the 

observations. 

The lecturer showed a photo of a parrot on the screen, and elicited 

students: 

Lecturer: Look at this photo class, what is this? 

(Some students said in chorus): Parrot, teacher. 

Lecturer: Yes, it looks like a parrot, but ‘parrot’ isn’t the word I’m 

looking for. Can you think of another word? 

Class: A bird, teacher. 

Lecturer: Yes, exactly. That’s good. 

The lecturer agreed with the students’ answer and then displayed on 

the screen the phonemic transcription of ‘bird’ / d/. (See figure 6.2.) 

Then, she showed a photo of a horse on the screen, and continued to 

converse with the students: 

Lecturer: How about this class? What is it? 

Class: It’s a horse. 

Lecturer: Yes, a horse. That’s right. 

The lecturer again showed the phonemic transcription of ‘horse’ on the 

screen, /h s/. She continued to speak to students: 
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Lecturer: Okay, in those two words, bird and horse, can you recognise 

any vowel sounds there? 

Class: Yes, teacher. 

Lecturer: Who can tell me what the vowel sounds are in these two 

words? Tram, please. 

Tram: Teacher, / :/and / :/. 

Lecturer: Is it correct, class? 

Class: Yes. (CO.PC.Extract1) 

Following this interaction, the lecturer then showed the title of the lesson ‘vowel 

sounds’ on the screen to introduce the main content of the lesson. To allow 

students to hear the exact pronunciation of each vowel sound, the lecturer 

asked students to watch a clip, listen and repeat the sounds. In the clip, there 

were two small screens of a woman who pronounced the sound which could be 

seen from two positions of her face: opposite and one side. See figure 6.3. 

Students watched her mouth to observe the facial movement, the tongue 

position of the sound, and repeated the sounds after her. The lecturer then 

showed explanations of sound features on the screen.  

From these examples, it can be seen that the lecturer bridged the lesson for 

students by activating what students already knew. She began by using two 

pictures to elicit students’ recognition of the words in the pictures. After that, 

she showed the phonemic transcriptions on the screen and requested students to 

identify the vowel sounds. She then used a video clip of how those two vowel 

sounds were produced to observe and repeat the sounds to feel the mechanism 

of those sounds. Finally, she showed the wordings of the main content, 

explanations of sound features, on the screen. 
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Figure 6.2 Vowel sounds were first introduced through pictures 

 

Figure 6.3 How those sounds were produced was shown  

Students were led to the main content gradually through various steps: looking 

at the pictures, identifying the words representing those pictures, observing the 

phonemic transcriptions, pointing out the target sounds in the lesson, watching 

the video clip to observe how the sound were produced, repeating the sounds, 

and seeing the full explanations of sound features on the screen. The most 

important aspect of this process was that it was achieved through interactions 

in English between the lecturer and students, not just by looking at the slide of 

sound features and note down. 
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Example 6.2: Bridging scaffolding 

The second example was taken in the British Culture class on the topic of 

‘The Monarchy’. To prepare students to access a long text about the roles of 

the members of the Royal family, the lecturer started the topic with a 

picture of the little Prince, George. 

The lecturer showed a picture of a little boy on the screen (see figure 

6.4). 

Lecturer: Now, I have a picture of a little boy. Can you recognise him? 

Class: Yes, a baby… 

Lecturer: (laughs loudly) Yes, a little boy, but anything special about 

him? Anyone? 

Class: Handsome … Cute … 

Lecturer: Okay, handsome, cute, what else? He’s very famous in the 

UK … 

Class: Ah…he’s a prince … a prince …  

Lecturer: Yes, what’s his name? 

Class: George 

Lecturer: Who’s his mother? 

Class: Kate 

Lecturer: Yes, very good. Kate and George are some of the members of 

the British Royal family. Now I’d like you to watch the video clip, take 

notes of who else are members of the royal family, their relationships, 

roles, then exchange information with the person next to you. 

Understand? (CO.BC.Extract 2) 
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Figure 6.4 The picture of the little prince was used to link to the topic 

As noted in chapter five in discussing the material in this lesson about the 

British royal family, the textbook content was five pages long in a small font. Its 

content was also difficult, as the lecturer explained in an interview. Therefore, 

to reduce the gap between the text and the students’ understanding, the data 

above show the strategy the lecturer used to prepare students for a new and 

difficult topic. She knew that students at Ka Diep college usually read 

newspapers and were therefore familiar with news about Kate’s wedding and 

her son, George, as such information was often reported in Vietnamese daily 

newspapers. Therefore, the lecturer chose to begin the lesson with the picture of 

the little boy to activate the students’ general knowledge with familiar 

information about the Royal Family before guiding them to the more detailed 

political information in the texts. By engaging the students in a conversation, 

the lecturer gradually signalled to the students that they were going to explore 

in more detail the royal family in terms of their roles in the government rather 

than just their names and positions. This was helpful in giving students 

opportunities to interact, but it also helped give them an overview of what they 

were going to cover in the lesson. 
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Example 6.3: Bridging scaffolding 

The third example was partially presented in chapter four’s discussion of 

using pictures to express new vocabulary that related to unfamiliar 

concepts. The following example was recorded in a Listening class when 

the lecturer used pictures to build a schema for students since the lesson 

dealt with different types of diseases.  

The lecturer used a few pictures to express vocabulary … She 

reviewed some words that students had studied by showing three 

pictures, one by one, and asked students to tell her the words: ’flu’, 

‘bad breath’, ‘back pain’. For the new words asthma, autism and 

allergy, she showed pictures while eliciting: 

Lecturer: Look at this picture class. What can you see here? 

Class: A man … he is carrying something. 

Lecturer: Yes. He’s holding an inhaler, to help him breathe. Look at his 

face. How does he feel? 

Class: Very uncomfortable … Painful … 

Lecturer: That’s right. This man is having asthma, asthma. This 

sickness makes him feel difficult to breath, like this (pretending having 

difficulty in breathing), so he takes an inhaler to breath. You know 

what it means? 

Class: . 

Lecturer: Exactly. Very good. Write it down. Okay, repeat: asthma … 

asthma. 

Lecturer: Now the next picture. Tell me what you see. 

Class: A child in a dark room … many children playing out of the 

window. 
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Lecturer: Right. This little boy stays in his room, a dark room, looking 

at other boys playing football from his window. He doesn’t want to 

meet people, doesn’t want to talk to people, wants to be alone, wants 

to avoid light … He’s having autism, autism …What does autism 

mean class? 

The monitor: . 

Lecturer: Well done, monitor. Write down the meaning class. Now 

repeat after me, autism … autism. 

Lecturer: Okay, the last picture. What can you see? 

Class: A woman looks at herself in the mirror … her face and hands 

appear something. 

Lecturer: Yes, her face and hands have many spots. Look at her face, 

how does she feel? 

Class: Shocked … scared. 

Lecturer: Yes, she may be shocked or very uncomfortable, right? Look 

at the thought bubble here, what is she thinking? 

Class: She remembers what she eats … beef, seafood. 

Lecturer: Yes, she thinks the food she had like beef and seafood makes 

her body getting many spots. She’s having allergy, allergy. So allergy 

is …? 

Class:  

Lecturer: Very good, clear and easy for you right? Okay, repeat, 

allergy ... allergy. (CO.LC.Extract.03) 

The data above show that the lecturer used pictures to scaffold students with 

new concepts of different diseases. She made the students engage in 

conversation instead of passively listening to her by eliciting the content, 

expressing the situations, and checking students’ guesses about meanings. She 
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scaffolded students by introducing words in clear contexts: symptoms of 

sickness, patients’ feelings, the causes and remedies for sickness. This 

scaffolding is closely connected to sequencing given the way the lecturer 

ordered the ideas she elicited. A combination of schema building and idea 

sequencing led to students’ success in talking about the pictures and helped 

them guess accurately. With the details the lecturer provided, students were 

able to link to information they might have read in Vietnamese. The result was 

that students guessed correctly in Vietnamese. 

From the three examples above, it can be seen that the bridging scaffolding 

that these lecturers gave to students were explicit. In example 6.1, the lecturer 

explicitly showed the phonemic transcriptions for students to identify the 

vowels which were the theme of the new lesson. In addition, she moved further 

by raising the question: “Who can tell me what vowel sounds are in these two 

sounds?”. Similarly, in example 6.2, the lecturer explicitly said the prompts for 

students to think of the royal family including “famous in the UK, prince, 

George, and Kate”. In example 6.3, the lecturer explicitly bridged the knowledge 

for students with the phrases “inhaler to help him breath”. 

In short, it can be seen that the three concepts in the examples above 

(understanding of the mechanism of vowels, the roles of the royal family, 

uncommon illnesses) were unfamiliar to students in English. However, through 

bridging scaffolding, the lecturers enabled the students to use English to elicit 

their general knowledge and to link it to the new concepts.  

6.2.2 Schema building (Implicit) 

The second type of instructional scaffolding found in observations in this study 

was the building of schema for students to enable them use English to link their 

experiences or reality to new concepts. Unlike the bridging scaffolding, schema 

building is supposed to be implicit. This scaffolding was achieved through 

pictures, discussion questions, video clips and sometimes PowerPoint language 
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games. Pictures to build schema were used in four classes. Example 6.4 was 

observed in a Reading skills class where the lecturer built a schema on the topic 

of ‘Health and Food’. 

Example 6.4: Schema building scaffolding 

In a Reading class, the lecturer showed a picture of a fat boy with 

some snacks watching TV on the sofa. 

Lecturer: Now, look at this picture. What can you see in this picture, 

class? 

Whole class: A big boy…Sofa…TV… Snacks… 

Lecturer: Good. How’s the boy? 

Class: Fat… 

Lecturer: Okay, very big, huh? Why is he big like this do you think? 

Student: Eating junk food and watching TV together… 

Lecturer: Yes, may be. So, do you think he’s having a healthy life? 

Class: No…. 

Lecturer: Okay, we’ll have the answer in the new lesson today, Health 

and Food … (CO.RC.Extract3) 

Example 6.4 shows that the lecturer used a picture to build a schema for 

students, facilitating conversations around the students’ experiences and 

understanding of eating junk food, watching TV, lack of exercise and the causes 

and effects of those habits. Using this scaffolding, the lecturer not only 

encouraged the students’ interest in the topics, but also created opportunities 

for students to interact as well as to link to the new topics.  

In the next step in the lesson in example 6.4, in order to build schema 

between the text and reality such as students’ perspectives on healthy daily 

meals, the lecturer raised the discussion question:  
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Now, in two minutes, speak to the person next to you what type of 

meals in the text is healthy to you. Why and why not? 

(CO.RC.Extract3) 

This question created an opportunity for students to communicate with one 

another by linking what they perceived from the text and sharing their attitudes 

towards it. This type of scaffolding was believed by the students to be the most 

meaningful communication as revealed in the focus groups. All the students 

reported that they loved to share feelings and thoughts about the topics they 

studied.  

Finally, to extend the content of the text and a broader view, the lecturer 

used a video clip for another free discussion. 

The lecturer played a video clip (a piece of news on TV) taken from a 

hidden camera, about some kinds of food which were produced in 

dirty conditions, and from ruined ingredients. (See figure 6.5.) 

Students discussed in groups why people did such business, how 

harmful it was, and how to solve the problem… (CO.RC.04) 

 

Figure 6.5 A video clip shown in the ‘Reading’ class on ‘Health and Food’  
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The clip shows rotten meat for making sausages stored in a dirty basket.  

The video clip used in the lesson showed how some of the food people consume 

every day is actually produced. The video linked the content of the text by 

expanding the topic from daily meals to food production and food safety. The 

clip also raised the concern that people should be careful in choosing food. The 

clip created opportunities for students to communicate with each other to 

reflect their thinking on the issue in English. The use of the video clip showed 

two dimensions of scaffolding: using texts as a tool of mediation and 

scaffolding connecting macro and micro levels. Using the video clip to raise 

concerns about food production and food safety enabled students to recall key 

ideas from the textbook content of this lesson and to compare, contrast and 

reflect on what they saw in the video clip. In other words, the textbook was the 

mediation tool for discussions. In addition, as the key topic of the lesson was 

food, a compulsory lesson in the curriculum, the expansion of ideas in the video 

clips for discussion both served the curriculum as well as expanded students’ 

knowledge to related issues. 

 In short, it can be seen that schema building is implicit rather than 

explicit like the bridging scaffolding above. The lecturer helped students 

brainstorm to connect different concepts for the new lesson such as the 

relationship between health and food, or a healthy life. She then developed the 

challenge to a higher level by requesting students to connect other broader 

concepts including food ingredients, food conditions, and food production for 

students to realize the relationship between food and health. 

6.2.3 Modelling for student using English to act in the role of teacher 

The third type of instructional scaffolding that emerged from the observational 

and focus group data for this project was modelling. The significance of 

modelling was that it helped students to use English to deliver a lesson and to 

interact in response to questions from their peers. This modelling aimed to help 
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students practise the skills of presenting and communicating, necessary skills 

for student teachers. The data in the focus groups revealed that this model 

scaffolding was implicit: the lecturers did not directly draw attention to the 

features of the model. Modelling happened in two subjects: Methodology and 

British Culture. Students were grouped by four or five to prepare the task for 

one week. As they were expected to act like lecturers, they followed the model 

of the lecturers’ presentations that they had observed in most of their classes: 

using PowerPoint and including pictures or videos in their slides. However, in 

the focus groups, students revealed that the lecturer did not directly tell them to 

follow her model, but as the presentation would be graded, they chose to 

observe what the lecturer had done and to follow or adapt it in order to get 

good grades. In these classes, the lecturers were only observers and advisers, 

giving feedback before ending the classes. Figures 6.7 to 6.10 show clearly how 

this modelling happened. 

 

Figure 6.7: Students presenting in the British Culture class 

In figure 6.7, students presented in groups. The four members in the group 

divided up the sections for presentation. Therefore, when one member was 

speaking, the others were waiting at the lecturer’s desk. 
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Figure 6.8: A classmate raises questions after the presentation 

 

Figure 6.9: Another question from their classmates  

Figures 6.8 and 6.9 show how, after each presentation, students asked the 

presenters questions about the content of the presentation or expressed their 

views about the content. 
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Figure 6.10: A group leader responding 

In figure 6.10, the group leader takes responsibility for answering all the 

questions from classmates.  

Similarly, in the Methodology class, the lecturer requested representatives of 

each group to present in front of the class on their understanding of 

communicative language teaching. In the focus groups, students revealed that 

this task was prepared within a week. The observations showed that students 

acted as teachers in interacting with their peers after the presentations. 

Example 6.5: English Methodology classes  

Student E (finished her presentation): Do you have any questions for 

me? 

Student F: In your presentation, you said that this approach focused 

on developing students’ four skills. Ccan you give some examples of 

activities that train reading and writing skills please?  

Student E: Teachers can let students do pair work and group work and 

… 

Student F: But what exactly do they do in pair work or group work? 
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Student E: For example, teachers can ask students to write a letter. 

Before they write, they’ll discuss what ideas to write, and then use 

those ideas to their writing. 

Student G: How about reading? 

Student E: Teachers can let students play a game to brainstorm to 

make a list of words in a topic. It makes the text easier to read. 

(CO.EM.Extract24) 

 

Figure 6.11 A student presenting the importance of CLT in teaching children 

 

Figure 6.12 The student responding to questions from friends 
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In example 6.5, we see that when the student answered her classmates’ 

questions, she interacted with her peers and, like her lecturers, she knew how to 

use language to explain issues related to content knowledge and teaching 

method. However, this activity demonstrated that students had confidence in 

using English to give instant responses to their classmates. This implicit model 

served two purposes: it encouraged students to communicate with their peers 

in English, and it gave them the opportunity to practise using language 

confidently to provide clear answers about content knowledge when acting as a 

teacher. More details of students’ language will be presented in chapter seven. 

In summary, this section has presented the instructional scaffolding used by 

lecturers at Ka Diep College to support students in different activities. The 

lecturers scaffolded students in three ways: bridging to enable students to use 

English to link general knowledge to new concepts; schema building to 

encourage students to use English to link experiences and reality to new 

concepts; and modelling the use of English to enable students to act in the role 

of teacher. The following section discusses text representation scaffolding 

through the implication of sequencing. 

6.3 Sequencing 

As noted earlier, Hammond and Gibbons (2005) point out that, to be effective, 

scaffolding must be planned through the sequences of tasks because task 

sequencing bridges between the overall aims of the curriculum and the 

extension of students’ knowledge through interactions. To make task 

sequencing effective in scaffolding, Robinson (2007) has proposed a triadic 

componential framework, which focuses on the cognitive complexity of task 

sequencing. According to this framework, sequencing tasks in terms of their 

cognitive complexity can challenge and extend students’ language ability, 

pushing students beyond their current ability to deal with new challenges 

independently, resulting in greater complexity in students’ language 
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production. Classroom observations at Ka Diep College showed that all the 

lecturers observed deliberately ordered tasks to create a cognitive challenge for 

students to complete. The outcomes of this cognitive challenge were to give 

students the ability to transform one linguistic genre into another genre.  

As noted before, the lecturers did not explicitly refer to their strategy as 

sequencing, but they said that ‘activities were arranged from easy to difficult 

levels’. In each task, the lecturers also ordered their questions to reach the goal 

in each activity. (Question sequencing is discussed further in 6.4 below.) The 

significance of these processes was that students were not only able to have 

meaningful communication with one another, but that the students’ skills were 

also extended as the students were pushed to deal with increasing challenges.  

For example, in their speaking skills, students were led to express longer 

contributions with more complex ideas. In addition, the sequencing of tasks was 

found to lead students to produce different genres. For example, a role play 

might be the final product of a reading text, or a film poster presentation the 

product of a story in an English Literature class. In other words, students were 

led to transfer their knowledge to other domains (transferring from a long text 

to a film narrative, notes, peer conversations, painting and plenary 

presentation). This text representation scaffolding was achieved through task 

sequencing. This sequencing was the key type of scaffolding that lecturers drew 

on in their attempts to turn the content in the textbooks into communicative 

activities. The sequences of the tasks were designed within each lesson. The 

following section examines several instances of questions and task sequencing 

from the classroom observations. 

The data in the observations found that the lecturers arranged questions in 

sequences to reach the goals of each conversation. For example, one of the 

lecturer’s goal in teaching about health was to introduce students to new words 

about diseases by communicating through English. While building a schema for 



Chapter six ~ Scaffolding and sequencing 

 209 

students in a lesson about ‘Health and Food’, the lecturer arranged the questions 

in sequence so that students could see relevant photos, follow the question 

sequencing, and guess the meaning of new vocabulary accurately while having 

conversations with her. Example 6.6 is an extract from the class discussed earlier 

about health, reproduced here for convenience. 

Example 6.6: Sequencing of questions  
(1) Lecturer: Okay, the last picture. What can you see? 

(2) Class: A woman looks at herself in the mirror … Her face and 

hands appear something. 

(3) Lecturer: Yes, her face and hands have many spots. Look at her 

face, how does she feel? 

(4) Class: Shocked … scared… 

(5) Lecturer: Yes, she may be shocked or very uncomfortable, right? 

Look at the thought bubble here, what is she thinking? 

(6) Class: She remembers what she eats …beef, seafood… 

(7) Lecturer: Yes, she thinks the food she had like beef and seafood 

makes her body getting many spots. She’s having allergy, allergy. 

So allergy is …? 

(8) Class:  

(9) Lecturer: Very good, clear and easy for you right? Okay, repeat, 

allergy ... allergy. (CO.LS.Extract8)) 

Example 6.6 shows that the lecturer arranged four questions in sequence to 

encourage students to interact and guess meanings: (1) the symptom of allergy 

(turn 1), (2) patient’s feeling (turn 3), (3) drawing students’ attention to the 

causes of allergy (turn 5), (4) explaining the causes of allergy (turn 7). Thanks to 

this question sequencing, students not only had an opportunity to interact with 

the lecturer in English but could also guess the meaning of the word accurately. 
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Those four questions could have been asked in another order, such as: (3) The 

woman remembered she ate, (4) She ate beef and seafood, (2) She felt shocked 

and uncomfortable, (1) Her hands and face appeared many spots. In this case, 

students might think of another word in Vietnamese, ‘ng  c th c ph m’ (food 

poisoning). Therefore, how the sequence was arranged guided the students’ 

comprehension. 

Similarly, in example 6.7 (an extract from the same lesson on health 

discussed earlier), the lecturer also deliberately used questions in a specific 

sequence to encourage the students to interact while she was guiding them to 

the topic: 

Example 6.7: Sequencing of questions 

In a Reading class, the lecturer showed a picture of a fat boy with 

some snacks watching TV on the sofa. 

(22) Lecturer: Now, look at this picture. What can you see in this 

picture, class? 

(23) Whole class: A big boy…Sofa…TV… Snacks… 

(24) Lecturer: Good. How’s the boy? 

(25) Class: Fat… 

(26) Lecturer: Okay, very big, huh? Why is he big like this do you 

think? 

(27) Student: Eating junk food and watching TV together… 

(28) Lecturer: Yes, may be. So, do you think he’s having a healthy life? 

(29) Class: No…. 

(30) Lecturer: Okay, we’ll have the answer in the new lesson today, 

Health and Food … ( CO.RC.Extract3) 
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In example 6.7, the lecturer arranged the questions in a purposeful sequencing: 

(1) making students have a general look at the boy’s life style, that was enjoying 

snacks on the sofa while watching TV (turn 22); (2) highlighting his appearance 

(turn 24); (3) eliciting the reason why he was getting fat: junk food and TV (turn 

26); (4) leading the students to judge if he had a healthy life (turn 28). With this 

specific sequencing, the lecturer achieved the aims she had set for the class: 

making the students speak while she was introducing a new lesson. If she had 

changed the order of the questions (for example, starting by asking students 

whether the boy had a healthy life or not), students might have had different 

ideas and she could not have led them into the new topic as she had planned. 

The observations and interviewed indicated that question sequencing aimed 

to engage students in interactions. Despite the fact that the lecturers did not 

refer to the term task sequencing, it did seem from the observations that all the 

lecturers explicitly used task sequencing to increase the cognitive challenge for 

students. The implicit aims were to push students to the greater complexity in 

their language production and to encourage them to transform text content into 

other communicative forms (Students’ language production will be presented in 

the next chapter). Examples 6.8 and 6.9 analyse task sequencing in two classes. 

Example 6.8: Task sequence in an English Literature class 

In this class, the lesson was a long text about the story of a monk who 

was once a model and respected figure, but who later became a sinner. 

Thus, the text supported reading skills. However, during observation, 

I noted that the lecturer reversed the content of the text to prioritise 

communicative tasks. The actual task the lecturer wanted students to 

produce was to design a film poster to make a plenary presentation 

from the long textbook story. All of the tasks in arranged in sequence 
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in her lesson plan1 and the task sequence was demonstrated during 

observations. The tasks were sequenced in the following order: 

Task 1: Watching film. The lecturer played a one-minute film trailer 

that showed some key details in the plot of the story in a fiction. 

Students worked in groups to share how they interpreted the full 

story.  

Task 2: Reading comprehension. Students checked their notes and 

read the whole text in the book to compare if the plot of the story they 

got from the film trial was different from the text. Working in pairs to 

discuss the result.  

Task 3: Group discussion. Recalling what has happened in the story 

with the monk, students work in groups to share their feelings about 

the characters in the story. Sympathy with the monk or not? He 

deserved to die or not? 

Task 4: Creating projects. Students worked in groups again. The 

lecturer gave each group an A0 paper. They had to work together to 

draw a film poster based on the content in the text and their feelings 

for those characters and presented in front of the class. (Lecturer’s 

lesson plan and field notes, class 4) 

The data show that the tasks were ordered to gradually increase in cognitive 

complexity. In Task 1, students did not engage with the text, just watched the 

film trailer, took notes and made predictions about the story while speaking to 

peers. In task 2, they had to access the long text to compare and contrast with 

their notes from the film trailer, and they presented their results to their peers. 

In task 3, from the content in the text, they had to speak about their thoughts 

about the characters in the story, making judgments and offering explanations, 

                                                 
1 All the lecturers gave me their lesson plans for all the observed lessons. Preparing a 
lesson plan was a regulation at Ka Diep College. 
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combining details in the texts with their arguments. In task 4, they had to 

capture the spirit of the story and their feelings through a film poster and 

present to the class on why they illustrated it in that way. By this stage of the 

lesson, the task was not a simple speaking task but one that required students’ 

abilities to show their understanding of the text, share their views about the 

texts and employ their creativity in displaying and expressing their messages. 

Figure 6.13 is one of the students’ film posters for plenary talks. 

The task sequencing used by the lecturer meant that the students’ 

knowledge of language was transferred from one form to another, with an 

associated cognitive challenge. First, the difficult original text was manipulated 

into a video clip with narratives for the students to watch. Next, while watching 

the video the students transferred the narrative language into short notes in 

their own words. After that, the students transferred their notes into peer 

conversations. Then, ideas from these conversations and texts were transferred 

into a film poster, and lastly, messages in the film posters were transferred to 

plenary presentations. Therefore, it can be seen that lecturer cleverly used task 

sequencing to scaffold the transfer between multiple language genres. 

 

Figure 6.13 One student group’s poster for the film ‘The Monk’ 
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Similarly, in a Reading class working on the topic of Health and Fitness, 

although the text was about food around the world, the actual task that the 

lecturer wanted the students to achieve was to create a role play in which they 

could give professional advice about food and health. This called for the 

development of cognitive complexity. In order to convert a reading text into a 

role play activity, the lecturer sequenced the tasks as follows: 

Task 1: Picture introduction. The lecturer elicited speaking about the 

topic through pictures. 

Task 2: Vocabulary and text. Students learnt vocabulary through 

pictures, explanations, and did all of given exercises in the books such 

as true/false, gap filling. 

Task 3: Group discussion. Students worked in groups to discuss their 

views of meals in the texts and interacted with the lecturers after 

discussing.  

Task 4: Role play. Students worked in groups again to create a role 

play to give advice about food and health. Four groups created 

different contexts: a daughter and a mother, a doctor and a patient, 

three girls meeting each other at a beauty spa, and a personal trainer 

talking to his new gym members. (Lecturer’s lesson plan and field 

notes, class 7) 

The data show that the lecturer intentionally transferred the ideas from the 

reading text into a role play. To achieve that, she sequenced the tasks so that she 

could scaffold the students as they gradually progressed through the tasks. In 

task 1, the students interacted with the lecturer about the pictures while she was 

bridging to the lesson. In task 2, the students focused on obtaining necessary 

vocabulary and facts about food to use in later tasks. In task 3, the students 

shared their perspectives on food in groups and with their lecturer. Finally, the 

students created a unique conversation in one of the four specified contexts, 
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using the necessary vocabulary in the text and their understandings about food. 

The data show that students created four interesting role plays with unique 

contexts which enabled them to use what they had learnt in different contexts. 

That was a significant result of the scaffolded task sequencing. 

Furthermore, it is interesting to note that although lecturers at this college 

were conscious of setting up the strategies to scaffold students, none of them 

were aware of the theory from which scaffolding derived. In the interviews, 

when asked to explain why they sequenced tasks in particular ways in the 

classrooms, the lecturers made the following comments: 

‘The texts are too difficult. If we spend all time to study vocabulary to 

analyse texts, students won’t have time to speak at all. It isn’t their 

wish, so we need to minimise time for texts, but increase time for 

students to communicate.’ (IL.RC.29) 

‘Students have the diversity backgrounds. Everything should be done 

step by step.’ (IL.BC.32) 

‘Activities were arranged from easy to difficult level.’ (IL.PN.17) 

The data therefore indicate that lecturers’ scaffolding was constructed from 

their tacit knowledge (Eraut, 2000; Rebel, 1989). This was understandable in 

their context, because firstly, all the lecturers were experienced lecturers and 

had been teaching for between five and more than 20 years. Therefore, they 

were able to select approaches that they believed were useful for their students 

based on their teaching experience. Furthermore, as the lecturers were teaching 

in a rural area where there was a severe shortage of material through which 

they could update their academic and professional knowledge, their tacit 

knowledge played a crucial role in their teaching. This tacit knowledge showed 

that the lecturers employed scaffolding and sequencing, techniques derived 

from their teaching experience, understanding of students’ backgrounds and 

dedication to student learning. 
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6.4 Lecturers’ language 

As noted above, during the processes of scaffolding and sequencing, the 

teachers’ language plays a significant role in recasting students’ expression in 

classroom interactions. Through the analysis of multiple data sources, including 

actual language in the transcriptions, observations and interviews, this study 

found that lecturers at Ka Diep College focused on two aspects of using 

language while they were scaffolding to create interactions for students: various 

types of questions in the third move of the initiation^response^feedback 

exchange, and sticking to the use of English. The use of various types of 

questions in the third move of the exchange opened up more opportunities for 

students to contribute to the classroom discourse. Insisting on using English 

enabled the students to have exposure to the target language, showed that the 

lecturers interpreted English use as part of communicative language teaching 

and modelled how they expected third-year student teachers of English to be 

able to communicate. It should be remembered that all the lessons observed in 

this study were English-major subjects, and thus were conducted in English. In 

addition, as described in chapter three, none of the lecturers of English at Ka 

Diep College had studied overseas. However, they tried to stick to using 

English as the medium of instruction. Within that, they made judicious use of a 

range of question types. 

6.4.1 Lecturers’ questions 

As noted before, the most common exchange pattern in classroom interactions 

reported by many researchers is the initiation^response^feedback structure. 

However, in order to scaffold students, teachers are able to use the third move 

in the exchange (‘follow up’) differently. In particular, they can ask a variety of 

questions that create greater opportunities for students to speak rather than just 

giving feedback that closes the conversation. In order to achieve effective 

scaffolding that develops students’ cognitive complexity, questions to be asked 
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should focus on specific functions. As noted earlier, the framework developed 

by Sander (1966) categorised questions in seven types: memory, translation, 

interpretation, application, analysis, synthesis and evaluation. 

The transcribed data from the classes I observed revealed that during the 

process of encouraging students to engage in the activities, lecturers at Ka Diep 

College used questions that reflected all the important functions in Sander’s 

framework, not just yes–no questions. This interactional scaffolding was shown 

in two aspects of the lecturers’ talk: first, they opened up more opportunities for 

students to talk; and second, they encouraged students to provide instant 

responses in addition to preparing key ideas they had worked on in pairs or 

groups. Table 6.1 provides examples of the types of questions asked in the 12 

classes observed when the lecturers chose to use the final ‘feedback’ exchange 

slot to encourage students to speak more, rather than ending the conversation. 

Three examples from table 6.1 (1, 12 and 14) will be described in detail.  

In order to examine how the lecturers’ questions facilitated student talk, 

three examples from two different classes will be discussed. The first instance 

happened in a free discussion in a British Culture class. After the class had 

completed the text about the monarchy and had watched and discussed the 

video clip, the lecturer required students to work in pairs to share whether they 

would like to live in a country with a monarchy or not. After that, the lecturer 

invited a few students to interact with her in front of the class. 

Example 6.9: From a British Culture class 

1. Lecturer: Okay, now who can share your thoughts about the 

monarchy? Would you like to live in a country with the monarchy 

or without it? And explain? Who volunteers? Nhung please. 

2. Nhung: Teacher, I like to live in a country has monarchy because I 

like the kingdom, the Queen, the Prince, and the Princess. You 

know, it’s very romantic. 



Chapter six ~ Scaffolding and sequencing 

 218 

3. Lecturer: Why do you think it’s romantic? 

4. Nhung: (laughing) I don’t know, but maybe because in the past, I 

read many story books, they have many romantic love story, 

beautiful clothes, so I really like it if the modern society still have 

the monarchy. (CO.BC.Extract 17) 
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No. Examples of data taken in observations and 
transcriptions

Function/ Category

1 Why do you think it’s romantic? (British Culture class)

Clarifying (Interpretation)2 Okay, now think of your daily routine. Do you think you have 

a healthy life? … Why do you think so? (Reading class)

3 Alright, what do you think about the clip? ... Can you explain 

what you meant? Why isn’t it human? (English Literature 

class)

4 Can you explain why A is correct, but not B, C, or D?

(Listening skills class)

5 Now, what can you remember about his childhood? ... Good, 

so what happened when he moved to London? ... Good, and 

what can you remember about the final stage of his life?

(English Literature class)

Prompting (memory and 

translation)

6 Who is the main character of this story? ... And who is 

Ambrosio? (English Literature class)

Requesting simple 

information (memory)

7 Good. He’s a priest. How did he become a priest? (English 

Literature class)
Requesting logic and 

organization (analysis)8 Now, who can tell me how a person becomes an MP? ...

Okay, who volunteers to tell your friends when a bill is 

passed? Anyone? (British Culture class)

9 What should you do when your little sister is addicted to junk 

food? (Reading class)

10 What would you do to prevent dirty food in the market if you 

were given authorities? (Reading class)

11 So, what can you say about this priest, from the time he was

a virtual priest to a sinner? (English Literature class)
Evaluation (evaluation)

12 Now, I’d like you to have a look at the text again, and tell me, 

is this meal healthy according to your opinion, and explain. 

(Reading class)

13 Now I’d like to work in pairs, compare, what are the 

similarities and differences among the responsibilities of a 

barrister and solicitor? (British Culture class)

Comparison (application)

14 On the screen, we have six famous quotes from 

Shakespeare. Which is the most interesting quote among 

them? And why? (English Literature class)

Table 6.1 Examples of lecturers’ use of questions in the ‘feedback’ exchange slot 
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As described earlier, the texts in the British Culture classes were long and 

difficult. After using a video clip to introduce the key ideas about the royal 

family, the lecturer expanded the content by asking students to share their 

views about and interest in the well-known family. By raising the question with 

‘Would you like …’, the lecturer turned a political topic into an attitudinal one, 

enabling students to share their opinions. This was the way she scaffolded the 

students, making the abstract and contextually remote content about the British 

royal family accessible to the students, creating chances for students to reflect 

on and share their points of view. In the lecturer’s next question, the student’s 

response was followed up with a ‘Why?’ question. This opened up another 

opportunity for the student to provide arguments to support her perspective. 

This type of question scaffolded students to think of reasons for saying yes or 

no. In this study, lecturers used the ‘Why?’ question very frequently. The 

‘Why?’ question requires higher cognitive functions than other questions 

(Tofade, 2013), such as clarifying, evaluating, and comparing. ‘Why?’ not only 

asks students to talk more, but also trains them to think in more complex ways, 

justifying their arguments or opinions.  

The next example is from a Reading class. After the class had completed 

several comprehension exercises in the textbook (true/false, and gap filling), the 

lecturer asked the class to work in pairs to discuss whether the Western meal in 

the text was healthy in their opinion. She then invited some of the students to 

interact with her in front of the class. Example 6.10 is the conversation between 

the lecturer and a student: 

Example 6.10: From a Reading class 

Lecturer: Now, I’d like you to have a look at the text again, and tell 

me, is this meal healthy according to your opinion? 

Student: No, I don’t think that meal is healthy. 

Lecturer: Can you explain please? 
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Student: In the morning, they just have very light breakfast like 

cereals, or a cup of coffee, yoghurt. Their main meals usually have just 

meat and little vegetables, not like meals in … 

Lecturer: So how do you think a healthy meal would be? 

Student: Like in Vietnam, must have rice, meat, vegetables, and soup 

together. 

Lecturer: Why is that? 

Student: Because it has different nutrition, not just fat … And dinner 

should be before 6. 

Lecturer: Thank you, very good. But you should remember that the 

differences in culture. They don’t always have rice as we do, and they 

begin to work from 8 or 9 am. But we begin at 6.45 am. Many 

differences. (CO.RC.Extract 18: Reading classes) 

In this conversation, the lecturer asked three important questions, each of which 

created opportunities for the student to contribute to the conversation. After the 

student stated his opinion that the Western meal was not healthy, instead of 

thanking him and ending the conversation to move on to another student, the 

lecturer asked: ‘Can you explain please?’ This question required the student to 

clarify his ideas, providing more information to illustrate his point of view. 

After that, she asked a second question: ‘So how do you think a healthy meal 

should be?’ This question required students to develop a stronger but 

hypothetical argument, talking about what should be. The lecturer’s final 

question, ‘Why is that?’, asked him to argue for his suggestion. With the use of 

her questions, the lecturer scaffolded the student to use language to express 

complex ideas in different ways, starting by getting him simply to state his own 

opinion, then asking him to clarify that perspective and then to develop and 

support with reasoning his own proposal. This strategy of increasing the 

complexity by sequenced questions is crucial not only in encouraging more 
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student contributions in classroom conversations, but also in training students 

to respond instantly in English.  

The two examples above show that, thanks to the use of functionally 

different questions, lecturers were able to scaffold meaningful interactions. The 

questions were designed to provide specific support to enable the students to 

have confident and meaningful interactions with the lecturer. Sequencing of 

questions encourages and supports students to learn to talk about complex 

ideas, instead of simply learning to response ‘yes’ or ‘no’. The following section 

discusses how lecturers decide when to use English and Vietnamese during the 

scaffolding strategy. 

6.4.2 Lecturers’ use of Vietnamese and English 

In the bilingual education field, many studies have discussed the use of L1, and 

L2 in the classroom and have described how L1 use supported or hindered 

students’ language learning (Morahan, 2010; Jadallah & Hasan, 2011; Debreli, 

2016; Shuchi & Islam 2016). The consensus seems to be that use of the L1 is 

effective for teachers when they need to translate complex vocabulary, check 

meanings (Campa & Nassaji, 2009), deal with time pressure, grammar textbooks 

or exams (Mahmoudi’s & Amirkhz, 2010), clarify, promote classroom 

socialisation (Gulza, 2010), and explain new concepts (Al-Buraki, 2008).  

However, although L1 has been found to be helpful for various purposes, 

many studies have pointed out that the L1 was not welcomed in L2 classes 

because use of the L1 was viewed as hindering the processing information in the 

L2 and discouraged students from practicing and communicating in the L2 

(Miles, 2004). Some studies have found that students did not work as hard when 

the L1 was used in the classroom (Ford, 2009). Findings such as this led to the 

banning of the L1 in many classes and the introduction of an English-only policy 

(Denham, 1992). 
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As noted earlier, the 2020 project requires Vietnamese teachers of English to 

teach English in a way that enables students to communicate confidently. The 

policy supports a communicative language teaching approach. In interviews for 

this study, the lecturers at Ka Diep College told me that they were committed to 

applying communicative language teaching in their classes. However, in the 

communicative language teaching approach, use of the L1 is not forbidden 

completely, and teachers as well as students are advised that they can use the L1 

judiciously where possible (Richards & Rodgers, 2015). Despite this, there is still 

an avoidance of using L1 in L2 classes (Butler, 2011; 2014) because there has 

been a belief that students need as much exposure to the target language as 

possible, in order to succeed in learning the target language (Lightbown, 1991; 

Gass, 1997). 

In this study, as noted earlier, the students in the classes observed came 

from three different L1 backgrounds: Vietnamese (62%), Khmer (32%) and Hoa 

(6%). It is therefore not appropriate to discuss the classroom context as a simple 

choice between ‘L1’ and ‘L2’. For a sizeable number of the students (38%), 

Vietnamese was their second language, and English their third. 

The avoidance of Vietnamese and the belief about the need for exposure to 

English were found in this study. Although none of the lecturers had studied 

abroad, they tried to stick to using English all the time. However, in the 

interviews, they highlighted the point that the avoidance of Vietnamese was 

suitable for students for different reasons, but the findings showed that the 

consistent use of English sometimes caused problems for students. 

Findings about the lecturers’ decisions to use Vietnamese and English were 

drawn from the analysis of questionnaire data, actual language in transcriptions, 

observations and interviews. As a first step, this study examined the level of 

Vietnamese and English used by the lecturers. Data were obtained through both 

lecturer and student questionnaires, followed up by classroom observations. In 
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the lecturer questionnaire, five of the six lecturers reported that they used 

mainly English in the classroom. In the focus groups, all the students said that 

they would like the lecturers to speak more Vietnamese. 

The classroom observations confirmed that five of the six lecturers stuck to 

English as the main medium of instruction. In the interviews, the lecturers made 

the following comments: 

My class is a pronunciation class. I don’t think Vietnamese is 

necessary. Students in these classes can completely understand 

instructions in English. (IL.PN.22) 

I would like to use communicative language teaching in all of my 

classes. I tried to speak English all the time for me and my students to 

practise English. (IL.BC.08) 

I teach listening and speaking skills, so using communicative language 

teaching is always my focus because I can use English all the time. It is 

very useful to have language environment. Students are going to 

graduate soon. (IL.LS.09) 

I know the material is difficult, but I tried to limit L1. That’s why I 

prepared PowerPoint slides to show key ideas for students. I push 

them to use English in my class because later they will have to use 

CLT in their teaching practicum very soon. They’ll also take English 

test requested by project 2020. (IL.LS.08) 

The data therefore shows that the lecturers’ decisions to use English in the 

classrooms is motivated by four reasons: their wish to use communicative 

language teaching; their interpretation of that approach; the students’ levels of 

English; and their expectations of the students. The lecturers were committed to 

using a communicative approach in their classes and to them this meant using 

English as much as possible to create a language environment for their students. 

In addition, they also pointed out that students were in their final year, and thus 
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they believed students should be able to understand their instructions in 

English. Furthermore, because students were in the final year, the lecturers 

expected that the students would use communicative language teaching in their 

upcoming teaching practicum, and that they would pass the language 

proficiency test set by the 2020 project. All of those factors led the lecturers to be 

consistent in using English in their classrooms all the time. 

In the observations, the study found that the lecturers avoided using 

Vietnamese and tried to maintain the highest use of English as the main 

medium of instruction. For example, after teaching key new vocabulary items 

with pictures, the lecturer asked the class whether there were any words they 

did not know. Some students said ‘infectious, bacteria, diarrhoea’. The lecturer 

opened a blank Word document on the big screen and typed those three words. 

She explained each word by using examples in English. While the first words 

‘infectious’ and ‘bacteria’ were explained successfully, the explanation of 

‘diarrhoea’ failed, as example 6.11 shows. 

Example 6.11: Explaining vocabulary in the L2 

Lecturer: Next word, diarrhea, what does it mean class? 

Class: (silent) 

Lecturer: Now listen, when I eat some bad food, I’ll unwell because 

I’ve got diarrhea. So what does diarrhea mean class? 

Class: sick … sickness. 

Lecturer: Okay, nearly correct. A kind of getting sick, but what is it 

exactly? 

Class: (silent) 

Lecturer: (pretends to hold her belly): Oh, I get diarrhea, I have to go 

to toilet now. What does it mean? 

Class: Stomach-ache? Vomit? (CO.LC.Extract22) 
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In this conversation, the lecturer tried several ways of using English to express a 

new word, by giving examples, eliciting and using body language. Although 

the students were not able to figure out the meaning, she did not use 

Vietnamese to solve the problem. If she had used Vietnamese, students would 

not have been confused. In the focus group interview, one student 

representative said: 

At that time, I only wanted my lecturer to translate the meaning into 

Vietnamese because the more she used English to explain, the more 

confused I was. (FG.22) 

However, in her interview the lecturer responded: 

In fact, that word wasn’t too difficult to understand, so I didn’t want to 

translate it, but explaining in English for them to practise guessing. 

(IL.13) 

The lecturer’s response shows that she wanted to use English to scaffold 

students in guessing the meaning of words in English, not in Vietnamese. Even 

if they guessed wrongly, while guessing the students had an opportunity to 

interact with her in English. On some occasions, some of the lecturers perceived 

that the use of Vietnamese was important, but they also avoided using it 

directly. They passed the use of Vietnamese to students as the following 

observational notes show: 

The lecturer asked the class how they understood the sentence ‘The 

monarch acts as a final check on a government’. She added: ‘You can 

(When a government wants to pass a bill through the Parliament, the 

monarch could refuse it and the bill can’t become a law.) The lecturer 

agreed and moved ahead. (CO.BC.03) 
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She quickly checked the meaning by asking the whole class to tell her 

the Vietnamese meanings of some quotes: ‘A fool thinks himself to be 

wise, but a wise man knows himself to be a fool. To be or not to be, 

that’s the question.’(CO.EL.07) 

In these two observations, two different lecturers realised the difficult meanings 

of some sentences in the texts, but they did not want to use Vietnamese to 

explain them. Instead, they asked the students to tell them the meanings in 

Vietnamese. During observations, this same use of Vietnamese and English was 

found in nearly all the other classes: the lecturers stuck to their precept of using 

English, but they allowed students to use Vietnamese, especially when the 

students were working in pairs or groups. The space for students to work with 

the Vietnamese was important because Vietnamese mediated the students’ 

understanding of the issues related to the English. These examples show that 

the lecturers adapted their use of the communicative approach. This adaptation 

was found to play a crucial role for students in allowing them to produce 

language and to present in front of the class. This dimension will be presented 

in chapter seven. 

In summary, this section has presented the lecturers’ decisions about using 

Vietnamese and English. The findings showed that they tried to use English as 

the main medium of instruction although none of them had studied abroad. 

However, the use of English was not a classroom policy that derived from 

support for the promotion of Western countries and their monolingual textbook 

sales. Instead, the lecturers used English as the main medium of instruction 

because of the way they interpreted communicative language teaching, their 

estimate of their students’ level of language proficiency, and their 

understanding of the students’ purpose in learning English (i.e. to become 

teachers of English). This was therefore a strategy adopted in the interests of 
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scaffolding students’ language development, did not represent the blind 

adoption of an English-only policy.  

6.5 Summary  

This chapter has described the ways in which the lecturers scaffolded students 

to speak in the classrooms. With the use of pictures and video clips, the 

lecturers applied bridging, modelling scaffolding and schema building to create 

opportunities for students to speak. It should be remembered that this 

procedure was the result of the selection of Western textbooks as well the 

lecturers’ determination to apply their interpretation of the communicative 

language teaching approach. The lecturers realised that the teaching materials 

did not support communicative language teaching. Given the national policy 

and the positive beliefs about communicative language teaching, the lecturers 

were all committed to using the communicative approach in their classrooms. 

They therefore decided to bring supplementary materials to the classrooms to 

promote communicative activities. 

These supplementary materials would not have been useful if they had not 

been structured and used scaffolding techniques. Their commitment to use of 

English as the medium of instruction, and their careful sequencing of different 

question types assisted students to achieve the given tasks through interaction. 

Furthermore, in scaffolding the students’ language production, the lecturers’ 

main focus was on task sequencing. The lecturers sequenced tasks so that they 

presented increasing cognitive challenges. This pushed students to use 

increasingly complex language. The success of this scaffolding strategy led to a 

high quality and quantity of language production by the students, as will be 

described in the next chapter. Figure 6.14 on the following page displays the 

relationship between the different elements that made up the Ka Diep College 

lecturers’ application of communicative language teaching in their remote rural 

context.  
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Figure 6.14 Summary of components in Ka Diep College lecturers’ application 
of communicative language teaching 



 

Chapter seven 

 
Analysis of the students’ language 
 

In chapters five and six, I presented the findings of the analysis of the textbooks 

and resources, focusing on sequencing, structure and scaffolding. That analysis 

suggested that the lecturers’ use of sequencing and scaffolding supported 

students to produce a large volume of language output, by creating 

opportunities for students to use English in meaningful ways. In this chapter I 

analyse the students’ language more closely and ask: What is the actual nature 

of the students’ language output?  

The first section of the chapter looks more closely at the significance of 

scaffolding and sequencing through the data obtained through observations and 

transcriptions of language in the classroom to demonstrate how students 

produced used language to interact confidently. In order to obtain a clear 

picture of the spoken language patterns in the class, it was necessary to look at 

both the quantity and quality of the students’ language and the purposes for 

which their language was deployed. The quantity of students’ oral interactions 

was measured by amount of their actual talking time in the classrooms (Xu, 

2010). The quality of students’ spoken language has been measured in various 

ways, drawing on the approaches used in different studies.  

In second language learning, the three aspects of accuracy, fluency, and 

complexity have been used as a primary measure of L2 proficency (Pallotti, 

2009; Skehan, 2009, Lu & Ai, 2015). When assessing the speaking performance of 

candidates, Cambridge English looks at grammar, vocabulary, discourse 

management, pronunciation and interactive communication (Cambridge 
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English, 2011). In addition, according to the scales assessing the quality of 

spoken language, the Common European Framework of Reference for 

Languages (CEFR) provides two assessment guidelines for examiners and 

students (Council of Europe, 2017). In the speaking test, the Council’s guidelines 

examine the quality of students’ spoken language through range, accuracy, 

fluency, interaction and coherence. The CEFR provides a self-assessment of 

speaking that focuses on spoken interactions (what language is used for) and 

spoken production (syntax). 

The participants in this study were learning English under the impact of 

project 2020, which uses the CEFR framework to assess their language 

proficiency. For that reason, this study proposes adapted criteria for assessing 

speaking performance. Given that the students in this study practised English in 

a limited time (three to eight minutes for a task within a 50-minute class), the 

study examines the quality of student spoken language by focusing on three of 

the five aspects in the Council of Europe framework: range, accuracy and 

interaction. These aspects are chosen because vocabulary, syntax, and language 

functions are decisive factors in the students’ conversations. The study does not 

look at fluency as students in this study were only given a short amount of time 

to practise before presenting in front of the class, and thus fluency and pauses in 

the interactions did not significantly affect the meaning of their speech. The 

study also does not look at the dimension of coherence because this criterion is 

more suitable for assessing long speeches, whereas the students’ classroom 

conversations tended to be short exchanges between lecturers and students or 

among students.   

The first aspect of assessing the quality of spoken language discussed in this 

chapter is vocabulary, particularly lexical complexity. Because the Council of 

Europe’s assessment guidelines do not provide detailed criteria for measuring 

lexical complexity, this study adopted a popular framework for measuring 
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lexical complexity through word tokens and word density, or lexical richness. 

The framework used has been applied in many studies (Halliday, 1973; Yu, 

2009; Lu, 2012; Malvern & Richards, 2012). Assessing lexical complexity, the 

second aspect of speech quality, follows the Council of Europe guidelines. To 

assess interaction this study uses Halliday’s (1973) framework of language 

functions. As the analysis reported below will make clear, the lecturers’ use of 

scaffolding and sequencing meant that the students’ opportunities for 

interactions in the classrooms were significantly improved in terms of quantity, 

quality and the functions of language they performed. 

In the subsequent sections of the chapter, the focus turns to describing how 

students used Vietnamese and English while communicating. This involves the 

analysis of data from observations and focus groups. Analysis shows that the 

use of the Vietnamese actually helped students to work productively. The 

results also show that Vietnamese performed important functions within the 

affective realm, enabling students to confirm and construct their identities as 

future non-native speaking teachers and also facilitating the establishment of a 

positive and inclusive atmosphere within the classrooms. 

7.1 The quantity of the students’ spoken language 

Classroom interactions include patterns of interaction between students and 

students as well as students and teachers (Yanfen & Yuquin, 2010). By looking 

at the quantity of teacher talk and student talk, researchers can have insight into 

the style of teaching of a particular teacher. Specifically, it can give a picture of 

how teacher-centred a particular lesson is. This study examined the quantity of 

the students’ language by counting the actual time students spoke during the 

lessons. Data from the observations showed the unstated intention of lecturers 

to create meaningful opportunities for students to use English, and their efforts 

to attending to scaffolding and sequencing to enable students to practise the 

language.  
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Reviewing my 12 classroom observations, based on the field notes and time 

of recording, I excluded two classes of English Teaching Methodology where 

students spent most of the time on plenary presentations and microteaching. 

The remaining 10 classes revealed similar stages where lecturers structured 

activities as set out in table 7.1. 

Stages of 
lessons

Activities Time spent

Warm up Games 5’

Introduction Songs, 

picture 

descriptions

3’

Practice Explanations, 

2-3 exercises 

(Pairs, 

groups), 

answer keys

30’

Performance Discussions, 

role plays, 

homework

12’

Table 7.1 Time distribution in a lesson 

As table 7.1 shows, during 10 of the 12 classes observed, the time was 

distributed across four stages in a lesson approximately 5–3–30–12. The findings 

on lecturer talking time and student talking time during lessons are captured in 

table 7.2. 

Stages of lessons Lecturer’s talk in 

minutes

Students’ talk 

in minutes

Warm up 2’ (4%) 3’ (6%)

Introduction 2’ (4%) 1’ (2%)

Practice 12’ (24%) 18’ (36%)

Performance 4’ (8%) 8’ (16%)

Total 40% 60%

Table 7.2 Lecturers’ and students’ talking time 
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Table 7.2 shows that 60% of the total time was spent on students’ production, 

and that 36% of that was used for practising and preparing in the L2 before 

presenting at the front of the classroom. This amount of time was important for 

students to prepare before moving to the most challenging stage. This finding 

applied to 10 of the 12 observed classes. 

However, as noted above, the two classes of English Teaching Methodology 

were different from the other 10 classes. Because these two classes were about 

teaching method, it was in these classes that students had the opportunity to 

practise teaching. As a result, these two classes did not display the typical stages 

found in the other 10 classes. They involved different activities mainly 

associated with students’ micro-teaching and presentations. As a result, most of 

the time in these two classes as taken by students. For example, in class 1, four 

groups took turns to present in front of the class and answer questions from 

their classmates. The time distribution is displayed in table 7.3. 

Activities Time %

4 groups’ presentations 28’ 56

Questions for 4 groups 15’ 30

Feedback from the lecturer 7’ 14

Total Teacher talk time: 14%

Student talk time: 86%

Table 7.3: Time distribution in English Teaching class 1 

Table 7.3 shows that English Teaching class 1 devoted the majority of the time 

(86%) to student talk, while the lecturer talked for only about 14% of the time, 

giving feedback on the students’ presentations at the end of the lesson.  

In class 2, the lecturer asked four groups to design in 20 minutes a lesson 

plan to teach a lesson from their English textbooks for students in grades 6 to 9. 

Students could choose which lesson to prepare based on their preferences. They 

then had to display their lesson plans on a poster hung on the wall for the class 
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to observe and provide feedback. The time distribution in class 2 is displayed in 

table 7.4.  

Activities Time %

Lecturers’ instructions for 
posters

5’ 10

4 groups’ preparations 15’ 30

Presentations 22’ 44

Questions for 4 groups 8’ 16

Total Teacher talk time: 10%

Student talk time: 90%

Table 7.4: Time distribution in English Teaching class 2 

Table 7.4 shows that the lecturer’s talk time was only around 10%, during which 

the lecturer gave instructions to the four groups about doing their poster 

presentations. The rest of the time, 90 per cent, was filled by interactions among 

the students. Overall, across all 12 classes, the lecturer’s talk time was found to 

be around 21.3 per cent, and student talk time was approximately 78.7 per cent. 

From the analysis of the field notes and time recording above, it is apparent 

that lecturer talk in the classrooms in all 12 classes was less than student talk. 

This can be put down to the effects of task sequencing, which required students 

to work continuously on task and pre-task components, and scaffolding, which 

gave students the structure and information they needed to work together. All 

the students in this study were in the final year of their EFL teacher education 

program and were at an intermediate level of English. Having less lecturer talk 

than student talk was suitable for these students as they had the ability to 

complete the tasks with only brief guidance and explanations from the lecturer. 

More importantly, having an increased quantity of student talk time gave 

students more opportunities to speak throughout the lessons. The next section 

explores the quality of the students’ interactions.  
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7.2 Quality of spoken interactions 

As noted in chapter two, the quality of spoken language would be measured 

by lexical density, syntactic complexity and language functions. Based on the 

findings of these previous studies and considering that the students in this 

study were non-native English speakers living in rural areas, I took the standard 

mean length of the analystical unit to be three words for this study. I did not 

choose a smaller unit because the students in this study were in their final year 

of the program. For these students, a production of one or two words could not 

be considered as ‘having quality’.  

As a result, to calculate lexical density in the data, in each speaking turn only 

a phrase or sentence of three words or more produced without pausing was 

counted as a unit of analysis. However, if a separate word belonged to the unit 

of analysis before it, for example by way of adding more details while students 

were thinking, it was also counted. For example, in the sentence I like fruits such 

as mangoes, grapes … papayas … guavas, nine words (not seven) were counted. 

Only nouns, verbs and adjectives were counted as content words. Repeated 

words that did not add content in the same utterance were not counted. Fillers, 

for example, and the word ‘teacher’ used when the students addressed the 

lecturers to show respect were not counted as content words. 

As noted in chapter two, there are several ways assessing syntactic 

complexity, the second dimension of output quality. Methods include analysing 

sentences, idea units or T-units (Foster, Tonkyn, & Wigglesworth, 2000). This 

study analysed the T-unit because the literature shows it to be the most popular 

method for assessing both spoken and written data. The T-unit can be a clause 

or a sentence. The study assessed the syntactic complexity of each T-unit in the 

data, adapting the Council of Europe guidelines for assessment of speaking in 

terms of sentence types and use of grammar. The Council of Europe framewortk 

has six levels of proficiency. According to project 2020, graduate students must 
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achieve level 4. Therefore, the syntax complexity of students’ responses was 

analysed from level 1 to level 4 as shown in table 7.5. 

Level 1 Level 2 Level 3 Level 4

Description Using simple 

grammar and 

sentence 

structures in a 

memorised 

repertoire

Using simple 

structure 

correctly, but 

still 

systematically 

making basic 

mistakes

Using reasonably 

accurately a 

repertoire of 

frequently used 

patterns

Using a relatively high 

degree of grammartical 

control, not making errors 

that cause 

misunderstanding, being 

able to have self-

correction

Table 7.5 Criteria for assessing syntactic complexity in speaking 

(Adapted from Council of Europe, 2017) 

All of the responses having less fewer than three words not forming a clause or 

a sentence were placed in level 1. Students’ use of simple sentences and simple 

present tense with some errors were placed in level 2. In level 3, students 

needed to show the use of a series of simple sentences, the correct use of simple 

tenses and must have started to use simple past or simple future with some 

errors. In level 4, students must have used compound or complex sentences, as 

well as different tenses with minor errors. 

The analysis below presents student language across the three stages of the 

lesson (introduction, practice, performance), following the design and 

achievement of the lecturers’ lesson plans. Presenting data in this way shows the 

development of opportunities for students to use English meaningfully in the 

classroom. Each example is analysed for the three dimensions of quality: lexical 

density, syntactic complexity and language functions. Data were collected from 

classroom observations, field notes, voice recordings and transcriptions. 

7.2.1 The introduction stage 

In this stage, students mainly engaged in language games, vocabulary learning 

or brainstorming a new topic. The data presented below were students’ 
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responses to lecturers in different classes. Students’ responses are numbered. 

The first dimension discussed in lexical density. 

The first example occured in the Pronunication class. The lecturer organised 

the game ‘egg hunting’ to review the previous lesson. Similiarly, the lecturer in 

the British Culture class ran the game ‘lucky animals’ to review the lesson. In 

example three, the lecturer introduced the new lesson via a piece of 

instrumental music, and in example four, the lecturer used pictures to introduce 

the new lesson. In other words, students started to attend to different activities 

from the beginning of the class and were given opportunities to use the L2 to 

communicate as soon as the class started. 

Example 7.1: Egg hunting 

L: Can you guess the rules of the game? Tell me. 

(1) S: I think we choose one of them. If we pronounce correct, we’ll get 

the marks behind the trees. 

L: Okay. Marks behind the trees? Any different ideas? 

(2) S: I think the eggs behind the trees. When we pronounce the words, 

we’ll have a chance to find the eggs behind the trees. 

L: Yes, and the winner will be the one who gets more eggs. (CO.PC.01) 

Example 7.2: Lucky animals 

L: How many animals are there class? 

(3) S: Six. 

L: Right. If you choose an animal and answer the question correctly, 

you’ll get 10 points. But if you choose the lucky animals, you’get 20 

points without answering the question. Group A first. 

(4) S: I choose monkey, teacher. 
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L: Okay, monkey. Let’s see if monkey is the lucky animal. Click. Yes, 

so you’ll get 20 points. You have another go. 

(5) S: I choose the dog, teacher.  

L: Dog. Okay, behind it is a question: what are the three main parties 

in the UK? 

(6) S: Three main parties in the UK are Conservative, Labor, and 

Scottish National. 

L: Yes, 10 points. 

Group B. 

(7) S: I choose horse. 

L: Okay, your question is: Who does the labor party support? 

(8) S: That party support rich people in the society. 

Group A. 

(9) S: I choose puppy, teacher. 

L: You question is who is the Prime Minister of the UK? 

(10) S: I think David Cameron. (CO.BC.05) 

Example 7.3: Introducing a new lesson 

L: Now, I’m going to play a very short instrumental music. You listen 

to it and answer my questions. Ready? 

(11) S: Yes, teacher. 

(Music) 

L: Okay, who can tell me the name of the song? 

(12) S: The song is A time for us. 

L: Right. So, do you know what film the song was used? 

(13) S: The film Romeo and Juliet. 
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L: Okay, good. How many of you have seen that film? 

(students raised hands) 

L: Right, so nearly all of you. So, do you know who wrote Romeo and 

Juilet? 

(14) S: Shakespeare. 

L: Do you know his full name? 

(15) S: William Shakespeare. 

L: Okay, good. Today, we’re going to learn about this famous 

playwright. (CO.EC.08) 

Example 7.4: Introducing a new lesson 

The lecturer showed a photo of a parrot on the screen, and elicited 

students: 

L: Look at this photo class, what is this? 

(16) Some students, in chorus: Parrot, teacher. 

L: Yes, it looks like a parrot, but ‘parrot’ isn’t the word I’m looking for. 

Can you think of another word? 

(17) Class: A bird, teacher. 

L: Yes, exactly. That’s good. 

The lecturer agreed with students’ answer and then displayed on the 

d/. (See figure 6.1.) 

Then, she showed a photo of a horse on the screen, and continued to 

converse with the students: 

L: How about this class? What is it? 

(18) S: It’s a horse. 

L: Yes, a horse. That’s right. 
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The lecturer again showed the phonemic transcription of ‘horse’ on the 

screen, /h s/. She continued to speak to students: 

L: Okay, in those two words, bird and horse, can you recognise any 

vowel sounds there? 

(19) Yes, teacher. 

L: Who can tell me what the vowel sounds are in these two words? 

Tram, please. 

(20) S: :/. 

L: Is it correct, class? 

(21) S: Yes. (CO.PC.02) 

From four examples above, the lexical richness in students’ responses are 

displayed in table 7.6. 
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Number Word 

total

Content word Word 

density 

Not 

count

1 19 7 (think, choose, pronounce, correct, get, 

marks, trees)

37%

2 23 8 (think, eggs, tree, pronounce, words, have, 

chance, find)

35%

3 1 0% x

4 4 2 (choose, monkey) 50%

5 5 2 (choose, dog) 40%

6 12 6 (main, parties, UK, Conservative, Labours, 

Scottish National)

50%

7 3 2 (choose, horse) 67%

8 8 5 (party, support, rich, people, society) 63%

9 4 2 (choose, puppy) 50%

10 4 2 (think, David Cameron) 50%

11 2 0% x

12 7 3 (song, is, time) 43%

13 5 3 (film, Romeo, Juliet) 60%

14 1 0% x

15 2 0% x

16 1 0% x

17 3 1 (bird) 33%

18 3 2 (horse, is) 67%

19 2 0% x

20 4 2 ( 50%

21 1 0% x

Avg. 5.4 2.2 33%

Table 7.6 The analysis of lexical richness in the introduction stage 

Table 7.6 shows that, in the introduction stage of the lesson, students’ comments 

had a wide fluctuation in total words produced, starting from one and moving 

up to 23. However, due to the nature of the activities in this stage such as 

reviewing lessons by playing games, learning vocabulary or brainstorming for 
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new lessons, the total words students produced in a response was limited, 

usually under four words. This produced many unsatisfactory units for analysis 

as they had a very low number of content words. In addition, because the word 

total in each response was usually under four, the percentage of word density 

in some responses appeared very high, at up to 67 per cent. However, when we 

look at the average of the percentage of word density in the introduction stage, 

it is relatively low, 33 per cent, which is the outcome of the ratio of the low 

word total (5.4) to content words (2.2). 

Due to the low lexical richness, the syntactic complexity in this stage was 

also limited. As presented in table 7.7 below, 10 of the 21 samples belonged to 

level 1 because they did not contain enough words to be analysed as a unit. The 

remaining 11 of the 21 samples were divided nearly equally among levels 2, 3 

and 4. The most common feature of syntax in this stage was using simple 

sentences and simple present tense although students had started to use 

complex sentences and If-clauses on a few occasions.  

As noted above, because the nature of the activities in this stage is reviewing 

previous lessons through games, learning vocabulary or brainstorming, the 

students were not yet using an extended range of functions of languge. As seen 

in table 7.8 below, nearly all of the turns of speaking, students used the 

representative function. Sometimes they used interactional fuctions. There were 

very limited opportunities for the students to practise the other functions in this 

introduction stage. 

In sum, because the introduction stage involved reviewing previous lessons 

and introducing new lessons, the quality of the spoken language students 

produced was limited in all three aspects: lexical density (33%), syntactic 

complexity (mainly at level 1), and language functions (mainly 2 out of 7 

functions). 
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Level 1 Level 2 Level 3 Level 4

No. of 
words

Simple present, 
still making 
basic mistakes

Correct 
simple tense

1 Complex sentence, if clause. Error 

does not cause misunderstanding

2 Complex sentences. Grammar 

control

3 1

4

5

6

7

8 High degree of grammar control 

(deteminers, adjectives). Error does 

not affect meaning

9

10

11 1

12

13 2

14 2

15 2

16 2

17 2

18

19 1

20 2

21 1

Total 10/21 4/21 3/21 3/21

Table 7.7 Analysis of syntactic complexity in the introduction stage 
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Table 7.8 Analysis of language functions in the introduction stage 
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7.2.2 The practice stage 

From the practice stage of the lesson onwards, students were given a wide 

range of chances to practise the language with peers in different tasks before 

they interacted with the lecturer or presented at the front of the class. During 

this stage, students took advantage of the rich opportunitites to use English in 

the classroom. The quality of the students’ language is analysed across four 

examples.  

The first example occurred in the English Literature class. The lecturer 

provided each group with a set of pictures and requested them to rearrange the 

pictures in sequence to form a story. In a conversation between the lecturer and 

the whole class she asked them to explain their picture arrangement. 

Example 7.5: Picture sequences 

L: Can you explain your guessing for these pictures please? The first 

one. 

(1) S: Someone leaves a baby in front of the abbey … The old monks 

open the gate and see him, so they take him in, and raise him. 

L: Right … How about the next picture? What can you say about it? 

(2) S: A picture of a young monk, so maybe, this is the baby in picture 

2 … he grows up … he becomes a monk … and people love him and 

respect him. 

L: Okay, how about the next one? 

(3) S: The uniform he wears … he stands in the middle of the crowds, 

and people greet him. 

L: And what was happening in this picture? 

(4) S: In that picture, he is shocked when the person in mask removes 

the mask. 

L: But why? 
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(5) S: Because the person wears the man’s clothes, but the face is a 

woman. (CO.EC.09) 

In the second example, the lecturer organised a game of ‘bridge’. Students were 

asked to stand in front of the class in a group and read a sentence in the 

lecturer’s notes. Then each member of the group had to start to a sentence to 

create a funny story. The winner was the group which created their story in the 

shortest time. 

Example 7.6: Bridge game  

(Lecturer’s note: Lan went to the market early in the morning) 

(6) S: She want to have breakfast. Next. 

(7) S: But she don't … didn’t know what to eat. Next. 

(8) S: Eh … eh … She look around and sat down on the street to eat a 

bowl of noodles soup. Next. 

(9) S: The soup had beef and noodles, and vegetables. Next. 

(10) S: And lots of chilly. Next.  

(11) S: It was very very spicy, so she cried while eating. Next.  

(12) S: So she stand up and asked how much. But she realised she 

forgot money. Next. 

(13) S: So she sat down again. Next. 

(14) S:  

(CO.RC.06) 

In example 7.7, students were asked to watch a video clip about the Parliament 

in the UK and discover the differences between the House of Lords and the 

House of Commons. 
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Example 7.7: Finding the differences 

L: Clip of the Parliament: What are the differences between the House 

of Lords and the House of Commons? 

(15) S: I think the House of Lord is more modern than the House of 

Common. 

L: Okay, I give you some suggestions: Pay attentions to the 

decorations carefully. What else can you recognise? 

(16) S: In the House of Common, I see a few chairs, but in the House of 

Lords, there are to many chairs for people to sit. 

L: Okay. How about the colors? 

(17) S: Ah, ah, in the House of Common, the chairs are green, but in 

the House of Lords, the chairs are red. 

L: Okay, good. (CO.BC.08) 

In example 7.8, students were asked to discuss in pairs questions they were 

going to listen to in the test. Students would look at the answer options 

provided and attempt to predict the questions and the situations in the test. 

Example 7.8 

A conversation between two students to predict the questions in the 

listening test. (Words in italics appeared in the textbooks.) 

(18) S:  the 

modelling for question 1, so we do question 2). Ok, question 2, a. A 

friend picked her up … so the question can be who picked her up? Right? 

(19) S: Or how did she go there or something. In b … She drove a car, so, 

the question can be who drove the car? 

(20) S: Or what did she drive? 
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(21) S: 

right? 

(22) S: 

option we have). 

(23) S: In C, Mike gave her a lift … a lift … what does it mean? 

(24) S: Lift … gave a lift … wait …  

(25) S: Ok. So, who gave her a lift? Or what did Mike do? 

(26) S: ny questions), uhm, so, maybe how 

did she go there? Huh? 

(27) S: Uhm. Question 3, She got home late. She felt unwell. She sped, so the 

police caught her. Ah, we can ask what happened to her? Right? 

(28) S: Question 4, She called an ambulance. Mike helped 

her as the 

solution? 

(29) S: The police 

fined her. The police fined her… should be what’s the result? Right? 

Maybe it links to question 3, she sped… 

(30) S: So what’s the conversation about then? 

(31) S: Maybe … Monica went to the pub by her car, but after that, she 

 

(32) S:  … (Another option is) she went to a birthday 

party. Mike gave her a lift. Then, at the party, she eat and drink too 

much, so she felt unwell. 

(33) S: Food toxic? Food poison? 

(34) S: So Mike called a doctor. 
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The students’ language in the four examples above was also analysed for lexical 

density, syntactic complexity and language functions. The results appear in 

table 7.9 (pages 249–250). 

As seen in table 7.9, the total number of words the students produced varied 

from 1 to 29, but the fluctuations among the samples were significant reduced 

when compared to the introduction stage. While in the introduction stage 

students had produced many speaking turns of fewer than three words, in this 

practice stage they frequently produced speaker turns with up to 8 or 10 words. 

Therefore, the average word totals in this stage were double those in the earlier 

stage, resulting in a doubling of the percentage of content words when 

compared to the intrdouction stage. As a result, there was also an increase in 

lexical density from 33 per cent in the introduction stage to 39 per cent in this 

stage. 

In term of syntactic complexity, there was also a change towards a more 

condensed use of syntax, with the use of a higher number of syntactic structures 

at levels 3 and 4 in the Council of Europe classification, as shown in table 7.10 

(pages 250–251 below). 

As seen in table 7.10, nearly half the samples of the students’ spoken 

language were at level 4 of syntactic complexity and they used syntax at level 3 

many times. This is a significant difference when compared to the students’ 

language in the introductory stage, where students’ mainly used syntax 

belonging to level 1. The increase in the dimensions of lexical density and 

syntactic complexity was also accompanied by a wider use of language 

functions, as seen in table 7.11 (pages 252–253 below). 

The data in table 7.11 show that although some of the language functions 

were dominant in the activities, students had more opportunities to practise a 

range of language functions. This was another significant difference to the 



Chapter seven ~ Analysis of the students’ language 

 251 

previous stage which only limited to three language functions with the main 

practice of only one language function. 

In sum, in this practice stage, the data show a significant increase in the 

opportunities for students to practise all aspects of English: lexical richness, 

syntactic complexity, and language functions. These outcomes were achieved as 

a result of the lecturers designing of different activities and their use of 

scaffolding and sequencing. A further factor was the solid amount of time spent 

in this stage. The increased time devoted to this practice stage and the features 

of scaffolding and sequencing helped the students to engage in various 

opportunites to use meaningful language with high quality. This would be a 

crucial step for students when they reached the last stage of the lesson, the 

performance stage, which required them to perform at their highest ability of 

using the language to negotiate a particular topic. 

Number Word 
total

Content word Word 
density 

1 26 10 (leaves, baby, abbey, monks, open, gate, see, take, raise) 38%

2 29 12 (picture, young, monk, baby, picture, grows, becomes, monk, 
people, love, respect)

41%

3 16 6 (uniform, wears, stands, crowds, people, greet) 38%

4 14 6 (picture, shocked, person, mask, remove, mask) 43%

5 13 6 (person, wears, man’s, clothes, face, woman) 46%

6 5 2 (want, breakfast) 40%

7 7 2 (know, eat) 29%

8 16 7 (look, sat, street, eat, bowl, noodles, soup) 44%

9 8 4 (soup, beef, noodles, vegetables) 50%

10 4 1 (chilly) 25%

11 9 3 (spicy, cried, eating) 33%

12 14 6 (stand, ask, much, realize, forgot, money) 43%

13 5 1 (sat) 20%

14 7 2 (guess, do) 29%

15 14 6 (think, house, Lords, modern, house, Common) 43%

16 25 9 (house, Common, see, chairs, house, Lords, chairs, people, sit) 36%

17 19 8 (house, Common, chairs, green, house, Lords, chairs, red) 42%

18 12 3 (question, question,picked) 25%

19 18 4 (go, question, drove, car) 22%
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Number Word 
total

Content word Word 
density 

20 5 1 (drive) 20%

21 6 4 (drive, mean, drive, car) 67%

22 1 0%

23 4 1 (mean) 25%

24 2 0%

25 11 4 (give, lift, do, Mike) 36%

26 6 1 (go) 17%

27 8 2 (ask, happen) 25%

28 12 1 (solution) 8%

29 14 3 (result, links, question) 21%

30 6 1 (conversation) 17%

31 21 9 (Monica, went, pub, car, got, drink, overspeed, police, fined) 43%

32 25 12 (went, birthday, party, Mike, gave, lift, party, eat, drink, much, felt, 
unwell)

48%

33 4 3 (food, toxic, poison) 75%

34 5 3 (Mike, call, doctor) 60%

11.5 4.1 39%

Table 7.9 Analysis of lexical density in the practice stage 

Number Level 1 Level 2 Level 3 Level 4

1 Simple and compound 
sentences. Correct simple 
present.

2 Simple and compound 
sentences. Correct simple 
present.

3 Simple and compound 
sentences. 

4 Compound sentence, 
linking words, simple 
present with error

5 Complex sentence, linking 
words, simple present with 
error

6 Simple sentence. 
Simple present 
with error

7 Simple sentence. Simple 
past. Self correction

8 Compound sentence. 
Basic mistakes

9 Simple sentence. Correct 
simple past

10 Phrase 
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Number Level 1 Level 2 Level 3 Level 4

11 Complex sentences. Correct 
simple past

12 Simple and complex 
sentences. Simple past with 
error

13 Simple sentence. Simple 
past.

14 Complex sentence, simple 
future

15 Comparative. Simple 
present

16 Compound sentences

17 Compound sentences

18 Complex sentences. Simple 
past

19 Complex sentences. Simple 
past

20 Simple past. Simple 
sentence

21 Simple sentence. 
Simple past with 
mistake

22 1 word

23 Simple sentence. 
Simple present

24 2 words

25 Simple sentence. Simple 
past

26 Simple sentence. Simple 
past

27 Complex sentence. Simple 
past

28 Complex sentence. Simple 
past. Self-correction

29 Simple present. 
Simple sentence

30 Simple present. 
Simple sentence

31 Compound sentence. 
Simple past

32 Simple & compound 
sentence. Simple past

33 Phrase 

34 Simple sentence. Simple 
past

4/34 5/34 9/34 16/34

Table 7.10 Analysis of syntactic complexity in the practice stage 
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3/34 9/34 16/34 4/34 9/34 17/34 18/34

Table 7.11 Analysis of language functions in the practice stage 

7.2.3 The performance stage 

Based on lecturers’ lesson structure, in this performance stage students were 

expected to demonstrate their best performance in producing language based 

on the lesson content. The three examples below were chosen from among 

students’ work in this performance stage. The three examples are a role play, a 

conversation between a lecturer and a student, and two students talking in front 

of the class. Results of the language analyses show that the students achieved 

among the highest levels of lexical richness in this stage. In addition, they 

produced a variety of sentence structures and types to fully express their 

messages. 
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Example 7.9 was a role play in a Listening class. The topic of the lesson was 

‘health and fitness’. In the performance stage, the lecturer asked the students to 

work in groups to create a role play related to the lesson topic and to then 

present their role play to the class. Four groups created four unique situations 

for their role plays. Example 7.9 was performed by group 2.  

Example 7.9: Role play (girls meeting at a beauty salon) 

1. Receptionist: Good afternoon, madam. How can I help you 

today? 

2. Woman 1: Hello. I’d like to have a facial treatment. 

3. Receptionist: Okay, please have a seat at the sofa over there. 

We’re having two customers do facial treatment now. So, 

maybe you’ll have to wait around 20 minutes. Is that okay for 

you? 

4. Woman 1: Okay, I’ll wait.  

5. Receptionist: Thank you, madam. We have lots of magazines 

over there for you to read while you wait. 

6. Woman 1: Thank you, but I’ll surf Facebook. 

7. Receptionist: Good afternoon madam. How can I help you 

today? 

8. Woman 2: Ah, I want to straighten my hair. 

9. Receptionist: Please have a seat over there. My boss will do it 

for you in 10 minutes. 

10. Woman 2: Thank you very much. 

11. Woman 2: Oh, Trang, what a nice surprise. What are you doing 

here? 



Chapter seven ~ Analysis of the students’ language 

 257 

12. Woman 1: Oh, Minh. I’m waiting to have a facial treatment. 

How about you? 

13. Woman 2: I want to strengthen my hair. 

14. Woman 1: Strengthen your hair? Your hair looks good, why 

you need to do that? People say it will make your hair fall, 

broken, and thin. 

15. Woman 2: I know, but I want to change my hair style for some 

months. I’ll try to eat more nutrition to avoid to lose hair. 

16. Woman 1: Yes, exactly. Enough nutrition is good for our skin 

and hair. Like me, I didn’t eat vegetables for long time, so my 

skin now is terrible, you see? Very dark, dry, and acnes. 

17. Woman 2: I can see that, but it not terrible. Some people can’t 

eat vegetables, just like me dislike sea food. 

18. Woman 1: Oh, really? But sea food have lots of good vitamin 

for our health. 

19. Woman 2: Yes, I know, but … 

20. Receptionist: Thanks for waiting madam. My boss is going to 

do strengthening hair for you. Please go over there. (CO.LC.10) 

In example 7.10, the lecturer invited a student who had previously prepared a 

role play with a class mate to have a conversation with the lecturer about 

healthy meals. In interacting with the lecturer, the student was obliged to adapt 

the situation according to her lecturer’s questions. This meant that the student 

was not able to draw on all the material she had prepared with her peer. What 

the student produced was not semi-scripted, but original communication. 

Example 7.10: Perspective about food (from a Reading class) 

The lecturer invited a student to stand up and answer her questions. 
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L: Now, I’d like you to remember about the meal gain, and tell me, is 

this meal healthy according to your opinion? 

(21) S: No, I don’t think that meal is healthy. 

L: Can you explain please? 

(22) S: In the morning, they just have very light breakfast like cereals, 

or a cup of coffee, yoghurt. Their main meals usually have just meat 

and little vegetables, not like meals in Vietnam. The time they have 

dinner also late, from 6pm. 

L: So how do you think a healthy meal would be? 

(23) S: Like in Vietnam, must have rice, meat, vegetables, and soup 

together. 

L: Why is that? 

(24) S: Because it has different nutrition, not just fat … And dinner 

should be before 6. 

L: Thank you, very good. But you should remember that the 

differences in culture. They don’t always have rice as we do, and they 

begin to work from 8 or 9 am. But we begin at 6.45 am … Many 

differences. (CO.RC.07) 

In example 7.11, two students from two different groups were invited to 

exchange opinions with one another about the story of Hamlet. As the two 

students in this conversation belonged to two different groups, they had not 

prepared with each other before presenting in front of the class, so their 

conversation was spontaneous. 

Example 7.11: Discussing Hamlet 

Two students in two different groups were invited to speak in front of 

the class (after discussing in their pairs) 
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25. S1: Hi An. I’m very curious to know how you feel about the 

lesson today? 

26. S2: Hi Linh. I think the story has lots of difficult words, but the 

plot is quite interesting. So, yes, I like this story. How about you? 

27. S1: I agree that the story has too many difficult words. I don’t 

like this story because the ending is so sad. So if you were Hamlet, 

would you take a revenge as he did? 

28. S2: Yes, sure. In his position and situation, I think he had no 

choice. How about you? 

29. S1: I agree. So in your life, is there someone cheats and do bad 

things with you? 

30. S2: Yes, I have a few. 

31. S1: Can you give an example? 

32. S2: I used to have a friend, one of my closest friends. At that 

time I know she badly need a part time job, so I introduce her to 

meet the manager assistant to apply for the job. But after she got 

the job, she started to talk bad things about me with others. 

33. S1: Oh, no. that’s so bad. So what did you do? Did you do 

anything to teach her a lesson? 

34. S2: No, after I know how she treated me, I stop talking to her. I 

believe how I am, people will see when they work with me. How 

about you? Do you have something similar? 

35. S1: Not really, just a roommate in the boarding house, she 

borrowed my money, but didn’t pay back. I also didn’t remind her, 

but the bad thing is, she moved out when I wasn’t home to escape 

me, run away from me. 

36. S2: Eh … Is that big money? 



Chapter seven ~ Analysis of the students’ language 

 260 

37. S1: Not big, not much. But I felt sad for many days because I 

think my kindness was put in the wrong place. My mother … 

L: Okay, time’s up. Thank you. Well done. Who’s else? (CO.EC.14) 

Example 7.12 occured in the English teaching method class. Each group was 

asked to create a poster for a micro teaching and then present it to the class. 

This activity called for students to talk for quite a while to explain the posters, 

followed by interactions with classmates when they were asked questions about 

their posters. In presenting their posters, students did not use any notes. They 

looked only at the lesson plans displayed on the posters. In addition, the 

questions were raised only after the presentation, so the interaction was also 

spontaneous, not semi-scripted. 

Example 7.12 Presenting posters for micro teaching 

S1: Good afternoon everyone. My name’s Linh. I’m from group 2. My 

group choose a lesson in grade 8, My friend, teaching speaking skill. 

To warm up the class, I’ll let the class to brainstorm all of adjectives to 

describe body built and hair. In this step, I’ll provide more vocabulary 

for them. After that, I’ll show picture of Mary, and ask: What colour is 

her hair? My students will say: blond. I’ll say: Mary’s hair is blond. She 

has blond hair, and I’ll introduce the first new structure. After that, I’ll 

ask: Is she tall? Is she big? My students will say no. So, I’ll introduce 

the next structure. After that, I’ll show 6 pictures on the board, and ask 

the class to work in pair and describe one picture. Then, I’ll invite 

some students to talk in front of the class. Finally, I’ll let the class play 

a game, Find someone who. That’s the lesson plan of my group. Do 

you have any questions for my group? 

(38) S2: What vocabulary will you give your students? 

(39) S1: For example, skinny, slim, straight, curly etcetera. 

(40) S3: Why don’t you give a picture of a Vietnamese student? 
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(41) S1: Because the new structure in the book is blond hair. 

(42) S4: The second structure you teach is S BE Adj, but you ask them 

is she tall, is she big, how can your students understand? 

(43) S1: Ah, I will … eh 

understand what I say. 

(44) S5: Can you tell something about the game ‘Find someone who’? 

(45) S1: I’ll give them a small paper. I’ll ask them to walk around the 

class and find people with the adjectives I give. 

(46) S6: But they can sit, look, and write down, don’t talk. 

(47) S1:  … (Hold on, let me ask 

my group) (CO.MC.03) 

Table 7.12 shows my analysis of lexical density in these four examples of data in 

the performance stage. 

As shown by table 7.12, in this stage the students produced a significantly 

larger total number of words. The number of occasions on which students spoke 

only one or two words disappeared, and the shortest utterance students 

produced was now three words. In addition, there were many occasions on 

which students produced more than 15 words in a speaking turn, and 

sometimes they produced as many as 41 and 53 words. The amount of content 

words in their language also increased, resulting in an improvement in word 

density. When we compare the three lesson stages, we see that in this 

performance stage the total word count, number of content words and word 

density was the highest among all stages, reaching 16, 8.8. and 41 per cent 

respectively. 

Because of the increase in the total word count in this stage, the level of 

syntactic complexity in the students’ spoken texts was also clustered in the 

higher levels in comparison with other two stages, as shown in table 7.13. 
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# Word 

total

Content word Word 

densit

y

1 9 4 (good, afternoon, madam, help) 44%

2 8 4 (would like, have, facial, treatment) 50%

3 31 11 (have, having, seat, sofa, customers, facial, treatment, wait, minutes, 

okay)

35%

4 3 1 (wait) 33%

5 17 7 (madam, thanks, have, lots, magazine, read, wait) 41%

6 6 3 (thank, surf, Facebook) 50%

7 9 4 (good, afternoon, help, madam) 44%

8 7 3 (want, strengthen, hair) 43%

9 16 5 (have, seat, boss, do, minutes) 31%

10 4 2 (thank, much) 50%

11 11 4 (Trang, nice, surprise, doing) 36%

12 12 5 (Minh, waiting, have, facial, teatment) 42%

13 6 3 (want, strengthen, hair) 50%

14 24 14 (strengthen, hair, hair, looks, good, need, do, say, people, make, hair, fall, 

broken, thin)

58%

15 24 13 (know, want, change, hair, styles, months, try, eat, more, nutrition, avoid, 

lose, hair)

54%

16 33 15 (enough, nutrition, good, skin, hair, eat, vegetables, long, time, skin, 

terrible, see, dark, dry, acnes)

45%

17 19 7 (see, terrible, people, eat, vegetables, dislike, seafood) 37%

18 13 6 (seafood, have, lots, good, vitamin, health) 46%

19 3 1 (know) 33%

20 18 8 (thanks, waiting, madam, boss, do, strengthening, hair, go) 44%

21 8 3 (think, meal, healthy) 38%

22 41 20 (morning, have, light, breakfast, cereals, cup, coffee, yoghurt, main, meals 

have, meat, little, vegetables, meals, Vietnam, time, have, dinner, late)

49%

23 14 6 (Vietnam, have, rice, meat, vegetables, soup) 43%

24 14 5 (has, different, nutrition, fat, dinner) 36%

25 14 5 (An, curious, know, feel, lesson) 36%
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# Word 

total

Content word Word 

densit

y

26 26 11 (Linh, think, story, lots, difficult, words, has, like, plot, interesting, story) 43%

27 34 14 (agree, story, has, many, difficult, words, like, story, ending, sad, Hamlet, 

take, revenge, did)

41%

28 16 6 (sure, position, situation, think, had, choice) 38%

29 16 6 (agree, life, cheats, do, bad, things) 38%

30 5 1 (have) 14%

31 5 2 (give, example) 40%

32 53 21 (used, have, friends, closest, friend, know, need, part time, job, introduce, 

meet, manager, assistant, apply, job, got, job, started, talk, bad, things)

40%

33 19 5 (bad, do, do, teach, lessson) 26%

34 34 10 (know, treated, stop, talking, people, believe, see, work, have, similar) 29%

35 41 13 (roomate, boarding, house, borrowed, money, pay, remind, bad, thing, 

moved, wan’t, escape, run)

32%

36 4 2 (big, money) 50%

37 24 12 (big, much, felt, sad, many, days, think, kindness, put, wrong, place, 

mother)

50%

38 7 3 (vocabulary, give, students) 43%

39 6 5 (example, skinny, slim, straight, curly) 83%

40 10 4 (give, picture, Vietnamese, student) 40%

41 10 5 (new, structure, book, blond, hair) 50%

42 21 8 (structure, teach, is, ask, tall, big, students, understand) 38%

43 5 2 (understand, say) 40%

44 10 3 (tell, game, find) 30%

45 22 10 (give, small, paper, ask, walk, class, find, people, adjective, give) 45%

46 10 4 (sit, look, write, talk) 40%

47

Avg

e.

16 8.8 41%

Table 7.12 Analysis of lexical density in the performance stage 
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No. Level 1 Level 2 Level 3 Level 4

1 Simple sentence. Simple 

present.

2 Simple sentence. Simple 

present.

3 A series of simple 

sentences. Simple 

present, simple future, 

present continuous.

4 Simple sentence. Simple 

future

5 Compound sentence.

Simple present.

6 Simple sentence. Simple 

future

7 Simple sentence. Simple 

present.

8 Simple sentence. Simple 

present.

9 Simple sentences. Simple 

present, simple future

10 Phrase 

11 Simple sentence. 

Exclaimation. Present 

continuous.

12 Simple sentence. Present 

continuous.

13 Simple sentence. Simple 

present.

14 Simple and complex 

sentences. Simple 

present, simple future

15 Simple and compound

sentences. Simple 

present, simple future

16 Simple and compound 

sentences. Simple 
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No. Level 1 Level 2 Level 3 Level 4

present, simple past.

17 Compound and complex 

sentences. Simple 

present, simple past

18 Simple sentence. Simple 

present.

19 Simple sentence. Simple 

present.

20 Simple sentences. Simple 

present, be going to

21 Simple sentence. Simple 

present.

22 Simple sentences. Simple 

present

23 Phrase 

24 Simple sentence. Simple 

present.

25 Complex sentence. 

Simple present.

26 Compound sentence.

Simple present, simple 

past.

27 Complex sentence.

Simple present, if clause

28 Compound sentence. 

Simple present

29 Simple and compound 

sentences. Simple 

present.

30 Simple sentence. Simple 

present.

31 Simple sentence. Simple 

present.

32 Simple, compound and 

complex sentences. 

Simple present, used to, 
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No. Level 1 Level 2 Level 3 Level 4

simple past

33 Simple sentences. Simple 

present, simple past

34 Simple and complex 

sentences. Simple 

present, simple future

35 Compound sentences.

Simple past

36 Simple sentence. Simple 

present.

37 Complex sentence.

Simple past

38 Simple sentence. Simple 

future

39 Phrase 

40 Simple sentence. Simple 

present.

41 Complex sentence. 

Simple present

42 Compound sentences. 

Simple present

43 Simple sentence. Simple 

future

44 Simple sentence. Simple 

present.

45 Simple and compound 

sentences. Simple future

46 Simple sentence. Simple 

present.

Tot

al 

3/46 15/46 15/46 13/46

Table 7.13 Analysis of syntactic complexity in the performance stage 

As seen in table 7.13, in this performance stage, students had opportunities to 

draw on a wide range of syntax. It was rare that their spoken texts used 
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syntactic patterns belonging to level 1. However, the table showed that the 

syntactic complexity of the students’ structures fell almost equally into levels 

two, three and four. Students were producing many compound and complex 

sentences and were drawing on grammatical features such as simple future, 

simple past, if clauses, be going to or used to. 

Similar to the practice stage, in this performance stage, students had 

opportunities to practise a wide range of language functions more frequently 

than in the introduction stage. In particular, students were regularly expressing 

functions that they had rarely used in the previous two stages, as shown in table 

7.14. 

As seen in table 7.14, students produced language expressing a wide range 

of language functions. Three functions that had been rarely used in the previous 

stages—i.e. the personal, heuristic and imaginative functions—were used 

increasingly in this stage. This reflects the fact that the lecturers had designed 

activities such as role plays, in which students were able to share and discuss 

different opinions and life events. 

In summary, this section has presented data to evaluate the quality of the 

students’ spoken language in terms of lexical density, syntactic complexity and 

language functions. When assessing the quality of students’ language 

productions across these three stages, the study found that there was a regular 

increase in the opportunities available for students to use the L2 to create 

meaningful interactions in the classroom. In particular, the lecturers designed a 

wide range of communicative activities that scaffolded students to progress in 

their language use. Activities prompted students to increase the lexical density, 

syntactic complexity and range of language functions they drew on. Students 

were prepared for these activities, with the lecturers bridging between the 

content in the textbooks and the extended activities that students created on 



Chapter seven ~ Analysis of the students’ language 

 268 

their own in the performance stage. This allowed students to produce in the 

performance stage spoken language of the highest quality among three stages. 
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7/46 8/46 16/46 23/4
6

15/46 19/46 27/46

Table 7.14 Analysis of language functions in the performance stage 

7.3 Use of Vietnamese 

In this study, the data obtained from student questionnaires, observations, 

focus groups, transcriptions and interviews showed that students worked with 

their peers in two different types of activities that affected Vietnamese use. First, 

students sometimes worked together to prepare tasks without supervision. 

Second, students worked with their peers to present the results of these tasks in 

front of the class under supervision. In other words, there were two types of 

student-centered activities: peer-to-peer preparation and student presentations. 

English was used mainly in the former type of activity (peer-to-peer), and 

English only was used in the latter (presentations). The students’ Vietnamese 
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was used to mediate English occurred, when the students were unsupervised in 

preparartion activities. The use of Vietnamese allowed them to work effectively 

in the zone of proximal development. In addition, Vietnamese proved to be an 

effective tool to assist them to complete the tasks. It was also through the use of 

Vietnamese that the students revealed their social backgrounds.  

7.3.1 Spaces for using Vietnamese  

Students at Ka Diep College have a diversity of language backgrounds (Viet, 

Khmer and Hoa). This study was therefore interested in investigating the use of 

Vietnamese in the classroom. It should be noted that in the Vietnamese 

educational system, Vietnamese is considered the only official L1 at schools. 

Therefore, for the Khmer students and a few of the Hoa students, Vietnamese is 

their second language, and English is their third. However, because of the 

regulation, students from these ethic groups must use Vietnamese when at 

college. 

To investigate the use of Vietnamese in the classroom, firstly students were 

surveyed about their frequency of Vietnamese and English in pair and group 

work. The survey results showed that the majority of students (81%) admitted 

that they tended to use mainly Vietnamese when discussing in pairs and groups 

and provided answers in English when they spoke in front of the class.  

Secondly, drawing on my classroom observations, the results showed that 

students mixed between Vietnamese and English when they worked together. 

That is, they did not in fact mainly use Vietnamese in these activities but used 

both languages because they needed to note down English expressions for their 

presentations. Students always used English to respond to lecturers as well as to 

present in front of the classes.  

Thirdly, this bilingual use in preparation but not in presentations was 

confirmed through data from the focus group and interviews with lecturers. In 
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the focus group, all the Kinh students agreed that they commonly mixed 

Vietnamese and English together. One student said: 

I think it’s very natural because Vietnamese language is in our blood, 

so whenever we discuss anything, we always mix English and 

Vietnamese like that. (FG.15) 

This student’s comments reveal an interesting conflict because if the Vietnamese 

language was ‘in their blood’, how would the second major group of students, 

the L1-Khmer students, use Vietnamese? A representative of the Khmer 

students in the focus group reported that although they had all been born in 

Vietnam and attended Vietnamese schools, they had been brought up speaking 

Khmer at home and used Khmer to interact in their community and they 

watched and listened to Khmer entertainment. In other words, these students 

processed almost everything in their minds in Khmer first. Then, they 

translated these thoughts into Vietnamese when working with Kinh peers, and 

presented in English in front of the class. The Khmer student in the focus group 

also informed me that there were some occasions on which they did not need to 

think in Khmer first because many Vietnamese words were borrowed from 

Khmer and vice versa.  

The information from this Khmer student indicates that, due to the language 

policy at Ka Diep Teacher Training College, Khmer students used the Khmer 

language sub-vocally as a tool of mediation for Vietnamese, and Vietnamese 

was a bridging language for English. In other words, their real L1 was crucial in 

the learning process, but this was not acknowledged or supported by the 

context. Hoang (2017) reported that although the population of the Khmer 

community was substantial, especially in the MeKong Delta, the Khmer 

language has been taught mainly in Khmer pagodas, and sometimes in special 

senior secondary schools for Khmer students. However, these senior secondary 

schools were allowed to reduce the number of Vietnamese language programs, 
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so only Khmer students who tend to drop out Vietnamese schools for various 

reasons would attend those schools. Therefore, although Khmer language use is 

important for Khmer students, its use is restricted to communication within 

families and communities. 

A second reason for the use of Vietnamese was the language policy of the 

lecturers, as noted in chapter six. During an interview, when I asked one of the 

lecturers about her feelings towards the students’ use of Vietnamese, she said: 

Although lecturers always ask the class to speak English with each 

other, they tend to mix Vietnamese with English when they work in 

groups or pairs. If they recognise I’m going near their tables, they’ll 

speak in English, but as soon as I move to another group, they mix 

Vietnamese and English again. First, I was annoyed a bit, but later, I 

think it was fine as long as they could speak English fluently in front 

of the class. (IL.19) 

These comments indicate that lecturers understood the situation of the students’ 

diverse language backgrounds and recognised that use of Vietnamese among 

peers was neccessary to allow the students to prepare in terms of language 

fluency, complexity and accuracy. Lecturers therefore tolerated the use of 

Vietnamese happening.  

In sum, the use of Vietnamese occurred only in peer-to peer-preparartion 

activities, when students were working without supervision. The level of 

Vietnamese in the classroom depended on whether students continued to be 

supervised in passing or not. As the lecturer quoted above pointed out, when 

students were talking to one another, if they noticed that the lecturer was 

moving close to them, their discussion would be completely in English; when 

they were not being observed, they would mix Vietnamese and English. The 

lecturers noticed these changes but tolerated them because they understood the 

value of Vietnamese to students. However, as students had to ultimately 
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perform and respond in English, they did not only—or even mainly—use 

Vietnamese when working together. The lecturers’ language policy and the 

requirement of tasks meant that students only used Vietnamese when working 

in groups or pairs. 

7.3.2 Functions of Vietnamese 

As noted above, the use of Vietnamese occured for peer-to-peer preparartion 

activities, but how Vietnamese language functioned in their conversations? The 

data in the observations and focus groups showed that Vietnamese was used 

effectively in three ways: pedagogic, cognitive, and affective. 

With the assistance of Vietnamese as a pedagogical tool, students had their 

own strategies to overcome the barriers to complete the tasks effectively to 

present in English. In the focus groups, a Kinh student representative said: 

I think it’s very logical to mix L1 and L2 because, as you see, the time 

for an activity is just for three minutes maximum, if we try to think to 

discuss in English, we can never complete the task on time, so we 

often talk mainly in Vietnamese, but we take key notes in English to 

present. (FG.16) 

This student’s comments show that the students had very little time to work 

together without supervision in preparing tasks. The time restrictions inhibited 

students from using English during peer discussions. It took too long for them 

to discuss things completely in English. As a result, they chose to use 

Vietnamese as a pedagogical tool to overcome this time barrier because 

Vietnamese was the mother tongue for some students and a familiar second 

language for others. They therefore processed ideas faster than in English. After 

that, they took note in English in order to present in English in front of the class. 

But how did this process really unfold? The following two data excerpts taken 

from the analysis of the transcript of an English Literature class and British 

Culture class would illustrate this point. 
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In an English Literature class, after playing a video clip of Shakespeare’s life 

for the class to take notes, the lecturer gave the students two minutes to work in 

pairs to compare their notes. After that preparation, she was intending to invite 

some students to share their notes in front of the class. Example 7.13 is part of a 

conversation observed between two students. 

Example 7.13 Excerpt from peer-to-peer conversation  

The students were both native speakers of Vietnamese 

(What did you note in 

the clip?) 

 … children 

(When he was born … children …wife, and pass 

away. And you?) 

 … time live in London 

 … (I had the names 

of famous work … time live in London … other parts were too fast to 

listen to and take note) (CO.EC.09) 

In the conversation above, we see that under the time pressure, the two 

students mixed between Vietnamese and English, but their Vietnamese 

comments contained all the important messages for processing the information, 

which sped up the conversation needed to complete the task. For example, the 

students used Vietnamese to check ‘What ideas?/The date he… The date… 

What about you?/Additional detail of name… Others were too fast… Couldn’t 

catch…’. The use of Vietnamese allowed for a faster interaction. Thus, the 

shared L1 worked as an affective tool, which enabled the students to save time 

and manage the time restriction. On the other hand, English was used to note 

the key terms in the lesson, which enabled the students to prepare to present in 

front of the class accurately. The students also sometimes used English to while 
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discuss the video because some English words were so familiar to them that 

they used those words frequently as borrowed words. 

In examples 7.12 and 7.13, most of the words in English were key vocabulary 

about the lesson. However, ‘note’, ‘clip’ and ‘take note’ were always used 

among these students in English because these words were so common. In 

general, on the one hand, the use of Vietnamese in these examples helped 

students work effectively, releasing them from the time pressure. On the other 

hand, by keeping the key words of the lesson in English, students were more 

able to respond to their lecturers fluently and accurately if they were invited. 

Similarly, when given five minutes to work in groups to discuss the role of 

laws, student teachers were found to use Vietnamese as a pedagogical tool to 

save time, to seek agreement about what to present in front of the class, to assign 

jobs among the groups and to negotiate procedures to do the task. English was 

used to mention to key terms in the lesson, as shown in example 7.14. 

Example 7.14: A discussion about the role of laws 

i, vai tr

 nghe. (Okay, let’s do it, let’s do it. 

Take a piece of paper to note down main ideas what we discuss. ) 

 

country, prevent criminals… (The idea is …) 

Student C: Prevent hay Limit ta ? Criminals hay crimes

 … (… or… or…? Let me look it up) 

correct. What else?) (CO.BC.10) 

In example 7.14, all of the crucial messages to process the information were 

mainly in Vietnamese, such as assigning jobs to members and organising what 

should be talked about first. In addition, when a member showed the group 



Chapter seven ~ Analysis of the students’ language 

 276 

that he was uncertain about word choice and wanted to double-check it in the 

dictionary, another member suggested leaving the correction for the lecturer so 

that the preparation could move on. All these messages were crucial in helping 

the whole group move on to complete the task, and the use of Vietnamese was 

extremely important. On the other hand, students used English to mention key 

terms from the lesson about British Laws such as ‘laws maintain the order and 

stability of a country, prevent criminals, must follow the laws strictly’. 

Another significant use of Vietnamese in example 7.14 was to solve a 

semantic problem, i.e. using the language as a cognitive tool. This occurred in 

the last sentence of the conversation: 

Student C: Student teacher ? Ah, must follow the laws strictly 

because we’re going to be teachers, teachers thì …  cho 

students …  

The Vietnamese word in bold has two meanings: to be a mirror (denotation), 

and to be a virtual model for someone (connotation). While discussing what 

student teachers must do to follow laws, the student may have realised that the 

denotation meaning of ‘mirror’ did not fit with the overall message she wanted 

like to convey. She therefore quickly switched into Vietnamese, m 

 

In addition to the use of Vietnamese as a pedagogic and cognitive tool, 

students also used is as an affective tool in the conversation, particularly when 

collaborating among friends. The following conversations occurred in the 

Pronunciation class. The lecturer had organised the game ‘slap the board’. She 

invited students from different groups to stand in front of the chalkboard, listen 

to the word she read and slap their hand on that word. The conversation in 

example 7.15 showed that when students felt eager and completely emerged in 

the playful atmosphere, they automatically used Vietnamese.  
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Example 7.15: A game of ‘slap the board’ 

The lecturer wrote a list of words in different positions (full, fool, but, 

boot, road, rude).  

Lecturer: I need two people from group A and two people from group 

B.  

Class: 

laughed) 

S:   

Lecturer: Quang and Lan please.  

Class: 

the board)). 

Lecturer: Let’s start.  

Class:  

Lecturer: But. (boys slapping) 

The female student at the chalkboard: 

said: My turn, step out a bit). male 

student changed places with the girl and said: My palm was painful 

due to the strong slap) 

Lecturer: Road.  

The male student slapped on ‘full’, but his supporters cried loudly: 

 

The male student was confused and turned back to his group: Nghe rõ 

’. 

What is the other word to slap on?) 

Lecturer: Boot.  

Class:  
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Lecturer: Last one … 

Class: 

led like that, he’ll slap another 

word next autumn (it will take him forever to slap)). 

Lecturer: Rude.  

The male student slapped on the word ‘Road’. All of his group 

laughed loudly and slapped on the tables. 

The male student looked at his friend and realised his friend got the 

righ

is the right one?) 

rassing, come back to 

your seat, come back). (CO.PC.14) 

This conversation shows that Vietnamese was used as an affective tool for 

solidarity and collaboration. The use of Vietnamese facilitated easy interactions 

among the students and developed team work. In addition, the conversation 

above also demonstrated the language policy in the classroom again, which was 

that the lecturers avoided using Vietnamese in the classroom. Whenever 

students spoke in Vietnamese, even in front of her while playing games, the 

lecturer accepted their use of Vietnamese, but she always used English to 

moderate the game right until the end. 

A further aspect of the use of Vietnamese as an affective tool was when 

students naturally used registers of Vietnamese among friends which revealed 

their personal backgrounds and their closeness with friends in the group. 

Vietnamese speakers can draw on a wide range of registers to address people, 

depending on their social relationships, family backgrounds, levels of formality 

or attitudes towards others. The use of particular registers in Vietnamese means 
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that many details about the speakers’ personal backgrounds can be inferred. 

This point emerged in this study when students used Vietnamese in their code 

switching in examples 7.13 and 7.14 above.  

In the conversation in example 7.13, students’ personal backgrounds were 

revealed through the use of personal pronouns when the students 

communicated with one another: b n (you) and tui (I). In Vietnamese culture, 

when two people of the same age talk to one another, the formal and most 

common pronouns used are ‘b n’/‘c u’ (you) and ‘tôi’/‘t ’ (I) instead of ‘tui’. 

Although both ‘tôi’ and ‘tui’ have the same meaning as ‘I’, the latter implies the 

identity of the speakers. First, it is a dialectal form, used only in the southern 

region of Vietnam. Second, it is used commonly in rural areas of the south, 

where farming is the main means of livelihood. Third, it is used only when two 

speakers are more than acquaintances. Therefore, the use of Vietnamese in 

example 7.13 reveals that: (i) the two students were closer than mere 

acquaintances; (ii) one student was born and raised in a farming family; and (iii) 

that student’s home town was in the south of Vietnam. 

However, the use of Vietnamese in the conversation in example 7.14 

revealed something a little different from example 7.13. In example 7.14, the 

male student referred to himself as ‘tao’ (I) and referred to the female students as 

‘mày’ (you). In Vietnamese culture, the standard ways for a male to address a 

female are to say her name if the speaker knows it or to use the pronoun ‘b n’. 

However, although the boy used her name, ‘Nhung’, he did so to indicate the 

specific person he was talking to and assigning the work to do. In addition, the 

pair of words are typical pronouns of the southern region of Vietnam, and they 

are only used when people in the conversation are extremely close or have been 

good friends for a long time. If a person employed these pronouns in a 

conversation with people he/she was not close to, the speaker would be 

considered very rude and uneducated. If these two registers are used 
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inappropriately, they have potential to cause a misunderstanding by implying 

that the speaker is angry with the listener. Therefore, the use of Vietnamese in 

example 7.14, indicates that: (i) the male and female students were very close to 

each other; and (ii) both of them reside in the south of Vietnam. 

In brief, this section has presented the ways in which students used 

Vietnamese as a cognitive, affective and pedagogical tool in the classroom. 

Students used Vietnamese as a cognitive tool to put into their familiar language 

words they did not know in English. They used Vietnamese as an affective tool 

to facilitate easy interactions among peers, develop team work and reveal their 

personal backgrounds. They used Vietnamese as a pedagogic tool to overcome 

the time constraints and to complete set tasks on time. 

7.4 Summary 

This chapter has presented an analysis of the opportunities students had to 

communicate given the lesson structures. The analysis showed that this 

structure allowed students to progress in both the quantity and quality of their 

language production. Through the lecturers’ scaffolding and sequencing of 

lesson content, students were given more space than that taken up by the 

lecturers’ talk for the meaningful use of language. The majority of the students’ 

language production occurred during student practice and preparation 

activities, which played important roles to the quality of their output. The 

quality of their output, measured through analyses of lexical richness, syntactic 

complexity and language functions, also showed that students used English at a 

high level, indicating a rich language environment in the classrooms. This 

chapter also investigated code switching in the classroom. Analysis showed that 

although the lecturers always used English, consistent with their classroom 

policy, the students did mix languages at times. The students’ use of 

Vietnamese (even by non-native Vietnamese students) showed that Vietnamese 

played an important role in their English learning, with Vietnamese used 
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effectively as a cognitive, affective and pedagogic tool. The next chapter 

presents the final discussion of the study results overall and outlines its 

limitations and recommendations for further research.  



 

Chapter eight 

 
Discussion, conclusions and 
recommendations  

 

In chapters four to seven I have presented the findings of the research at Ka 

Diep College. Chapter four described the impact of social and cultural factors 

on the teaching and learning at this college. Chapter five reported on the 

problem of the Western textbooks used at the college and reviewed the 

lecturers’ decisions to incorporate supplementary material to overcome the 

problems. Chapter six described the scaffolding and sequencing through which 

the lecturers structured and deployed the supplementary materials to provide 

maximal assistance and opportunities for students to use English meaningfully 

in the classroom. Chapter seven presented and analysed the outcomes of these 

adaptive strategies, focusing on the quantity and quality of the students’ 

language production. In addition, the study found that Vietnamese (the L1 for 

most, but not all, of the students) played an important role in assisting students’ 

learning in the classroom. 

This chapter discusses the findings by addressing each of the research 

questions posed in chapter three of this study. The chapter also highlight sthe 

potential contribution of this study to the field of English language teaching, 

particularly in Asian contexts, and carefully considers the limitations of this 

study. The chapter concludes with recommendations for educational policy and 

future research.  
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8.1 Discussion 

This section discusses the findings in response to the study’s four research 

questions: 

1. How do lecturers at the college articulate their interpretation of 

communicative language teaching as a methodological framework? 

2. How are these interpretations manifested in classroom practices? 

3. What are the outcomes of this localised response to communicative 

language teaching in terms of the quality and quantity of student use of 

English in the classroom? 

4. How does this practice account for the balance between the need for 

meaningful communication and the students’ use of Vietnamese in the 

classroom? 

8.1.1 Research question 1: How do lecturers at the college articulate their 
interpretation of communicative language teaching as a methodological 
framework? 

This research question targeted the lecturers’ understandings of communicative 

language teaching and their dispositions towards the method. Findings on this 

question were presented in chapter four (background information about social, 

cultural, and political factors impacting on teaching and learning) and five 

(teaching materials).  

The results showed, first, that all the lecturers and the majority of the 

students were positively disposed towards communicative language teaching. 

In chapter four, 88 per cent students reported that communicative language 

teaching would be the most effective way for them to learn English, and 82 

percent of them confirmed they would apply this teaching approach after their 

graduation. For lecturers, in chapter five, they showed their strong belief that 

communicative language would be the effective way to overcome the 

deficiencies of current textbooks and help students improve English learning. 
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These findings support that of other studies such as those by Chang (2011), 

Rahini and Naderi (2014), Mai and Iwashita (2012) and Hsu (2015). This positive 

disposition contributed to the lecturers’ motivation to implement 

communicative language teaching in their classroom. This result contrasts with 

findings of many studies in the Asian region. For example, Neau (2003) found 

that although communicative language teaching was strongly encouraged in 

Cambodia, it was only used in urban centres because the grammar translation 

method was still preferred. In the Vietnamese context, many studies have 

reported that communicative language teaching is not often used (Pham, 2007; 

Nguyen & Franken, 2010; Bao, 2014; Nguyen, 2014; Nguyen, 2015). Preference is 

given to the grammar translation method, which is believed to be more useful at 

tertiary level given the need for students to acquire a vast amount of knowledge 

in a limited time (Pham, 2011; Vo, 2013). The results in this study show, from a 

political perspective, the powerful impact of Vietnamese national educational 

policy on the lecturers. Their positive disposition towards communicative 

language teaching related to the methods by which their English qualifications 

were assessed. Achieving successful results in these assessments directly 

impacted on both their professional and personal lives. Keeping their jobs 

means they can maintain their lifestyle.  

Given these impacts, it is understandable that lecturers at Ka Diep College 

would be positively disposed towards communicative language teaching. This 

is despite the fact that they are teaching in a rural area where numerous barriers 

limit their ability to apply the method. Barriers include the lack of training and 

teaching materials. As noted earlier, the lecturers at Ka Diep College had been 

trained in communicative language teaching as this was the main teaching 

method at their universities. This prior experience had contributed to their 

positive perspective and conviction that this teaching method was an effective 

way for students to learn English.  
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Why do the results of this study differ from those of previous studies? While 

teachers in earlier studies might have been trained through communicative 

language teaching, but they voiced objections to the method and used the 

grammar translation method instead. This is possibly because at that time of 

those earlier studies, project 2020 had not initiated the strict nation-wide 

enforcement and assessment of teachers’ qualification. For example, the majority 

of previous studies conducted in Vietnam occurred between 2003 and 2013. 

Only a few were undertaken from 2014 to 2015. The project 2020 campaign of 

national assessment kicked off in 2013 and was completed in 2014. This action 

was a turning point that shaped teachers’ dispositions towards communicative 

language teaching.  

However, this study has shown that the lecturers at Ka Diep College 

demonstrated strong desire to help their students study English effectively. 

They exhibited the common dedication that professional teachers should have. 

Therefore, along with their positive attitudes towards communicative language 

teaching, they consistently applied the method to help their students learn 

effectively. As explained in chapters four and five, for the lecturers at Ka Diep 

College, communicative language teaching meant using pictures, video clips, 

materials from foreign countries, exposure to English in the classroom and 

teaching with technology. To lecturers, communicative language teaching 

means: 

“… speaking activities…” (IL.BC.102) 

“… motivated students to talk…” (IL.EL.03) 

“… organizing language games to support speaking activities” (IL.PN.011) 

In addition, through the data presented in chapter six about scaffolding and 

sequencing, lecturers showed their interpretation of communicative language 

teaching as the exposure to the target language. This target language exposure 
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was found in the language policy which lecturers had set, and their consistent 

way of using English as their thorough medium of instruction. To students, 

beside showing the intepretation of communicative language teaching as using 

visuals, they also explained further that teaching grammar in communicative 

approach should be conducted inductively. In addition, students also reported 

that in communicative language teaching, teachers should not correct students’ 

pronunciation mistakes. Lecturers’ intepretation of communicative language 

teaching with a focus on speaking activities matched with other studies 

investigating EFL teachers’ understanding of this teaching approach in Asian 

context such as Korea (Lee, 2014), China (Xiaoshan, 2011) or Thailand 

(Wiriyachitra, 2002). Similarly, students’ intepretation of communicative 

language teaching at this college aligned with Truscott’ (1996) and Lyster’s 

(2004) findings which reported that teachers believed when students made 

errors, they learnt from errors and made progress.  

All these features were presented in any materials written about the 

communicative language teaching method, but just how to apply all of those in 

the classroom was a different matter. Generally speaking, the lecturers’ rural 

context seemed to mitigate against all the features the lecturers explicitly 

interpreted as defining communicative language teaching. The lecturers had 

very limited access to teaching materials and the world wide web in the 

classroom. Yet, given the enforcement of the national policy and their 

commitment to good professional practice as teachers, they were willing to face 

the obstacles to applying communicative language teaching in their classrooms. 

This research then asked: how did the lecturers actually implement 

communicative language teaching in their classrooms?  
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8.1.2 Research question 2: How are these interpretations manifested in 
classroom practices? 

This research question set out to explore lecturers’ actual teaching practices 

applying communicative language teaching in the classroom. Although the 

lecturers at Ka Diep College showed their intention to integrate communicative 

language teaching in their classrooms, the study found that they adapted 

communicative language teaching by integrating their own approaches.  

The findings in chapter six showed, first, that the lecturers decided to bring 

supplementary materials into the classroom to organise communicative 

activities instead of relying on the textbooks. This was a courageous decision in 

the face of the observations by Le and Bao (2009), Bao (2014) and Nguyen (2014), 

all agreed that time constraints were a major issue in applying communicative 

language teaching in classes in Vietnam. However, despite that constraint, the 

lecturers at Ka Diep college still decided to incorporate other materials so that 

they could create communicative activities for students. This decision is further 

evidence of their dedication and efforts in teaching. Because the teaching 

resources in rural areas are very limited, the lecturers had to spend considerable 

time searching for and preparing materials at home. This finding contributes to 

the limited results from previous studies looking at the adaptation of 

communicative language teaching in the Vietnamese context. For example, 

previous research has shown teachers as using English songs to teach listening 

(Tran, 2011), using voice recordings inside and outside the classroom to help 

students improve their pronunciation and speaking skills (Nguyen, 2012), 

running a radio broadcast project in break time (Hoang, 2012), and excluding 

textbooks and instead using just short stories to teach reading skills (Pham, 

2015). Those studies showed two approaches by Vietnamese teachers to 

adapting communicative language teaching: (1) those who chose to use stick 

mainly with the textbooks and introduce communicative activities more for 
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recreation or as brief side activities, limiting the time spent on them; (2) those 

who completely excluded textbooks.  

However, the second finding about the ways in which lecturers adaptated 

the communicative approach was different again. When the lecturers brought 

the additional materials to the classroom, they adopted the strategy of using 

these materials as demonstrations and extensions of the textbooks. In this way, 

they were able to use the text as a means of mediation for the communicative 

activities which were structured in the supplementary materials. In other words, 

they used the textbook content as guiding topics for supplementary materials. 

As a result, the time students spent reading the textbooks was small compared 

with the time allocated to completing tasks related to the supplementary 

materials. Thanks to this strategy, the students at Ka Diep College were found to 

spend most of their time interacting with lecturers, exploring pictures, 

discussing video clips or presenting in front of the class. This finding contrasts 

with those of several previous studies which have reported a mismatch between 

participants’ teaching beliefs and practices. For example, Mowlaie and Rahini 

(2010) found that although the teachers in their studies felt that they must not 

depend on textbooks when using communicative language teaching, in reality, 

they limited their teaching to textbooks only.  

The strategy of using supplementary teaching resources fitted well with the 

context of this college and the program of language teacher education students 

were following. As noted in chapter three, Ka Diep College has a system where 

the Academic Affairs section checks daily in the register what lecturers have 

been teaching in the classroom to examine whether the lecturers are following 

the curriculum or not. For this reason, lecturers cannot completely exclude the 

textbooks and just use the supplementary materials. In addition, supplementing 

the textbooks material is an effective strategy to scaffold the students’ learning 

as the lecturers structured the materials to support the goals of the curriculum 
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and to extend on the contents in the textbooks. The adaptation by the lecturers 

was shown to achieve those two goals.   

Another finding in this study that contrasted with prior studies was the Ka 

Diep College lecturers’ organisation of pair and group work. Previous research 

has pointed out that it is tough for Vietnamese teachers to organise pairs and 

groups due to the large size classes and time constraints (Le & Barnard, 2009; 

Nguyen, 2015). Hoang (2011) also noted that noisy places and poor ventilation 

made it difficult for teachers to keep students’ attention on the language 

environment. However, the lecturers at Ka Diep College showed that they had a 

clear strategy to overcome all these obstacles. To deal with large classes, they 

organised pairs and groups based on students’ tables. Although this type of 

grouping showed a weakness in limiting the possible variations of group 

patterns and caused some difficulties for students because it compelled them to 

work closely with a fixed group of friends, it created opportunities for students 

to work together instead of only listening to their lecturers. To deal with the 

time constraints, the lecturers set the time clearly for each task, depending on 

the complexity of the task. They also put time pressure on students to complete 

the tasks. This allowed the students to interact with one another within the time 

frame the lecturers had set, which meant that the lecturers could still control 

what was happening in their classes. To overcome the nuisance of noisy 

surroundings such as the difference in office hours among the kindergarten, 

primary school and high school which were all located in the college campus, 

the lecturers used PowerPoint to include pictures, game or sometimes special 

effect slides to keep the students’ attention.  

In addition, the findings also showed that the lecturers had their own 

approaches when structuring the supplementary materials for communicative 

purposes. All the materials were designed within a scaffolding framework, with 

a strong focus on task sequencing for cognitive complexity. Their design 
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recognised that scaffolding of various types (including bridging, schema 

building, decontextualising or modelling) was meaningful for students at the 

college because the students were from diverse language backgrounds. As a 

result, scaffolding assisting in building the necessary steps for all the students to 

complete tasks through which they could develop their speaking skills. This was 

consistent with the view that language acquisition is developed through social 

interactions where communicative activities occur and through linguistic 

assistance (Hammond & Gibbons, 2005; Kaydi, 2013). In sequencing tasks 

according to cognitive complexity, the lecturers helped their students extend 

their language ability, leading to the effective development of opportunities for 

language production.   

In applying scaffolding, the lecturers’ strategies were found to have two 

important implications. First, they used various types of questions to facilitate 

conversations, especially using questions to create more opportunities for 

students to speak in the Initiation – Response – Feedback sequence. The useful 

effect of questions in this sequence echoes the findings of several other studies 

(Wood, Bruner & Ross, 1976; Hellermann, 2005; Waring, 2009). The lecturers’ 

use of questions achieved three of six previously described functions of teacher 

talk: creating, prompting and dialoguing (Forman, 2012).  

However, the finding that the lecturers consistently used English as the 

medium of instruction for scaffolding contrasts with previous studies, especially 

in the Vietnamese context. In bilingual education, because of the importance of 

the L1 in L2 classrooms, using the L1 has been considered an effective and 

popular pedagogical strategy for teachers of English as a foreign language 

(Cook, 2001; Inbar-Lourie, 2010; Sali, 2014). However, the lecturers at Ka Diep 

College were found to use English most of the time in all the observed classes. 

As a result, the ‘translating’ function of teacher talks (Forman, 2012) was 

completely excluded. It was even more striking when students revealed that, in 
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general, their lecturers used only English in the classrooms. The students 

expected that their lecturers might speak Vietnamese on a few important 

occasions such as when the class encountered very difficult words or 

complicated sentence meaning, rather than their lecturers producing continuous 

elicitations in English, which the students said they would find confusing and a 

waste of time. These finding were completely opposite to the findings of 

previous studies in Vietnamese classes: earlier studies all found that Vietnamese 

was mainly used as a medium of instruction due to the preference for the 

grammar translation method and the lower level of English proficiency of the 

teachers (Le, 2014; Nguyen & Ngo, 2015).  

However, the degree to which the Ka Diep lecturers used English can be 

explained by the context. First, as noted before, all these lecturers had completed 

the assessment and training mandated by the 2020 project, and thus they are 

likely to have felt confident enough to use English as the main medium of 

instruction. Second, the lecturers explained in interviews (reported in chapter 

six) that the program at Ka Diep was for language education teacher training, 

and their students were in the final year, so the lecturers preferred to speak 

English only. Third, at this college, lecturers are expected to be models for the 

students to follow, and thus, they may have wanted to demonstrate a model of 

communicative language teaching to their students. Lastly, the lecturers 

reported their teaching goal was to develop their students’ communication, 

which was best achieved by the lecturers sticking to English in the classroom.   

For all these reasons, superficially the classrooms seemed to apply an 

English-only policy, in the belief that students need maximum exposure to 

English to learn it successfully. Hence, the lecturers’ decision to use mostly 

English in the classroom appears reasonable. If terms of Hammond and 

Gibbons’ (2005) description of effective scaffolding, it would seem that the Ka 

Diep lecturers use English effectively in their context because they had an 
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accurate understanding of their students’ language proficiency. That 

understanding was also shown in the fact that they tolerated the students’ use of 

Vietnamese when they were working together. The lecturers acknowledged the 

important role Vietnamese (the L1 for many of the students) played in learning. 

By creating space for the ‘judicious use’ (Richards & Rodgers, 2014) of 

Vietnamese among students, the lecturers enabled them to prepare well for their 

language production activities. The decision to permit students to use 

Vietnamese in this study did not therefore support Ford’s (2009) findings. In 

that study, Ford reported that teachers viewed L1 use as indicating that students 

were not working hard. However, if we carefully look at the diverse language 

backgrounds of the students at Ka Diep College, we must note that the lecturers’ 

use of mostly English in the classroom might particularly challenge the students 

from the ethnic groups because English was their third language. In other 

words, the English-only policy, combined with the policy of excluding L1s other 

than Vietnamese (i.e. Chinese and Khmer) in the classroom, seems to place a 

particular burden on the non-Kinh students because this policy appears to be 

discriminatory, motivated (presumably) by politics, not linguistics.  

In order to scaffold the students’ learning, the Ka Diep lecturers followed 

their own approach in structuring the materials to sequence tasks according to 

their cognitive complexity. Such task sequencing has been shown to be a useful 

method of building a syllabus that assists student learning (Long, 1985). The 

results from Ka Diep College indicate that it enhanced students’ accuracy, 

language complexity and fluency in using English. The sequencing of tasks 

according to cognitive complexity pushed students to produce English. At the 

same time, it created in the classroom an environment in which it was 

meaningful for students to practise their English. This finding is not consistent 

with Nguyen’s (2003) position. Nguyen argued that in Vietnam, the failure to 

use communicative language teaching in the classroom is due to students’ lack 



Chapter eight ~ Discussion, conclusion and recommendations 

 293 

of occasions to use English outside of the classroom. However, for the Ka Diep 

College student teachers, the fact that they lacked occasions to practise English 

outside the classroom made them value highly the fact that in the classroom 

they had the time and environment to use English to prepare to be future 

teachers of English.  

The last finding about the ways in which the Ka Diep lecturers adapted the 

communicative language teaching approach is the way in which they organised 

communicative activities. First, the lecturers all used the tasks and activities 

common in communicative language teaching, including discussions, role plays, 

brainstorming, storytelling, picture descriptions, and language games (Kayi, 

2012; Larsen-Freeman & Anderson, 2013). However, other activities such as 

information gap exercises, interviews and reporting did not occur at Ka Diep. 

Instead, the lecturers created their own tasks. For example, students did group 

presentation in which they needed to act as teachers to explain lessons and 

respond to students’ questions. The lecturers also designed ‘predictive listening’ 

tasks, to improve their students’ confidence in listening. Students were also 

asked to create posters for micro teaching and make film posters to present in 

front of the class. All of these tasks encouraged the students to engage in a wide 

range of communicative activities, allowing students to practise using English in 

various contexts. Second, the lecturers made a significant adaptation of the 

communicative language teaching method by requiring all the students’ pair 

and group activities to be presented in front of the class. No matter what the 

task was, no matter how large or small, the students had to present their work in 

front of the class. In addition, in sequencing tasks the lecturers intended that 

they would be the ones to initiate the interactions, ensuring they could lead the 

sequences to reach their goals. Furthermore, the strategy of requiring students to 

present every single task they completed in front of the class may be uncommon 

in an ordinary communicative language teaching class, but with large size 
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classes, it can be seen been viewed a reasonable technique by which the lecturers 

can control the content of the students’ speech as well as their errors.  

8.1.3 Research question 3: What are the outcomes of this localised response to 
communicative language teaching in terms of the quantity and quality of 
student use of L2 in the classroom? 

Given the adaptations to the communicative language teaching method 

reviewed above, this question set out to examine the outcomes of the teaching 

practices that lecturers brought to the classroom. The findings in chapter seven 

showed that the students’ use of English in the classroom was high in terms of 

both quantity and quality. The findings also showed that these outcomes were 

the result of the adaptive strategies applied by the lecturers and their 

commitment to maximising opportunities for the students to communicate 

meaningfully in English in the classroom—one of the only spaces where 

students were able to do this. Chapter seven showed that these lecturers were 

not slavishly following the precepts of communicative language teaching but 

were instead working pragmatically to overcome the limitations of the context 

in which they were working.  

The quantity of student language was measured by the amount of time 

students spent talking in the classroom. In term of talking time, students were 

found to have more time talking overall than their lecturers because two out of 

12 observed classes were all devoted for students’ presentations and activities. 

This finding differs from the findings of many prior studies, which have 

reported that teacher talk dominated classroom interactions (Thornbury, 2000; 

Hardman, Smith, & Wall, 2003; Lyle, 2008). Explaining this dominance, 

Musumeci (1996) pointed out that teachers talked most of the time because they 

used mostly display questions to initiate the exchanges, asking students to fill in 

the gaps in their linguistic hints without necessarily understanding the content. 

They rarely asked referential questions that invited students to speak.  
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However, the lecturers in this study put in place strategies to avoid that 

situation and assisted student language productions effectively by following 

three steps. First, they established the goal of focusing on getting the students 

speaking. Second, they divided their lessons into three stages across which they 

consciously distributed the time for their talk and student talk. Specifically, the 

lecturers did most of the talking in the preparation stage, which took about 15 

minutes, to provide instructional scaffolding for students. In this stage, their talk 

was mainly explanatory. Then, in the practice stage, which generally lasted for 

20 minutes, they began to reduce their taking time to allow for an increase in the 

students’ time for talking time through pair and group work to complete 

different tasks. The lecturers’ job at this stage was to elicit answers and provide 

feedback and advice when needed. Then, in the in the performance stage in the 

final 15 minutes of the class, the lecturers allocated nearly all the space to the 

students to present in front of the class. The lecturers became just observers. 

This strategy of distributing time across the stages meant that the lecturers 

reduced their talk time and increased their students’ chances to communicate 

together. Lastly, they intentionally varied their questions to strategically scaffold 

the students’ contribution, allowing students to contribute to the interactions 

more frequently as the lesson unfolded. All these steps resulted in the 

dominance of student talk, consistent with the lecturers’ intention. Kyriacou and 

Issit (2008), Edward-Groves et al (2014) state that students’ responses and 

learning outcomes depend significantly on the types of questions teachers use in 

the classroom and their effort to probe student thinking (cited in Khong, Saito, & 

Gillies, 2017). 

With the use of English as the main medium of instruction and the 

scaffolding strategy of using questions to achieve multiple functions, the 

lecturers at Ka Diep College created a continuously rich language environment 

within which students could practise English. The result was to provide 
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students with significant opportunities to use English at various levels of lexical 

richness and syntactic complexity and to practise a variety of language functions 

in their responses across a range of tasks. Students were able to perform simple 

tasks like discussing in pairs and groups, to more complex tasks such as giving 

plenary presentations, performing role plays and creating posters. As a result, 

their opportunities for language use increased across all three aspects 

(lexicology, syntax, and functions). Having these opportunities to use English in 

a variety of tasks is crucial in language learning. As Insley and Thomson argue: 

‘Student output ‘does not mean imitating or manipulating pre-

determined words or phrases; it means allowing students to use the 

language to create meaning and to communicate with each other. 

(Insley, & Thomson, 2008: 23) 

The outcomes of the lecturers’ adaptations of the communicative language 

teaching method created meaningful opportunities for students to practise 

English in the classroom, which was their principal site for learning and 

practising. In addition, this also provided them with a sound preparation for 

their future careers as teachers.  

8.1.4 Research question 4: How does this practice account for the balance 
between the need for meaningful communication and the student use of 
Vietnamese in the classroom? 

This research question set out to explore the roles of Vietnamese—the L1 for 60 

per cent of the students’ cohort) in the teaching and learning of English in the 

classroom. The findings reported in chapter seven showed that the students had 

their own strategies for using Vietnamese and English. The students were found 

to use Vietnamese when talking amongst themselves, but they made notes in 

English and used English when presenting in front of the class. The students 

were found to use Vietnamese as a cognitive tool (Forman, 2016) to deal with 

the difficulty of finding semantic equivalents. They also used Vietnamese as a 

pedagogic tool for time efficiency and comprehensibility (Forman, 2016). In 
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other words, they used Vietnamese to overcome the time pressure that their 

lecturers imposed (Wharton, 2007), and they used Vietnamese among their 

peers to speed up the learning process so that they all fully understood the 

requirements of tasks.   

The final finding about the students’ use of Vietnamese was to note that it 

functioned also as a tool of solidarity and affective relations. When the Ka Diep 

students used Vietnamese amongst themselves, the register characteristics of 

their language expressed their personal backgrounds and reinforced their social 

relationships. A rich variety of forms of address and ways of speaking in 

Vietnamese express hierarchy, closeness, relationships, attitudes, geographic 

origins and social positions. Some registers in Vietnamese are used only by 

specific groups of people in specific regions. Through the use of different 

registers, speakers revealed information about their origin, residence or 

occupations. When using Vietnamese, students in this study revealed their long-

term residency in the rural south of Vietnam. Their language use also indicated 

that they had been raised in families with farming as their main livelihood. In 

addition, the use of Vietnamese in some of language games described in chapter 

seven allowed students to display their excitement and created a playful 

atmosphere when the students encouraged and supported each other.  

Looking back at notions of the British and American English standards that 

those students are striking for, discussed in chapter two, it can be seen that the 

student teachers in this study were struggling with their personal and 

professional identities as non-native teachers of English. On the one hand, as 

non-native speakers of English the students found it helpful and felt comfortable 

using Vietnamese to complete English tasks. On the other hand, they were also 

striving to reach native-like standards of English because they were going to 

become non-native teachers of English.  
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This study’s findings about the use of Vietnamese showed that Vietnamese 

was both a tool the students used to overcome linguistic problems and a 

strategy for them to deal efficiently with the need to process information. If 

viewed through a pedagogic lens, these findings raise issues for foreign or 

second language teachers, especially in the Vietnamese context. In large classes, 

if teachers pay close attention to the students’ use of Vietnamese when they 

express their social and personal identities, they may better understand their 

students’ backgrounds. This can be useful for them in planning a specific 

teaching method or an adaptation in their context. In addition, when students 

reveal the degrees of intimacy in their relationships with their classmates, 

teachers can use this information to make decisions about how best to group the 

students. In Confucian heritage classrooms, students have a tendency to work 

more effectively with friends who are closer to them. This means there would be 

a strong possibility that students will not work as well with peers with whome 

they are less familiar. Understanding the students’ backgrounds may allow the 

teacher to vary the groups in his or her classroom, which may be a useful 

pedagogical strategy for teachers to consider, according to their teaching goals.  

8.2 Contributions and limitations of this study 

The findings in this thesis contribute to the field of EFL teaching in several 

important aspects. First, the study contributes to our understanding of the 

teaching and learning of English in rural areas, to date a neglected field of 

study. Second, this is the first empirical study to be conducted at a teacher 

training college in Vietnam. Third, as noted in chapter one, the majority of 

earlier studies in English education in Vietnam have investigated the general 

English program (i.e. the non-English major program). By contrast, this study 

has explored the under-researched field of the English major program. Fourth, 

this study has revealed additional features of the Confucian classroom which 

have not previously been described. Fifth, this is also the first study to tease out 
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the impact of Confucianism and Buddhism in the same classroom setting. Sixth, 

the study has answered a question that has puzzled applied linguists for some 

time, that is: How do teachers and students incorporate their local cultural 

values while maintaining the spirit of the communicative language teaching 

approach? Lastly, this study is the first formal research project to explore the 

impact of current Vietnamese educational policy on language learning.   

However, this study also has a number of limitations. Because Ka Diep 

College recruits students to meet local needs, it does not have an annual 

recruitment process. As a result, the participant cohort in this study was narrow. 

At the time of data collection, the college had students in the second and final 

years only. If the college had also had first-year students at the time of the study, 

that cohort would have been selected. First-year students have just completed 

high school where they tend to experience traditional teaching because the 

examinations focus on grammar and sentence structures. It would have been 

interesting to compare the ways in which the lecturers at the college varied their 

teaching strategies to deal with the first-year students’ backgrounds, especially 

the levels of use of Vietnamese and English in the classroom.  

In addition, due to the constraints on my time at the college, I regret that I 

missed the opportunity to observe more of the language outcomes by the 

students. When I asked students in the focus groups about how each of their 

subjects would be assessed, I noticed that students had very interesting tasks in 

British Culture and English Literature at the end of the semester and that these 

would account for half the grades for these subjects. In particular, in the British 

Culture class, students told me that after they had covered all the topics in the 

textbook, each group would be required to select a topic and create a ten-minute 

video-recorded play. In that play, they would need to show their 

understandings of British culture and compare it with Vietnamese culture. In 

the English Literature classes, because all the stories the students studied were 
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tragedies, the lecturer asked each group to select a story in the program but 

develop in a playful way that would show the classic characters in modern 

society. They would then cast the roles and make a 20-minute video recording of 

the play. All of the videos would be shown in the classroom and the students 

would give their friends feedback and marks. I wished I could have had the 

chance to join some of these student groups to observe how they worked 

together to create the plots, write the scripts, record the videos, assign jobs for 

each other and perform their final products. This would have provided richer 

data of the students’ language production and the communicative tasks 

designed by their lecturers. Lastly, as these students were student teachers, I 

would have liked to expand the project to see how they used communicative 

language teaching during their teaching practicum. That would have allowed 

me to examine more deeply the impact of the teaching methods at the college on 

the students’ teaching.  

8.3 Recommendations 

Based on the findings of this thesis, in this section I suggest a number of 

recommendations for Vietnamese educational policy makers, Ka Diep training 

college, lecturers and students.  

8.3.1 For educational policy makers 

This study found a bias in favour of UK and US English as the standard 

varieties that should be taught and learned. This affected the English teacher 

training program at Ka Diep college. I would argue that educational policy 

makers should be more open and flexible in welcoming the different varieties of 

English in the Asian regions and around the world. In addition, as noted earlier 

in the thesis, the wording of the aim of the 2020 project is to enable learners to 

be able to communicate internationally with people from many cultures and 

language backgrounds. As a result, there should be a change in the English 

standards to be followed by teachers and students.  
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In addition, although the 2020 project appeared to have a positive impact by 

demanding a change from traditional teaching methods to communicative 

language teaching, the 2020 project has in fact caused increased hardship for 

teachers and students, especially for those in the rural areas. Therefore, in the 

future, when the government develops a plan or blueprint, they should carefully 

consider the demands of the new policy, the conditions required to implement it 

and any possible negative impacts it may cause. In addition, as noted in chapter 

one, the government itself has reported that about 70 per cent of teachers and 

students reside in rural areas. This factor should be taken into careful 

consideration. The requirements of the national project are not equally suitable 

for Vietnamese teachers of general English, those in the highlands and those in 

the rural areas.  

A related policy question that also needs to be asked is: Why do all 

Vietnamese teachers of English have to be assessed by an international standard 

in order to teach students to communicate effectively when the teachers were 

trained by Vietnamese educational system? What will teachers and students in 

the rural areas do with their international certificate? Will training of just a few 

months in order to pass an international assessment be more effective than four 

years of study at the university and numerous summer training courses 

provided by the government? Does the Council of Europe’s certificate really 

indicate that its holders are more knowledgeable than others? The government 

should re-consider their policy to make it feasible and helpful for teachers and 

students in different areas.  

Lastly, students complained that the many subjects about politics occupy too 

much time in their program. The government should reconsider this issue to 

better balance the curriculum.   
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8.3.2 For Ka Diep College 

There are several things that Ka Diep College could do to improve the quality of 

teaching and learning of English there. First, they should provide mobile tables 

in all the English classes. This would make the organisation of activities more 

effective. Second, they could connect to other colleges or universities who are in 

their network to expand the availability of the teaching materials. Third, the 

students complained that the scoring system for conduct has had a negative 

impact in terms of psychological stress and time demands. Due to the very strict 

regulations, students have a tendency to lose marks rather than gain them. As a 

result, they have to attend many events or competitions in order to compensate 

for the subtracted scores, and these activities distract them from their core 

studies. Therefore, the college should consider this carefully to enhance student 

learning. Four, because the college promotes teaching with technology, they 

should provide basic teaching facilities such as desktop computers, speakers 

and projectors in every classroom. This will make the teaching and learning 

easier. At the moment, based on my observations, when classes began, the 

lecturers or students had to go to the learning support centre to borrow 

facilities. Lastly, the college should allow staff and students to use the internet 

freely in all the classrooms, instead of limiting access to only the administration 

areas. This would allow teachers and students to search for useful materials and 

access them immediately in the classroom because not many students have 

laptops or had the access to the internet at their boarding houses.  

8.3.3 For lecturers and students 

The lecturers in this study were found to have a strong desire to help their 

students learn English. This was seen through their efforts to bring 

supplementary materials into the classroom, structuring those materials into 

meaningful activities to help the students interact. The lecturers also showed 

their commitment in balancing the roles to fit their context. All their efforts 
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should be maintained and developed. However, as with the policy makers 

mentioned above, the lecturers should be more active and open in varying the 

material resources they make available to students. In addition, they should be 

flexible in allowing the use of Vietnamese in the classroom, especially given the 

diversity of language background among the students. Allowing the use of 

different L1s would not only help students to learn more effectively but would 

also shows awareness of the plurality of cultures in the classroom. In addition, 

lecturers could expand their network connections to include teachers and 

lecturers in different areas or regions to ask for help. Lastly, they should be 

open to and willing to accept students’ questions.  

The students at Ka Diep College have shown cooperative behaviour in 

learning, which helped make both the teaching and learning effective. This 

behaviour should be also maintained. The students also showed their respect for 

their lecturers, which is reasonable given their cultural values. However, they 

should not be hesitant to ask questions of their lecturers in the classroom. They 

should not wait to ask after class because when questions are raised in the class, 

the whole class benefits from the answer, which improves the comprehension 

process. Finally, the students should be confident with their identity as non-

native speakers of English because it is not necessary for them to try to imitate 

or practise following native-like English standards. Different communities 

around the world are speaking English with their own standards, so these 

Vietnamese students should be confident using English in a way that they feel 

comfortable with. 

8.4 Conclusions 

In conclusion, this thesis has examined how communicative language teaching 

was interpreted and implemented at a rural teacher training college in Vietnam. 

The findings demonstrated that although the lecturers faced demands to apply 

communicative language teaching in their classrooms to improve the students’ 
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abilities to communicate in English, they created their own approaches to reach 

their goals.   

The ways in which the lecturers at Ka Diep College set out to achieve their 

goals demonstrated that professional teachers can accept responsibility for their 

teaching; good teachers can aspire to do the best for their students; skilful 

teachers can have the ability to adapt strategies in classes; but only dedicated 

teachers can bring together all of these qualities. With dedication, teachers not 

only feel responsible for their teaching, but also feel committed to their students 

even their teaching skills might not be strong when they first start. However, 

with dedication, teachers can become aware of the weaknesses in their teaching 

and continuously work to improve their knowledge and skills. That was true 

with the lecturers at Ka Diep Teacher Training College. A proverb says that 

‘Easier said than done’’ which means that in order to be consistent with what we 

intend to do, we must have a strong inner motivation or power, which is 

dedication. As a teacher, I believe that every other teacher also has dedication to 

their teaching, whether it is activated or not. In developing countries such as 

Vietnam, people are still struggling simly to earn a living. Teachers are highly 

respected by society but are low paid by the government. Many of them have to 

put their dedication aside because they have other jobs to do to feed their 

families. However, when they do that, the do not quit teaching but try to do 

other jobs to support the teaching to which they are committed. Vietnamese 

people have a saying ‘lay ngan nuoi dai’, which means doing temporary jobs to 

nurture your passion. 

The teachers in my study live in a rural area where the standard of living 

seems to be simpler than in big cities. As a result, their living expenses are likely 

to be lower. The Vietnamese proverb ‘Kheo goi thi no, kheo co thi am’ (spending 

smartly will secure your living) may be true for these teachers in the rural areas. 

They seem to have a strong dedication to their teaching. In addition, it should be 



Chapter eight ~ Discussion, conclusion and recommendations 

 305 

remembered that this teacher training college recruits student teachers to meet 

the requirements of local government. Because the salaries for teachers in 

Vietnam are low, the number of high school students wanting to become 

teachers is decreasing. Thus, when Ka Diep College has a new cohort of student 

teachers, the lecturers are usually very dedicated to the students’ success. This 

dedication arises in part from the desire to improve their students’ low entry 

language levels and to improve the quality of teaching and learning in rural 

areas. However, the lecturers are also dedicated to disseminating a passion for 

teaching so that teaching as a career will be continuously maintained in rural 

areas to help the community. Therefore, despite the difficulties they faced in the 

rural area, teachers in Ka Diep teacher training tried to adapt the communicative 

language teaching method to suit their context. Their dedication is invaluable 

for the community.   

The lecturers’ teaching practices can be seen as a positive response to the call 

to find an appropriate teaching method in context (Jenkins, 2006), or a 

‘postmethod’ in Kumaravadivelu’s terms (2006). A postmethod is based on three 

aspects: particularity, practicality and possibility. In term of particularity, the 

lecturers at Ka Diep understood that their learners were student teachers of 

English who were in their final year and had a diversity of language 

backgrounds. They knew that their learners needed to develop speaking skills to 

cope with the demands of international communication and language 

assessments set by the government. That context led the lecturers to adapt the 

communicative language teaching method to improve their students’ 

communicative competence with a focus on speaking. They were obliged to 

draw on Western materials due to national policy and the trust in the accuracy 

and cultural information in the textbooks. With that situational understanding 

(Elliot, 1993, cited in Kumaravadivelu, 2001), in term of practicality, the lecturers 

had their own strategies, particularly, scaffolding and sequencing according to 
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cognitive complexity in designing communicative activities to create 

opportunites for students to speak in the classroom. In term of possibility, the 

lecturers adapted their teaching method to suit the social and cultural factors 

impacting on them, including the national policy, the disadvantages of the rural 

area and the cultural values of Confucianism and Buddhism that they held in 

their hearts.   

In light of the particularity, practicality and possibility of their context, the 

lecturers at Ka Diep College have created a version of communicative language 

teaching for their context. Different versions of communicative language 

teaching are relevant in different contexts. The only way to judge whether a 

version of communicative language teaching is effective is to experience how it 

works in its context. In other words, we should let the learners’ learning 

outcomes speak.   

Therefore, whenever the term ‘communicative language teaching’ or its 

common abbreviation of CLT is applied or criticised, we can usefully think of it 

as C for ‘context’, L for ‘learner’, and T for ‘tactic’. In this way, when we reflect 

thoughtfully on the strategies or adaptations which are being used or judged, 

we can give priority to understanding the context. What is the context in which 

the method is being applied? Who are the learners? And what will be the 

appropriate tactics? It is crucial for every teacher to know the context of their 

teaching, including what program they are going to teach, what materials they 

will have access to, and what the goals of the program are. It is even more 

important for teachers to know who their students are and why the students are 

enrolled in the program. All of those factors of context and learners (the 

dimension of particularity) are essential for teachers when considering whether 

the curriculum fits the students (practicality) so that teachers can find solutions 

and develop adaptations that work best in their context (possibility). By doing 

this, teachers will be able to bring out the best in their students. 
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Appendix A: Consent forms 

Appendix A1. For teachers’ interviews 

 

UNIVERSITY OF TECHNOLOGY, SYDNEY 

ETHICS COMMITTEE OF HUMAN RESEARCH  

CONSENT FORM - TEACHERS’ INTERVIEWS 

I _________________________________agree to participate in the research project English 

Language Teacher Education in Vietnam: A case study, being conducted by Ms. Dan Tam 

Nguyen (email: Thidan.T.nguyen@student.uts.edu.au) of the University of Technology, 

Sydney for her Doctoral degree. 

I understand that the purpose of this study is to explore current nature of English as a foreign 

language (EFL) teaching and learning practices in Vietnam as well as the role of information 

communication technology (ICT) in EFL classrooms. I understand that my skills and 

performance are not being assessed in this research. 

I understand that I have been asked to participate in this research because I will be able to 

provide the researcher with the information she needs for her research about my English 

teaching experience, my attitudes towards communicative language teaching and using ICT in 

the classrooms. The interviews will be audio-recorded and my voice in the recording will be 

transcribed. I understand that my participation in this interview could include the risk of 

possible self-consciousness when sharing my own teaching experience. 

I am aware that I can contact Ms. Dan Tam Nguyen at Thidan.T.nguyen@student.uts.edu.au, 

her supervisor Dr Ross Forman at Ross.Forman@uts.edu.au (PO BOX 123 University of 

Technology Sydney, 2007), or her local contact, Ms Dinh Thi Thai Ha, Vice Rector of Soc Trang 

Teachers’ Training College at hadtt@stttc.edu.vn if I have any concerns about the research. I 

also understand that I am free to withdraw my participation from this research project at any 

time I wish, without consequences, and without giving a reason. Any withdrawal from the 

research will not prejudice my future career, or employment, or relationship with the 

researcher. 

I agree that Ms. Dan Tam has answered all my questions fully and clearly. 
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I agree that the research data gathered from this project may be published in a form that does 

not identify me in any way. 

________________________________________  ____/____/____ 

Signature (participant) 

 

________________________________________  ____/____/____ 

Signature (researcher or delegate) 

 

NOTE:  

This study has been approved by the University of Technology, Sydney Human Research Ethics 

Committee. If you have any complaints or reservations about any aspect of your participation in this 

research which you cannot resolve with the researcher, you may contact the Ethics Committee through the 

Research Ethics Officer (ph: +61 2 9514 9772 Research.Ethics@uts.edu.au) and quote the UTS HREC 

reference number 2015000416. Any complaint you make will be treated in confidence and investigated 

fully and you will be informed of the outcome.  
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Appendix A2. For teachers’ observations 

 

UNIVERSITY OF TECHNOLOGY, SYDNEY 

HUMAN RESEARCH ETHICS COMMITTEE 

 

CONSENT FORM- TEACHERS’ OBSERVATIONS 

I _________________________________agree to participate in the research project English 

Language Teacher Education in Vietnam: A case study, being conducted by Ms. Dan Tam 

Nguyen (email: Thidan.T.nguyen@student.uts.edu.au) of the University of Technology, 

Sydney for her Doctoral degree. 

I understand that the purpose of this study is to explore current nature of English as a foreign 

language (EFL) teaching and learning practices in Vietnam as well as the role of information 

communication technology (ICT) in EFL classrooms. I understand that my skills and 

performance are not being assessed in this research. 

I understand that I have been asked to participate in this research because I will be able to 

provide the researcher with the information she needs for her research about English as a 

foreign language (EFL) teaching and learning practices in Vietnam, including the use of ICT in 

classrooms. I understand that the researcher will observe three of my classes, which last for 2.5 

hours in total, and audio-record them as part of the research. I also realize that voices in the 

recording will be transcribed (typed out into words), so that the researcher can look closely at 

the classroom language and activities. I understand that my participation could include risks of 

possible discomfort when being observed by someone. 

I am aware that I can contact Ms. Dan Tam Nguyen at Thidan.T.nguyen@student.uts.edu.au, 

her supervisor Dr Ross Forman at Ross.Forman@uts.edu.au (PO BOX 123 University of 

Technology Sydney, 2007), or her local contact, Ms Dinh Thi Thai Ha, Vice Rector of Soc Trang 

Teachers’ Training College at hadtt@stttc.edu.vn if I have any concerns about the research. I 

also understand that I am free to withdraw my participation from this research project at any 

time I wish, without consequences, and without giving a reason. Any withdrawal from the 

research will not prejudice my future career, or employment, or relationship with the 

researcher. 

I agree that Ms. Dan Tam has answered all my questions fully and clearly. 
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I agree that the research data gathered from this project may be published in a form that does 

not identify me in any way. 

 

________________________________________  ____/____/____ 

Signature (participant) 

 

________________________________________  ____/____/____ 

Signature (researcher or delegate) 

 

NOTE:  

This study has been approved by the University of Technology, Sydney Human Research Ethics 

Committee. If you have any complaints or reservations about any aspect of your participation in 

this research which you cannot resolve with the researcher, you may contact the Ethics 

Committee through the Research Ethics Officer (ph: +61 2 9514 9772 

Research.Ethics@uts.edu.au) and quote the UTS HREC reference number 2015000416. Any 

complaint you make will be treated in confidence and investigated fully and you will be 

informed of the outcome.  
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Appendix A3. For students’ interviews 

 

UNIVERSITY OF TECHNOLOGY, SYDNEY 

HUMAN RESEARCH ETHICS COMMITTEE 

 

CONSENT FORM- STUDENTS’ INTERVIEWS 

I _________________________________agree to participate in the research project English 

Language Teacher Education in Vietnam: A case study, being conducted by Ms. Dan Tam 

Nguyen (email: Thidan.T.nguyen@student.uts.edu.au) of the University of Technology, 

Sydney for her Doctoral degree. 

I understand that the purpose of this study is to explore current nature of English as a foreign 

language (EFL) teaching and learning practices in Vietnam as well as the role of information 

communication technology (ICT) in EFL classrooms. I understand that my skills and 

performance are not being assessed in this research. 

I understand that I have been asked to participate in this research because I will be able to 

provide the researcher with the information she needs for her research about my English as a 

foreign language (EFL) learning experience in Vietnam, including the use of ICT in class ,and 

that my participation in this research will involve a focus group interview which lasts for about 

30 minutes. The interview will be audio-recorded and my voice in the recording will be 

transcribed. I understand that my participation in this interview could include risks of possible 

self-consciousness or embarrassment when revealing my English learning habits and my 

feelings when speaking English, particularly when discussing with a researcher not known to 

me. 

I am aware that I can contact Ms. Dan Tam Nguyen at Thidan.T.nguyen@student.uts.edu.au, 

her supervisor Dr Ross Forman at Ross.Forman@uts.edu.au (PO BOX 123 University of 

Technology Sydney, 2007), or her local contact, Ms Dinh Thi Thai Ha, Vice Rector of Soc Trang 

Teachers’ Training College at hadtt@stttc.edu.vn if I have any concerns about the research. I 

also understand that I am free to withdraw my participation from this research project at any 

time I wish, without consequences, and without giving a reason. Any withdrawal from the 

research will not prejudice my future career, or employment, or relationship with the 

researcher. 
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I agree that Ms. Dan Tam has answered all my questions fully and clearly. 

I agree that the research data gathered from this project may be published in a form that does 

not identify me in any way. 

 

________________________________________  ____/____/____ 

Signature (participant) 

 

________________________________________  ____/____/____ 

Signature (researcher or delegate) 

 

 

NOTE:  

This study has been approved by the University of Technology, Sydney Human Research Ethics 

Committee. If you have any complaints or reservations about any aspect of your participation in this 

research which you cannot resolve with the researcher, you may contact the Ethics Committee through the 

Research Ethics Officer (ph: +61 2 9514 9772 Research.Ethics@uts.edu.au) and quote the UTS HREC 

reference number 2015000416. Any complaint you make will be treated in confidence and investigated 

fully and you will be informed of the outcome.   
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Appendix A4. For students’ observations 

 

UNIVERSITY OF TECHNOLOGY, SYDNEY 

HUMAN RESEARCH ETHICS COMMITTEE 

 

CONSENT FORM- STUDENTS’ OBSERVATIONS 

I _________________________________agree to participate in the research project English 

Language Teacher Education in Vietnam: A case study, being conducted by Ms. Dan Tam 

Nguyen (email: Thidan.T.nguyen@student.uts.edu.au) of the University of Technology, 

Sydney for her Doctoral degree. 

 

I understand that the purpose of this study is to explore current nature of English as a foreign 

language (EFL) teaching and learning practices in Vietnam as well as the role of information 

communication technology (ICT) in EFL classrooms. I understand that my skills and 

performance are not being assessed in this research. 

I understand that I have been asked to participate in this research because I will be able to 

provide the researcher with the information she needs for her research about English as a 

foreign language (EFL) learning experience in Vietnam, including the use of ICT in class. I 

understand that the researcher will observe three of my classes for 2.5 hours in total and audio-

record them as part of the research. I also realize that voices in the recording will be transcribed 

(typed out into words), so that the researcher can look closely at the classroom language. I 

understand that my participation could include risks of possible discomfort when being 

observed by someone who is unknown to me. 

I am aware that I can contact Ms. Dan Tam Nguyen at Thidan.T.nguyen@student.uts.edu.au, 

her supervisor Dr Ross Forman at Ross.Forman@uts.edu.au (PO BOX 123 University of 

Technology Sydney, 2007), or her local contact, Ms Dinh Thi Thai Ha, Vice Rector of Soc Trang 

Teachers’ Training College at hadtt@stttc.edu.vn if I have any concerns about the research. I 

also understand that I am free to withdraw my participation from this research project at any 

time I wish, without consequences, and without giving a reason. Any withdrawal from the 

research will not prejudice my future career, or employment, or relationship with the 

researcher. 



Appendices 

 315 

I agree that Ms. Dan Tam has answered all my questions fully and clearly. 

I agree that the research data gathered from this project may be published in a form that does 

not identify me in any way. 

 

________________________________________  ____/____/____ 

Signature (participant) 

 

________________________________________  ____/____/____ 

Signature (researcher or delegate) 

 

NOTE:  

This study has been approved by the University of Technology, Sydney Human Research Ethics 

Committee. If you have any complaints or reservations about any aspect of your participation in 

this research which you cannot resolve with the researcher, you may contact the Ethics 

Committee through the Research Ethics Officer (ph: +61 2 9514 9772 

Research.Ethics@uts.edu.au) and quote the UTS HREC reference number 2015000416. Any 

complaint you make will be treated in confidence and investigated fully and you will be 

informed of the outcome.  
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Appendix B : Questionnaires 

Appendix B1. For teachers- English version 

 

The English Language Teaching of College Lecturers in Vietnam 

Questionnaire for teachers 

This questionnaire is designed to find out what teachers think about their current 

English language teaching. The researcher wishes to give teachers an opportunity to 

comment on their experiences: she plans to analyse teacher responses as part of her 

doctoral study. All information will be kept confidential, and anonymised. Thank you 

for your contribution to EL research in Vietnam. 

The questionnaire consists of 5 sections: it should take around 30 minutes to complete. 

 

Section 1: General information  

Please provide the following information by circling the answer or writing 

your response in the space. Choose one answer for each question. (Please 

remember that all information given will be anonymised and kept 

confidential.) 

 

1.1 Age:   25-30       31-35  36-40   over 40 

1.2 Teaching experience: 3-5 years    6-10 years     11-15 years     over 15 years 

1.3 Gender:  male   female 

1.4 Qualification:  Bachelor’s      Master’s 

1.5 English proficiency: B1 (Pre-Intermediate )    B2 (Intermediate)         

                      C1 (Advanced)           C2 (Fluent) 
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1.6 Subjects taught at the college: 

…………………………………………………………………………………………… 

 

Section 2: The social dimension of classes  

In Section 2, the study is trying to build up a picture of what Vietnamese EL classes are 

like at your college, by exploring its social dimension. This information will help 

foreigners to better understand the unique context of learning English in Vietnam. To 

date, it has hardly been researched or published. 

2.1 Please comment on the following statements, by ticking one box per 

line/row.  

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 

Strongly agree 

 1 2 3 4 5 

a. I am usually strict.      

b. I am usually fair.      

c. I am usually kind.      

d. I am usually friendly.      

e. I am usually distant from students.      

f. I am usually close to students.      

 

2.2 Please comment on the following statements, by ticking one box per 

line/row.  

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 

Strongly agree 
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 1 2 3 4 5 

a. My students are usually successful L2 learners.      

b. My students are usually dependent on the teacher.      

c. My students are usually engaged in their learning.       

d. My students are usually critical thinkers.      

e. My students are usually well-behaved.       

f. My students are usually willing to speak in L2 in class.      

 

2.3. Which two of the six characteristics listed in (2) above have the most impact on 

your teaching? Choose only two, and write below 

                 

2.4 Can you explain why those two characteristics have the most impact on your 

teaching? 

………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………

………………………………………………………………………………………………………………………………………

……………………………………………………………………………………………………………………………………… 

 

2.5 Please comment on the following statements, by ticking one box per line.  

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 

Strongly agree 

 1 2 3 4 5 

a. I usually interact with students in class.      

b. My students usually respond to my      
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questions. 

c. I usually provide oral feedback to 

students. 

     

d. My students can usually discuss this 

feedback with me. 

     

2.6 When is the best time for your students to discuss the feedback with you: 

during or after class? 

a. Circle your response below. 

 During   After 

b. Please 

explain. .…………………………………………………………………………..……

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……… 

2.7 Why do you think that some students volunteer to speak in class? 

(eg, his/her personality, ability, classmates, the teacher, the activity, the topic…) 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………….. 

2.8 Why do you think that some students prefer to remain silent in class? 

(eg, his/her personality, ability, classmates, the teacher, the activity, the topic…) 
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……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

…………………………………………………………………………………..…… 

2.9 When your students are silent in the classroom, what do you think they 

are doing? Tick as many boxes as you wish. 

a. listening to teachers and classmates  

b. taking notes   

c. checking the dictionary/textbook  

d. thinking about some ideas in the lesson  

e. daydreaming or thinking about other things in their 

lives 

 

f. using mobile phones  

g. other? [write here] 

…………………………………………………………………

…..……………… 

 

 

2.10 Moral Issues in class 

We know that all teachers should serve as worthy models of moral behaviour – this is 

essential to their professional role. Additionally, sometimes, teachers may draw 

attention to moral issues during a lesson. These issues may be personal, about how 

trainee teachers should behave; or more social, when the teacher draws attention to the 

moral dimension of a textbook passage, or topic, or piece of language. 

Please comment on the following statements, by ticking one box per line. 
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1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 

Strongly agree 

 1 2 3 4 5 

a. I give guidance on moral issues during EL lessons.      

b. It is valuable for students to receive guidance from 

teachers on moral issues during EL lessons. 

     

 

2.11 Why do you think that moral issues should, or should not be incorporated 

in EL lessons? 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

………………………………………………………………………………..……… 

2.12 Please describe the overall atmosphere of your English lessons. Tick one 

box per row. 

 often sometimes occasionally seldom never 

a. serious      

b. playful/ 

humorous 

     

c. dynamic      

d. calm      

e. collaborative      

f. competitive      
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g. other? [write 

here] 

………………

………………

…..… 

     

 

2.13 Some people have described Vietnamese tertiary classrooms as follows: 

please indicate your view by ticking one box per row. 

 strongly 
disagree 

disagree neutral agree strongly 
agree 

a. like a family      

b. like a community      

c. like high school      

d. like the army      

 

2.14 Do you have another way, or a metaphor, to describe your classes to a 

foreigner? Please explain. 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

…………………………………………………………………………………..…… 

 

Section 3: Teaching Materials 

In the next two sections, the study explores teachers’ view of the teaching /learning 

experienced in their current English lessons. Rarely have teachers’ views been sought on 

these topics until now. 
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3.1 In your EL classes, what percentage of textbooks are from Western 

countries? (Please circle): 

 up to 25%  25-50%  50-75% 75-100% 

3.2 Do you usually prefer to use English texts published in foreign countries 

or those published in Vietnam?    

a. Circle your response below. 

 Foreign countries  Vietnam 

b. Please explain 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………..… 

3.3 Please assess the overall usefulness of the textbooks you are using: 

(1: not useful at all; 2: not useful; 3: average; 4: useful; 5: very useful) 

 

 1 2 3 4 5 

a. Vietnamese-produced      

b. Foreign-produced      

 

3.4 Where do you usually obtain resources for your teaching? Please tick one 

box for a row. 
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 often sometimes occasionally seldom never 

a. at the college 

library 

     

b. in bookstores      

c. from colleagues       

d. available on the 

Internet 

     

g. other? [write here] 

………………………

…………..… 

     

 

Section 4: Teaching Methods  

In describing teaching methods, we are using the term ‘communicative’ to refer to 

lessons which use mainly English, and include various pair and groupwork activities. 

The term ‘traditional’ is used to refer to lessons which are taught mainly in Vietnamese, 

with little use of pair or groupwork activities. 

4.1. Please comment on the following statements, by ticking one box per line. 

1 =never; 2 = seldom; 3 = occasionally; 4 =sometimes; 5 = often 

 1 2 3 4 5 

a. I communicative teaching methods.      

b. I use traditional teaching methods.      

c. I use combined teaching methods.      
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d. My class has pair/group activities where students discuss 

mainly in Vietnamese, and provide an answer in English. 

     

e. My class has pair/group activities where students discuss 

mainly in English, and provide an answer in English. 

     

 

4.2 In your current teaching, what teaching approach do you believe supports 

students’ learning effectively? Please explain. 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

………………………… 

4.3 Please give an overall response to teaching methods in your EFL classes:  

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 

Strongly agree 

 1 2 3 4 5 

a. My students can learn many strategies for teaching EFL      

b. I feel that there are more strategies which we do not 

cover. 

     

c. I use mainly Vietnamese in my classes.      
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d. I use mainly English in my classes.      

e. Overall, I feel my students are being well prepared to 

teach EFL. 

     

 

Section 5: Using Technology in EFL 

The term ‘Technology’ is used here to refer to both hardware and software.  

5.1 Please indicate the level of training you have received in ICT (tick a box). 

None Basic  Intermediate  Advanced  

    

 

5.2 What is the highest level of training that you received? Please name the 

in-service or course undertaken: 

…………………………………………………………….. 

5.3 How did you get ICT training? Tick as many boxes as you wish. 

a. from BA program  

b. from the current college  

c. from the government/the Ministry of Education & 
Training (via college) 

 

d. from friends  

e. from colleagues  

f. sefl-learning  

g. other? [write here] 

…………………………………………………………………
…..……………… 

 

5.4 I often use technology in the classrooms. 
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1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 

Strongly agree 

1 2 3 4 5 

     

5.5 How often do you use the following kinds of technology in class?  

1 = never; 2 = seldom; 3 = occasionally; 4 = sometimes; 5 = often 

 1 2 3 4 5 

a. Laptops, CD players, OH projectors      

b. Audio input, including songs       

c. Audio-visual input, including movies and short clips      

d. PowerPoint presentations      

e. Downloaded materials from the Internet (eg eBooks, flash cards, 

animations, e-library) 

     

f. Citation of links to Internet resources for student follow-up outside 

class (eg BBC English or Violet teaching programs) 

     

Other? Specify below 

…………………………………………………………………………………

…………………….. 

     

 

 

 

5.6 How would you rate your confidence level with the following? 
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 very 

high 

high mediu

m 

 low  very  

low 

a. Using technology      

b. Designing technology-enhanced 

lessons 

     

 

5.7. How satisfied are you with the use of technology in your current EL 

lessons? 

very satisfied satisfied neutral unsatisfied very unsatisfied 

     

 

* Please explain 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………..… 

5.8 The ICT training provided by the college is helpful for my teaching of 

English. 

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 

Strongly agree 

1 2 3 4 5 
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* Please explain 

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………………

……………………………………………………………………………………..… 

 

The end 

Thanks for your time and answering this questionnaire. 
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Appendix B2: Vietnamese version 

 

PHI U KH O SÁT V  VI C D YTI NG ANH C  

Phi u kh c thi t k   tìm hi u v  nh i 
nghi m c a GV AV v  vi c d y ti ng Anh. Câu tr  l i c a các b n s  c s  
d ng làm m t ph n d  li u trong lu n án Ti a tôi. T t c  các thông tin 

u s  c gi  bí m t và khuy t danh. C c 
nghiên c u vi c d y và h c ti ng Anh  VN. 

 

Phi u kh o sát này g m 5 ph n, m t kho  hoàn thành.  

 

Ph n 1: Thông tin chung 

Các b khoanh tròn ho i mình vào nh ng câu 
sau: 

1.1 Tu i:  25-30    31-35  36-40  over 40 

1.2 S  -  6-  11-    

1.3 Gi i tính:  Nam   N  

1.4      Cao h c 

 ti ng Anh:       B1     B2  C1  C2 

y  
ng:…………………………………………………………………………………. 

 

Ph ng và không khí trong l p h c 

Trong ph n tìm hi u hình  l p h c ti ng Anh 
c a l p SP AV t n tìm hi p h
th   u rõ thêm v  b i 
c u ki n r t c c ti n nay, 

u nghiên c  c n v   

2.1 Các b u vào s   

1 = R ng ý; 3 = Không ý ki ng ý; 5 = R ng ý 

 1 2 3 4 5 

a. ng nghiêm kh c v i SV.      

b. ng v i SV.      

c. ng t  t  v i SV.      
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d. ng n v i SV.      

e. i SV.      

f. ng g i SV      

 

2.2 Các b u vào s   

1 = R ng ý; 3 = Không ý ki ng ý; 5 = R ng ý 

 1 2 3 4 5 

a. SV c ng h c t t ti ng Anh.      

b. SV c ng  l       

c. SV c ng r t thích h c ti ng Anh.      

d. SV c        

e. SV c  l  phép.      

f. SV c ng s n ng Anh trong l p.      

2.3 Trong các ph m ch n ra 2 ph m ch ng nh i 
v i vi c d y c a b n? 

                 

2.4 B i thích vì sao 2 ph m ch ng nh t v i b n? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………… 

2.5 Các b u vào s   

1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng ý 

 1 2 3 4 5 

i SV trong l p.      

ng hay tr  l i c       

c l
 l i c a SV. 
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ng hay th o lu n v  n xét c a 
i SV. 

     

 

2.6 Theo b n, th i gian nào là phù h p nh  th o lu n v i GV v  các nh n 
xét c a GV? 

Trong gi  h c  Sau gi  h c (gi  gi i lao, hay email riêng) 

Xin b n gi i thích vì sao 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

2.7 Theo b n vì sao SV mu n xung phong tr  l i câu h i c a GV?  

(G i ý: tính cách c a SV? Kh  ng c a SV? B n bè? GV? N i dung bài?....) 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

2.8 Theo b n vì sao SV mu n gi  im l ng, không phát bi u trong l p?  

(G i ý: tính cách c a SV? Kh  a SV? B n bè? GV? N i dung bài?....) 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

2.9 Khi SV không phát bi ng hay làm gì theo b u 
h t các ô mà b  

a. l i  

b. ghi chép   

c. xem n  n  

   

i   

f. s  d n tho i   
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c trong l p h c 

u bi t r ng, GV ngoài vi c d y h c còn là t  c cho SV. Vì 
th p h c ti ng hay liên h  n bài h o c trong 
quá trình d y. Các v  c liên h   th  nào, hay 
nh ng v  có liên h  v  c n m trong m a bài, ch   c a bài hay 
các câu danh ngôn, t  ng … trích d n trong bài. 

Các b u vào s   

1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng ý 

ng liên h  n v  c khi d y ti ng Anh. 1 2 3 4 5 

b. Vi c liên h   c khi d y ti

 to l i v i SV SP AV. 

     

 

2.11 Vì sao b  d c xen k  khi d y 
ti ng Anh? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

2.12 B n c m nh n th  nào v  không khí l p h c c a b u vào ô 
ng. 

 n
g 
xuyên 

Th nh 
tho ng l n 

R t ít 
khi gi  

a. R t trang tr ng      

b. R t vui      

c. R ng      

d. R ng      

e. R t h       

f. R t c nh tranh      
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ng so sánh l p h u vào ô 
a b n: 

 R t 

 
 ki n 

ng 
 

R  

      

ng ng      

ng 
THPT 

     

i 
     

 

2.14 N u s  d ng m ng n d   so sánh và miêu t  i 
c ngoài bi t v  l p h c c a b n, v  vai trò c a GV và SV trong l p, b n s  

dùng hình nh gì? Xin gi  

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…… 

 

Ph n 3: Tài li u d y và h c 

Trong ph n tìm hi n c a GV v  u d y c n. 
Hi n gi  t ít nghiên c u vi t v  v   

c ngoài? Xin khoanh 
tròn câu tr  l i. 

  25-50%  50-75% 75-100% 

3.2 B n thích tài li u d y và h c ngoài xu t b n hay VN xu t b n? 
Xin khoanh tròn và gi i thích. 

      VN   

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 
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3.3 B ng tài li u b y? 

(1: r u ích; 5: r t t t) 

t b n 1 2 3 4 5 

t b n      

 

Ph ng d y  

4.1. B u vào ô ng: 

(1= ko bao gi ; 2=r t ít ; 3= 1 vài l n; 4= th nh tho ng xuyên) 

 1 2 3 4 5 

 d ng PP d y giao ti p trong l p h c.       

 d ng PP d y truy n th ng.       

y k t h p gi a giao ti n th ng.      

d. L  

o lu n b ng ti ng Vi  l i GV b ng 

ti ng Anh. 

     

e. L  

SV th o lu  l u b ng ti ng Anh. 

     

 

y c hi u qu  nh t theo b n? Xin gi i thích. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………… 

4.3 Các b u vào s   
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(1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng 
ý) 

a. SV c  h c nhi u k  ng d y trong l p. 1 2 3 4 5 

b. u k  thu t gi ng d y 

h t. 

     

 d ng ch  y u ti ng Vi t trong l p.      

 d ng ch  y u ti ng Anh trong l p.      

c trang b    tr  

TA. 

     

 

 

Ph n 5: S  d ng công ngh  thông tin trong d y ti ng Anh 

c hi u trong lu t c  nh n ph n c ng (thi t 
b  máy móc) và ph n m m (Ph n m m, clips, nh c, webs…) 

5.1 Xin cho bi  CNTT c a b n: 

 n Trung c p Cao c p 

    

 

5.2 B ng c p/ ch ng ch  cao nh t b  CNTT là 
gì :…………………………………………………………….. 

 

5.3 Ki n th c v  CNTT c a b c t  u vào các ô phù 
h p v i b n: 

T  c 

 quan hi n 

t i t p hu n 

H c t  b n H c t  ng 

nghi p  

T  h c t  

 cho bi t  
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ng s  d  d y ti ng Anh. 

(1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng 
ý) 

1 2 3 4 5 

 

5.5 B ng s  d ng lo i nào trong l p? 

(1= ko bao gi ; 2=r t ít ; 3= 1 vài l n; 4= th nh tho ng xuyên) 

 1 2 3 4 5 

u      

 v  ph       

 v  ph n phim      

 PPT      

u t i v  t  n t , flash cards, 

hình n t … 

     

o trên Internet cho SV xem them  

 

     

 

 

     

 

5.6 B  nào v  s  t  tin c a mình khi làm các vi c sau:  

 R t t  tin T  tin Bình 

ng 

 

tin l m t  tin 

S  d ng CNTT      
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Thi t k  n t  

d y trong l p 

     

 

5.7 B i CNTT s  d ng trong l p? 

R lòng  ng  R  

* Xin gi i thích: 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

5.8 Ki n th c v  CNTT mà b c t p hu n  u ích cho vi c 
d y ti ng Anh b ng CNTT. 

(1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng 
ý) 

1 2 3 4 5 

* Xin gi i thích. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

 

H t 

C  l i phi u kh  
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Appendix B3. For students- English version 

 

The English Language Learning of College students in Vietnam 

Questionnaire for students  

This questionnaire is designed to find out what students think about their English 

language learning at your college. The researcher wishes to give students an 

opportunity to comment on their experiences: she plans to analyse student responses as 

part of her doctoral study. All information will be kept confidential, and anonymised. 

Thank you for your contribution to EL research in Vietnam. The questionnaire consists 

of 6 sections: it should take around 40-50 minutes to complete. 

 

Section 1: General information  

Please provide the following information by circling the answer or writing 
your response in the space. Choose one answer for each question. (Please 
remember that all information given will be later anonymised and kept 
confidential.) 

 

1.1 Age:  18-20   21-25 

1.2 Ethnicity:  Kinh (Viet)  Khmer  Hoa (Chinese)   Other: please specify 
here: …………………. 

1.3 Gender: male female 

1.4a The main language spoken in your home (name one language only):  

 Vietnamese   Khmer   Chinese   Other: please specify here:  
……………….. 

1.4b If there is a second language spoken in your home, please specify here: 
 ………………… 

1.5 How many years of English did you study at secondary school?   3 years   7 
years 

1.6 Where is your home town/village?……………………………………….. 

1.7 Where do you currently live in order to study at college?  

 College Dorms   Boarding houses   Relatives’ houses   With my family 
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1.8 How far is it from your current place of residence to the college? 

 up to 2km  2-5km  5 or more km 

 

Section 2: The social dimension of classes  

In Section 2, the study is trying to build up a picture of what Vietnamese EL classes are 
like at your college, by exploring its social dimension. This information will help 
foreigners to better understand the unique context of learning English in Vietnam. To 
date, it has hardly been researched or published. 

2.1 Please comment on the following statements, by ticking one box per 
line/row.  

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 
Strongly agree 

 1 2 3 4 5 

a. My teachers are usually strict.      

b. My teachers are usually fair.      

c. My teachers are usually kind.      

d. My teachers are usually friendly.      

e. My teachers are usually distant from students.      

f. My teachers are usually close to students.      

 

2.2. Which two of the six qualities listed in (1) above are the most important 
to you? Choose only two, and write below 

                 

2.3 Can you explain why those two qualities are the most important to you?  

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………… 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………… 

2.4. Please comment on the following statements, by ticking one box per line.  
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1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 
Strongly agree 

 1 2 3 4 5 

a. My teachers usually interact with students in class.      

b. I usually respond to teachers’ questions.      

c. My teachers usually provide oral feedback to 
students. 

     

d. I can usually discuss this feedback with teachers.      

 

2.5 When is the best time to the teacher’s feedback with her/him: during or 
after class? 

a. Circle your response below. 

 During   After 

b. Please 
explain. .…………………………………………………………………………..……
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……… 

2.6 When the teacher calls on the class for an oral response, do you respond? 
Circle/tick one box. 

often sometimes occasionally seldom never 

 

2.7 If you do volunteer to speak, please give your reasons for doing so.  

(eg, your personality, ability, your classmates, the teacher, the activity, the topic…) 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………..2.8 
Sometimes, when the teacher calls on the class for an oral response, a student 
may prefer to remain silent. Does this happen in your case? 

often sometimes occasionally seldom never 
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2.9 If you do prefer to remain silent, please give your reasons for doing so.  

(eg, your personality, ability, your classmates, the teacher, the activity, the topic…) 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………………………………………………………………..…… 

2.10. When you are silent in the classroom, what are you doing? Tick as many 
boxes as you wish. 

a. listening to teachers and friends  

b. taking notes   

c. checking the dictionary/textbook  

d. thinking about some ideas in the lesson  

e. daydreaming or thinking about other things in my life  

f. using my mobile phone   

g. other? [write here] 

…………………………………………………………………
…..……………… 

 

 

2.11 Which two of the activities listed in (2.10) above are the most common for 
you, in order of frequency?  

i) ……..…………………………………….   (ii) 
……………………………………..……. 

2.12 Why is this? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………..2.13 
Moral Issues in class 

We know that all teachers should serve as worthy models of moral behaviour – this is 
essential to their professional role. Additionally, sometimes, teachers may draw 
attention to moral issues during a lesson. These issues may be personal, about how 
trainee teachers should behave; or more social, when the teacher draws attention to the 
moral dimension of a textbook passage, or topic, or piece of language. 



Appendices 

 343 

Please comment on the following statements, by ticking one box per line. 

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 
Strongly agree 

 1 2 3 4 5 

a. My teachers give guidance on moral issues during EL 

lessons. 

 

     

b. It is valuable to receive guidance from teachers on moral 

issues during EL lessons. 

     

c. I intend in my future EL teaching to give guidance to 

students on moral issues. 

     

 

2.14 Why do you think that moral issues should, or should not be incorporated 
in EL lessons? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

2.15 Please describe the overall atmosphere of your English lessons. Tick one 
box per row. 

 ofte
n 

someti
mes 

occasion
ally 

seldom never 

a. serious      

b. playful/ humorous      

c. dynamic      

d. calm      

e. collaborative      

f. competitive      

g. other? [write here] 

…………………………
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………..… 

 

2.16 Some people have described Vietnamese tertiary classrooms as follows: 
please indicate your view by ticking one box per row. 

 strongly 
disagree 

disa
gree 

neutral agree strongly agree 

a. like a family      

b. like a community      

c. like high school      

d. like the army      

 

2.17 Do you have another way, or a metaphor, to describe your classes to a 
foreigner? Please explain. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………………………………………………………………..…… 

 

Section 3: Teaching Materials 

In the next two sections, the study explores students’ view of the teaching /learning 
experienced in their current English lessons. Rarely have students’ views been sought 
on these topics until now. 

 

3.1 In your EL classes, what percentage of textbooks are from Western 
countries? (Please circle): 

 up to 25%  25-50%  50-75% 75-100% 

3.2 Do you usually prefer to use English texts published in foreign countries 
or those published in Vietnam?    

a. Circle your response below. 

 Foreign countries  Vietnam 

b. Please explain 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
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……………………………………………………………………………………………
……………………………………………………………………………………..… 

3.3 Please assess the overall usefulness of the textbooks you are using: 

(1: not useful at all; 2: not useful; 3: average; 4: useful; 5: very useful) 

 1 2 3 4 5 

a. Vietnamese-produced      

b. Foreign-produced      

 

Section 4: Teaching Methods  

In describing teaching methods, we are using the term ‘communicative’ to refer to 
lessons which use mainly English, and include various pair and groupwork activities. 
The term ‘traditional’ is used to refer to lesson which are taught mainly in Vietnamese, 
with little use of pair or groupwork activities. 

4.1. Please comment on the following statements, by ticking one box per line. 

1 =never; 2 = seldom; 3 = occasionally; 4 =sometimes; 5 = often 

 1 2 3 4 5 

a. My teachers use communicative teaching methods.      

b. My teachers use traditional teaching methods.      

c. My teachers use combined teaching methods.      

d. My class has pair/group activities where we discuss 

mainly in Vietnamese, and provide an answer in English. 

     

e. My class has pair/group activities where we discuss 

mainly in English, and provide an answer in English. 

     

 

4.2 In your current learning, what teaching approach supports you 
effectively? Please explain. 

……………………………………………………………………………………………
……………………………………………………………………………………………
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……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………… 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………… 

4.3 Please comment on the following statements, by ticking one box per line. 

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 
Strongly agree 

 1 2 3 4 5 

a. I’ll use communicative teaching in my future class.      

b. I’ll use traditional teaching in my future class.      

c. I’ll use combined teaching in my future class.      

d. I don’t know what method to use in my future class.      

 

4.4 Please explain your answer. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………… 

4.5 Please give an overall response to teaching methods in your EFL classes:  

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 
Strongly agree 

 1 2 3 4 5 

a. I can learn many strategies for teaching EFL      

b. I feel that there are more strategies which we do not 

cover. 
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c. I would like the teacher to use more Vietnamese in class      

d. I would like the teacher to use less Vietnamese in class      

e. Overall, I feel I am being well prepared to teach English.      

 

Section 5: Experience of English beyond the classroom 

The researcher is also interested to find out how much English students are currently 
experiencing beyond the classroom. This depends on many factors, of course, to do with 
family, work, and so on. Below, I have presented a range of possible activities, but many 
students may only have experienced a few of these. Your answers will help me 
understand the balance between learning L2 in class, and learning L2 beyond class. 

 

5.1. In which ways do you experience English beyond the classroom? First, 
please indicate how often, and second, choose one favourite activity. 

 How often Favourite 

A. Written 

Language  

ever

y 

day 

most 

days 

ever

y 

week 

every 

month 

rarel

y 

neve

r 

tick one 

row only 

a. Read 

published books  

       

b. Read comics, 

magazines, 

newspapers 

       

c. Do sample 

tests  

       

d. Write an L2 

diary  

       

Other: specify 

below 
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…………………

…………………

…………………

…… 

 

* Please explain why you chose your favourite activity. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…………………………………………………………………………………..…… 

 

 How often Favourite 

B. Spoken 

Language 

every 

day 

most 

days 

every 

week 

every 

month 

rarely never tick one row 

only 

a. Speak L2 with 

Vietnamese 

friends  

       

b. Attend English 

speaking clubs  

       

c. Listen to 

English songs 

       

d. Watch English 

movies  

       

Other: specify 

below 

……………………

……………………

………………… 
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* Please explain why you chose your favourite activity. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………… 

 

 How often Favourite 

C. Internet/ Mobile 

Phone 

every 

day 

most 

days 

every 

week 

every 

month 

rarel

y 

never tick one row 

only 

a. Read English online 

magazines, comics, 

newspapers 

       

b. Use L2 in chat 

rooms  

(eg Yahoo Messenger, 

Skype) 

       

c. Use L2 for Emails 

 

       

d. Use Facebook 

 

       

e. Use Search Engines  

(eg, Yahoo, Google, 

Bing) 

       

f. Use Google 

Translate 
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g. Use Phone chat 

applications  

(eg Viber, Messenger)  

       

Other: specify below 

…………………………

…………………………

……… 

       

 

* Please explain why you chose your favourite activity. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………………………………………………… 

 

 How often Favourite 

D. Community every 

day 

most 

days 

ever

y 

week 

every 

month 

rarel

y 

never tick one row 

only 

a. Make contact with 

foreigners in 

Vietnam 

       

b. Work part time  

 

       

c. Undertake EL 

classes at private 

language centers 

       

Other: specify below 

………………………
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………………………

…………… 

 

* Please explain why you chose your favourite activity. 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………… 

5.2 Out of the 4 favourite activities which you have nominated in tables A, B, 
C & D above, can you select the one single activity that you find the most 
valuable for your EL development? 

 

………………………………………………………………..…. 

 

5.3 Please fill in the boxes below to indicate how frequently you do the 
following activities. 

 

Community Approx days/hours per week 

a. Make contact with foreigners in Vietnam.  

b. Work part time.  

c. Undertake EL classes at private language 

centers.  

 

Other:  

 

5.4 Working part-time: please tick one box per line 

 Yes No 

a. I work part time at a fast food store.   

b. I work part time at a tourist agency.   
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c. I work part time as an English personal tutor.   

d. I have other part-time work. 

Please specify here: 

……………………………………………………………………. 

  

 

5.5 Please tick a box for each row below: 

1 = never; 2 = seldom; 3 = occasionally; 4 = sometimes; 5 = often 

 

Activities 1 2 3 4 5 

a. I have chances to speak English when I work part 

time 

     

b. I speak English to foreign customers.      

c. I speak to foreign supervisors.      

d. I read workplace documents in English (eg menu, 

report…) 

     

e. I receive workplace training in English.      

f. I tutor English to primary-age learners.      

g. I attend evening classes at a language centers.      

h. I attend evening classes to learn more English.      

i. I attend evening classes to have English national 

certificates.  

     

j. I attend evening classes because I believe CLT is 

used. 
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Section 6: Using Technology in EFL 

The term ‘Technology’ is used here to refer to both hardware and software.  

6.1 My teachers often use technology in the classrooms. 

1 = Strongly disagree; 2 = Disagree; 3 = Neither agree nor disagree; 4 = Agree; 5 = 
Strongly agree 

1 2 3 4 5 

     

 

6.2. How often do your teachers use the following kinds of technology in 
class?  

1 = never; 2 = seldom; 3 = occasionally; 4 = sometimes; 5 = often 

 1 2 3 4 5 

a. Laptops, CD players, OH projectors 

 

     

b. Audio input, including songs  

 

     

c. Audio-visual input, including movies and short clips 

 

     

d. PowerPoint presentations 

 

     

e. Downloaded materials from the Internet (eg eBooks, flash cards, 

animations, e-library) 

     

f. Citation of links to Internet resources for student follow-up outside 

class (eg BBC English or Violet teaching programs) 

     



Appendices 

 354 

Other? Specify below 

…………………………………………………………………………………

…………………….. 

     

 

6.3 How would you rate* your teachers’ confidence level with the following? 

*NB. A reminder that thus survey is anonymous. You and your teachers cannot be 
identified. 

 very 

high 

high mediu

m 

 low  very  

low 

a. Using technology      

b. Designing technology-enhanced lessons      

 

6.4. How satisfied are you with the use of technology in your current EL 
lessons? 

very satisfied satisfied neutral unsatisfied very unsatisfied 

     

 

* Please explain 

 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………..… 

 

The end 

Thanks for your time and answering this questionnaire. 
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Appendix B4. Vietnamese version 

 

PHI U KH O SÁT  

V  VI C H C TI NG ANH C  

Phi u kh c thi t k   tìm hi u v  nh i 
nghi m c a sinh viên SP AV v  vi c h c ti ng Anh. Câu tr  l i c a các b n s  

c s  d ng làm m t ph n s  li u c a lu n án Ti a tôi. T t c  các 
u s  c gi  bí m t và khuy t danh. C

c nghiên c u vi c d y và h c ti ng Anh  VN. 

 

Phi u kh o sát này g m 6 ph n, m t kho ng 50-  hoàn thành.  

 

Ph n 1: Thông tin chung 

Các b i mình vào nh ng câu 
sau: 

1.1 Tu i:  18-20    21-25 

c:   Kinh    Khmer   Hoa     …………………. 

1.3 Gi i tính:  Nam   N  

1.4a  chính s  d ng   

1.4b N u b  d ng m  ph   t 
thêm:………………… 

1.5  THPT, b n h        

a b n   

1.7 Khi theo h n   

KTX        con    v  

1.8 T  ch  b  ng h c bao xa?  G    3-5km 
 trên 5km 

 

Ph ng và không khí trong l p h c 

Trong ph ng m t hình  l p h c ti ng 
Anh c a l p SP AV t n tìm hi p h c 

  u rõ thêm v  
b i c u ki n r t c c ti n 

u nghiên c  c n v   
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2.1 Các b u vào s   

1 = R ng ý; 3 = Không ý ki ng ý; 5 = R ng ý 

 1 2 3 4 5 

a. GV (ti ng Anh) c t nghiêm kh c.      

b. GV c ng.      

c. GV c t t  t .      

d. GV c n.      

e. GV c       

f. GV c t g       

 

2.2. Trong các ph m ch n ra 2 ph m ch t quan tr ng nh i 
v i b n? 

                 

2.3 B i thích vì sao 2 ph m ch i quan tr ng v i b n? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………… 

2.4. Các b u vào s   

1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng ý 

 1 2 3 4 5 

ng xuyên i SV trong l p.      

ng hay tr  l i c a GV.      

c l  
l i c a SV. 

     

ng hay th o lu n v i GV v  n xét c a 
GV. 

     

2.5 Theo b n, th i gian nào là phù h p nh  th o lu n v i GV v  các nh n 
xét c a GV? 
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Trong gi  h c  Sau gi  h c (gi  gi i lao, hay email riêng) 

Xin b n gi i thích vì sao 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

t câu h i, b  l i? 

ng 

xuyên 

Th nh tho ng n R t ít khi 

gi  

 

2.7 N u b  l t vì sao b n mu n xung phong 
tr  l i?  

(G i ý: tính cách c a b n? Kh  a b n? B n c a b n? GV c a b n? N i dung 
bài?....) 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

t câu h ng im l ng không tr  l i, b
y bao gi   

ng xuyên Th nh tho ng n R t ít 

khi gi  

2.9 N u b ng tr ng h p này, xin b n chia s  lí do vì sao b n 
mu n gi  im l ng? (G i ý: tính cách c a b n? Kh  a b n? B n c a b n? GV 
c a b n? N i dung bài?....) 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

2.10. Khi b n ng i im trong l p thì b u h t các ô 
mà b ng làm:  

a. l i  
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b. ghi chép   

c. xem n   

   

hanh  

f. s  d n tho i   

 

 

 

 

2.11 Trong các ho ng k  trên, 2 ho ng nào là b ng hay làm 
nh t?  

i) ……..……………….  (ii) ………………………. 

2.12 Xin b n cho bi t vì sao? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

c trong l p h c 

u bi t r ng, GV ngoài vi c d y h c còn là t  o c cho SV. Vì 
th p h c ti ng hay liên h  n bài h c khi 
trong quá trình d y. Các v  c liên h   th  nào, 
hay nh ng v  có liên h  v  c n m trong m a bài, ch   c a bài 
hay các câu danh ngôn, t  ng … trích d n trong bài. 

Các b u vào s   

1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng ý 

ng liên h  n v  c khi d y ti ng 

Anh. 

1 2 3 4 5 

b. Vi c liên h   c khi d y ti ng Anh 

 to l i v i SV SP AV. 

     

 liên h  d c cho h c 

trò c a mình trong khi d y ti ng Anh. 
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2.14 Vì sao b  không nên liên h  d c xen k  khi d y 
ti ng Anh? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

2.15 B n c m nh n th  nào v  không khí l p h c c a b u vào ô 
ng. 

 ng 
xuyên 

Th nh 
tho ng l n 

R t ít 
khi gi  

a. R t trang tr ng      

b. R t vui      

c. R ng      

d. R ng      

e. R t h       

f. R t c nh tranh      

 

i ng so sánh l p h u vào ô 
a b n: 

 R
  ki n 

ng 
 

R t 
 

 
     

ng 
ng 

     

ng 
THPT 

     

i 
     

 

2.17 N u s  d ng m ng n d   so sánh và miêu t  i 
c ngoài bi t v  l p h c c a b n, v  vai trò c a GV và SV trong l p, b n s  

dùng hình nh gì? Xin gi  
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……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
…… 

 

Ph n 3: Tài li u d y và h c 

Trong ph n tìm hi n c a SV SPAV v  u d c 
c a n. Hi n gi  t v  v   

c hi n t i c a các b u là sách 
c ngoài? Xin khoanh tròn câu tr  l i. 

  25-50%  50-75% 75-100% 

3.2 B n thích tài li u d y và h c ngoài xu t b n hay VN xu t b n? 
Xin khoanh tròn và gi i thích. 

      VN   

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

3.3 B ng tài li u b c? 

(1: r u ích; 5: r t t t) 

t b n 1 2 3 4 5 

t b n      

 

Ph ng d y  

4.1. B ng: 

(1= ko bao gi ; 2=r t ít ; 3= 1 vài l n; 4= th nh tho ng xuyên) 

 1 2 3 4 5 

a. GV s  d ng PP d y giao ti p trong l p h c. (L p h c 

ch  y u b ng ti  
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b. GV s  d ng PP d y truy n th ng. (S  d ng ti ng Vi t 

nhi u, ch  y  

     

c. GV d y k t h p gi a giao ti n th ng.      

d. L  

o lu n b ng ti ng Vi  l i 

GV b ng ti ng Anh. 

     

e. L ho  

o lu  l u b ng ti ng 

Anh. 

     

n h c hi u qu  nh t? Xin gi i thích. 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……… 

4.3 Các b u vào s   

(1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng ý) 

 1 2 3 4 5 

 s  d ng PP giao ti y.      

 s  d ng PP truy n th y.      

 s  d ng PP k t h y.      

t nên s  d y.      
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4.4 Xin gi i thích vì sao? 

……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

4.5 Các b u vào s   

(1 = R ng ý; 2 = Không ng ý; 3 = Không ý ki n; ng ý; 5 = R ng 
ý) 

 h c nhi u k  ng d y trong l p. 1 2 3 4 5 

b. u k  thu t gi ng d c h c 

h t. 

     

n GV s  d ng ti ng Vi t nhi       

n GV s  d ng ti ng Vi       

c trang b    tr  

 

     

 

Ph n 5. Rèn luy n ti ng Anh sau gi  h c 

Trong ph n này, tôi mu n tìm hi u SVSP AV s  d ng bao nhiêu ti ng Anh sau gi  
h c. Câu tr  l i c a các b n s  giúp tôi hi u them v  s  i gi a ti ng Anh các b n 
h c trong l p và s  d ng bên ngoài l p. 

5.1. Sau gi  h c, b  rèn luy n ti ng Anh?  

 

 

 M  ng xuyên Thích 

nh t 

A. Luy t  M i 

 

H u 

m i 

M i 

tu n 

M i 

 

Hi m 

khi bao 

gi  

Ch n 

M T 
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c truy p 

chí 

       

c.  ki m tra m u         

d. Vi t nh

b ng ti ng Anh  

       

 

 

       

* Vì sao b n thích ho ng trên nh t? 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

 M  ng xuyên Thích 

nh t 

B. Luy  M i 

 

H u 

m i 

 

M i 

tu n 

M i 

 

Hi m 

khi bao 

gi  

Ch n 

M T 

 

ng Anh v i b n 

cùng l p  

       

ti ng Anh  
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c. Nghe nh c ti ng Anh        

d. Xem phim ti ng Anh        

 

 

       

* Vì sao b n thích ho ng trên nh t? 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

 M  ng xuyên Thích 

nh t 

n tho i M i 

 

H u 

m i 

 

M i 

tu n 

M i 

 

Hi m 

khi bao 

gi  

Ch n 

M T 

 

c truy ng 

Anh online 

       

ng Anh trong 

phòng Chat (Yahoo 

messenger, Skype….) 

       

c. S  d ng ti ng Anh khi 

emails 

       

d. Facebook        

e. S  d ng ti ng Anh 

 tìm ki m 
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Google, Yahoo, Bing… 

f. S  d ng Google D ch        

g. S  d ng ng d ng 

n tho  

chat ti ng Anh (Viber/ 

messengers) 

       

        

* Vì sao b n thích ho ng trên nh t? 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

 M  ng xuyên Thích 

nh t 

i M i 

 

H u 

m i 

 

M i 

tu n 

M i 

 

Hi m 

khi bao 

gi  

Ch n 

M T 

 

a. K t b n/ liên h  v i 

b  

       

b. S  d ng ti ng Anh 

 

       

c. H c thêm ti ng Anh  

i ng  
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* Vì sao b n thích ho ng trên nh t? 
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

5.2 Trong 4 ho ng yêu thích nh t b n v a ch n trong m c A, B, C, và D, 
b n ra m t ho  nh i vi c nâng cao ti ng Anh c a 
b n? 

………………………………………………… 

5.3 B t b n dành bao nhiêu th i gian cho các ho ng này? 

 

 Kho ng bao nhiêu ngày/tu n? 

ho c bao nhiêu gi / tu n? 

a. K t b n/ liên h  v i b   

b. S  d ng ti   

c. H c thêm ti ng Anh  i   

  

 

5.4 Làm thêm: xin ch ng 

   

 ti    

 ch   

c. D ng Anh   

 xin k  ra: 
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5.5 Các b u vào s   

(1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng 
ý) 

 1 2 3 4 5 

ng Anh.      

ng Anh v i       

ng Anh v i qu

ti m. 

     

u b ng ti ng Anh  

ng d n…) 

     

c t p hu ng ti ng Anh.      

c thêm ti ng Anh  TTNN.      

c thêm ti ng Anh   bi t thêm ti ng Anh.      

c thêm   thi ch ng ch  qu c gia.       

c thêm  TTNN vì GV d y theo PP giao ti p.       

 

Ph n 6: S  d ng công ngh  thông tin trong d y ti ng Anh 

c hi u trong lu t c  nh n ph n c ng (thi t 
b  máy móc) và ph n m m (Ph n m m, clips, nh c, webs…) 

ng s  d  d y ti ng Anh. 

(1 = R ng ý; ng ý; 3 = Không ý ki n; ng ý; 5 = R ng 
ý) 

1 2 3 4 5 

 

ng s  d ng lo i nào trong l p? 
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(1= ko bao gi ; 2=r t ít ; 3= 1 vài l n; 4= th nh tho ng xuyên) 

 1 2 3 4 5 

u      

 v  ph       

 v  ph n phim      

      

u t i v  t  n t , flash cards, 

hình n t … 

     

o trên Internet cho SV xem them  

 

     

 

 

     

 

6.3 B  nào cho s  t  tin c a GV khi làm các vi c sau: (Kh o sát 
hoàn toàn khuy t danh nên không ai bi t b n và GV c a b n) 

 R t t  tin T  tin Bình 

ng 

 

tin l m t  tin 

S  d ng CNTT      

Thi t k  n t  

d y trong l p 

     

 

6.4. B i CNTT s  d ng trong l p SPAV? 

R   ng  R  

* Xin gi i thích: 
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……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
……………………………………………………………………………………………
………………………………………………… 

H t 

C  l i phi u kh  

c k t qu  cao trong h c t p. 
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Appendix C: Prompts for interviews 

Appendix C1. For teachers 

 

PROMPTS FOR TEACHER INTERVIEWS 16 June 2016

Introduction to teacher 

Personal/Professional 

 teaching experience & interests 

 what goes well/ challenges 

 knowledge of 2020 Project (and response) 
 

(A)  Teaching methods  

 the method used, and why 

 the benefits of this method 

 any challenges, and how you responded 

 opportunities for ss to interact with classmates in L1 and L2 

 ss’ oral contributions in class – reasons for talking/silence 
 

(B) Teaching resources 

 print resources  

 audio/video 
 

(C) ICT use  

 teacher’s use of ICT 

 students’ use of ICT 
 

(D) Social and cultural dimension of the class  

 relationship between teacher and students 

 relationship amongst students 

 ‘atmosphere’ 
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(E) Moral dimensions 

 in the lesson materials 

 through the teaching of the lesson 

 appropriate or not 

  

BROADER/EMERGING ISSUES 

These which will emerge from the data collected from students and teachers up 
to this point. Issues may include overall evaluation of the training course in 
relation to: 
 

  personal EL development 

  knowledge about language (KAL) 

  skill in ICT 

  professional development 

  cultural understanding. 

 

Appendix C2. For student focus groups 

PROMPTS FOR STUDENT FOCUS GROUPS  
 

Introduction to students 

Personal 

 background 

 current living arrangements 

 interests other than learning English 

Teacher training  

 what goes well/ challenges 

 how well prepared for EL teaching 

 knowledge of 2020 Project (and response) 
 

(A)  Teaching methods 

 the method used, and (apparently) why 

 the benefits of this method 

 any challenges, and how you responded 
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 opportunities for interaction with classmates in L1 and L2 

 your own oral contribution – reasons for talking/silence 
 

(B) Teaching resources  

 print resources used  

 audio/video  
 

(C) ICT use  

 teacher’s use of ICT 

 students’ use of ICT 
 

(D) Social and cultural dimension of the class  

 relationship between teacher and students 

 relationship amongst students 

 ‘atmosphere’ 
  

(E) Moral dimensions  

 in the lesson materials 

 through the teaching of the lesson 

 appropriate or not 
 

(F)  Experience of English beyond the classroom 

 through people: community/work/other 

 through ICT. 
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Appendix D : Observation notes 

 

Observation notes 

Teacher’s name:……………………………..Class: 

Date of teaching:……………………….Room:…………… 

Lesson:…………………………………….Subject: 

 

Time  Teacher’s 

activities 

Students’ 

activities  

Notes  
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Appendix E: Field trip diary of schedule 

 
Date Activity  With 

whom 

Tim

e  

Duratio

n  

Location  Subject

s  

Teacher

s / 

student

s  

Clas

s  

24.8.201

6 

Introduction 

& delivery of 

questionnair

es 

Ts & ss of 

foreign 

language 

departme

nt 

8.30 

am 

15 mins Classroo

ms & 

meeting 

room 

   

29.8.201

6 

Observation 

1 

T & sts 7.00 

am 

50 mins Classroo

m  

Phonetic

s 1 

Ms Vy  A  

29.8.201

6 

Observation 

2 

T & sts 8.50 

am 

50 mins Classroo

m 

British 

culture 

1 

Ms Nga  A  

01.9.201

6 

Collection of 

questionnair

e 

       

05.9.201

6 

Observation 

3 

T & sts 7.00 

am 

50 mins Classroo

m 

Phonetic

s 2 

Ms Vy  A  

05.9.201

6 

Observation 

4 

T & sts 8.50 

am  

50 mins Classroo

m 

British 

culture 

2 

Ms Nga  A  

06.9.201

6 

Observation 

5 

T & sts 7.00 

am 

50 mins Classroo

m 

Teachin

g 

method 

1 

Mr Tinh B  

06.9.201

6 

Observation 

6 

T & sts 7.50 

am 

50 mins Classroo

m 

Teachin

g 

method 

2 

Mr Tinh B  
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Date Activity  With 

whom 

Tim

e  

Duratio

n  

Location  Subject

s  

Teacher

s / 

student

s  

Clas

s  

06.9.201

6 

Group 

Interview 1 

Students  2.00 

pm 

58 mins Meeting 

room 

Phonetic

s 1 

Thanh, 

Thuy 

 

06.9.201

6 

Student 

interview 1 

Student  3.30 

pm 

35 mins Meeting 

room 

Phonetic

s 1 

Ngoc   

07.9.201

6 

Observation 

7 

T & sts 7.00 

am  

50 mins Classroo

m 

Reading 

1 

Ms Yen B  

07.9.201

6 

Group 

Interview 2 

Students  10.3

0 am 

46 mins Meeting 

room 

Teachin

g 

method 

1  

Ly, 

Chau 

B  

07.9.201

6 

Group 

Interview 3 

Students  2.00 

pm 

35 mins Meeting 

room 

Phonetic

s 2 

Thanh, 

Thuy 

 

08.9.201

6 

Observation 

8 

T & sts 8.50 

am  

50 mins Classroo

m  

English 

literatur

e 1 

Ms Mai A  

12.9.201

6 

Teacher 

interview 1 

T  9.00 

am 

30 mins Meeting 

room 

Phonetic

s 1 

Ms Vy  

12.9.201

6 

Teacher 

interview 2 

T  9.30 

am  

30 mins  Meeting 

room 

Phonetic

s 2 

Ms Vy  

12.9.201

6 

Student 

interview 2 

S  10.3

0 am 

30 mins Meeting 

room 

Teachin

g 

method 

1  

Luu   

12.9.201

6 

Student 

interview 3 

S  2.00 

pm 

30 mins  Meeting 

room 

Phonetic

s 2 

Ngoc   

12.9.201 Teacher T  3.00 30 mins Meeting Teachin Mr Tinh  
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Date Activity  With 

whom 

Tim

e  

Duratio

n  

Location  Subject

s  

Teacher

s / 

student

s  

Clas

s  

6 interview 3 pm room g 

method 

1 

12.9.201

6 

Teacher 

interview 4 

T  3.30 

pm 

30 mins  Meeting 

room 

Teachin

g 

method 

2 

Mr Tinh  

13.9.201

6 

Teacher 

interview 5 

T  8.00 

am 

30 mins Meeting 

room 

British 

culture 

1 

Ms Nga   

13.9.201

6 

Teacher 

interview 6 

T  8.30 

am 

30 mins Meeting 

room 

British 

culture 

2 

Ms Nga  

13.9.201

6 

Student 

interview 4 

S  10.3

0 am 

30 mins Meeting 

room 

Teachin

g 

method 

2 

Luu   

14.9. 

2016  

Observation 

9 

T & ss 7.00 

am 

50 mins Classroo

m  

Reading 

2 

Ms Yen  

14.9. 

2016  

Student 

interview 5 

T  10.3

0 am 

30 mins Meeting 

room 

British 

culture 

1 

Ngoc   

14.9. 

2016  

Group 

interview 4 

T  1.30 

am 

40 mins Meeting 

room 

British 

culture 

1 

Thanh, 

Thuy 

 

15.9.201

6 

Observation 

10 

T & ss 8.50 

min

50 mins Classroo

m  

English 

literatur

Ms Mai  
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Date Activity  With 

whom 

Tim

e  

Duratio

n  

Location  Subject

s  

Teacher

s / 

student

s  

Clas

s  

s e 2 

15.9.201

6 

Student 

interview 6 

S  10.3

0 am 

30 mins Meeting 

room 

British 

culture 

2 

Ngoc   

15.9.201

6 

Group 

interview 5 

Ss  1.30 

am 

40 mins Meeting 

room 

British 

culture 

2 

Thanh, 

Thuy 

 

16.9.201

6 

Teacher 

interview 7 

T  8.00 

am 

30 mins Meeting 

room 

Reading 

1 

Ms Yen  

16.9.201

6 

Teacher 

interview 8 

T  8.30 

am 

30 mins Meeting 

room 

Reading 

2 

Ms Yen  

16.9.201

6 

Group 

interview 6 

Ss 10.3

0 am 

40 mins Meeting 

room 

Teachin

g 

method 

2 

Ly, 

Chau 

 

17.9.201

6 

Student 

interview 7 

S  8.00 

am 

30 mins Classroo

m  

Reading 

1 

Luu  

17.9.201

6 

Student 

interview 8 

S  8.30 

am 

30 mins  Classroo

m  

Reading 

2 

Luu   

17.9.201

6 

Group 

interview 7 

Ss  10.0

0 am 

30 mins Classroo

m  

Reading 

1 

Ly, 

Chau 

 

17.9.201

6 

Group 

interview 8 

Ss  10.3

0 am 

30 mins Classroo

m  

Reading 

2 

Ly, 

Chau 

 

19.9.201

6 

Teacher 

interview 9 

T  8.00 

am 

30 mins Meeting 

room 

English 

literatur

e 1 

Ms Mai  
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Date Activity  With 

whom 

Tim

e  

Duratio

n  

Location  Subject

s  

Teacher

s / 

student

s  

Clas

s  

19.9.201

6 

Teacher 

interview 10 

T  8.30 

am 

30 mins Meeting 

room 

English 

literatur

e 2 

Ms Mai  

20.9.201

6 

Observation 

11 

T & ss 7.00 

am 

50 mins Classroo

m  

Listenin

g 1 

Ms 

Trinh 

Clas

s B 

20.9.201

6 

Student 

interview 9 

S  10.3

0 am 

30 mins Meeting 

room 

English 

literatur

e 1 

Ngoc  

20.9.201

6 

Group 

interview 9 

Ss  2.00 

pm 

35 mins Meeting 

room 

English 

literatur

e 1 

Thanh, 

Thuy 

 

22.9.201

6 

Student 

interview 10 

S  10.3

0 am 

30 mins Meeting 

room 

English 

literatur

e 2 

Ngoc  

22.9.201

6 

Group 

interview 10 

Ss  2.00 

pm 

35 mins Meeting 

room 

English 

literatur

e 2 

Thanh, 

Thuy 

 

27.9.201

6 

Observation 

12 

T & ss  7.00 

am 

50 mins Classroo

m  

Listenin

g 2 

Ms 

Trinh 

Clas

s B 

28.9.201

6 

Student 

interview 11 

S  10.3

0 am 

30 mins Meeting 

room 

Listenin

g 1 

Luu  

28.9.201

6 

Group 

interview 11 

Ss  1.30 

pm 

30 mins Meeting 

room 

Listenin

g 1 

Ly, 

Chau 

 

29.9.201

6 

Teacher 

interview 11 

T  8.00 

am 

30 mins Meeting 

room 

Listenin

g 1 

Ms 

Trinh 

 

29.9.201 Teacher T  8.30 30 mins Meeting Listenin Ms  
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Date Activity  With 

whom 

Tim

e  

Duratio

n  

Location  Subject

s  

Teacher

s / 

student

s  

Clas

s  

6 interview 12 am room g 2 Trinh 

29.9.201

6 

Student 

interview 12 

S  10.3

0 am 

30 mins Meeting 

room 

Listenin

g 2 

Luu  

29.9.201

6 

Group 

interview 12 

Ss  1.30 

pm 

30 mins Meeting 

room 

Listenin

g 2 

Ly, 

Chau 
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Appendix F: Photos of students’ photocopied textbooks 

 

 

 
Figure F1. For Speaking skills 
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Figure F2: for Reading skills 
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Figure F3. For Reading Skills  
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Appendix G: Photos of students’ posters for micro-teaching 

 

 

Figure G1. Group 1 
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Figure G2. Group 2 
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Figure G3. Group 2 
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Appendix H: Author’s conference presentations 

 

1. International Conference on Educational Technology, Aukland, New 
Zealand, 2015: ICT integration in EFL teaching and learning in Vietnam 

2. NSW Institute for Educational Research- Student Research Showcase- 2016: 
Teaching materials and teaching strategies at a Vietnamese rural teacher 
training college 

3. TESOL International Convention & English Language Expo, Seattle, 
Washington, the USA, 2017. Doctoral Research Forum: Vietnamese learners, 
are they passive? 

 



 

References  
 

Acocella, I. (2012). The focus groups in social research: Advantages and 
disadvantages. Quality & Quantity, 46(4), 1125–1136.  

Al–Buraiki, M. A. (2008). The L1 in young learner classrooms: Teachers’ views and 
practices. Retrieved June, 19, 2010, from 
http:/www.moe.gov.om/Portal/sitebuilder/sites/EPS/English/MOE/baproje
ct/version2/Ch2.pdf 

Akbari, R. (2008). Postmethod discourse and practice. TESOL Quarterly, 42(4), 
641–652. 

Ammar, A., & Spada, N. (2006). One size fits all? Recasts, prompts, and L2 
learning. Studies in Second Language Acquisition, 28(4), 543–574. 

Anthony, A. R. B. (2008). Output strategies for English-language learners: 
Theory to practice. The Reading Teacher, 61(6), 472–482. 

Atieno, O. P. (2009). An analysis of the strengths and limitation of qualitative 
and quantitative research paradigms. Problems of Education in the 21st 
Century, 13(1), 13–38.  

Atkinson, Dwight. (1997). A critical approach to critical thinking in 
TESOL. TESOL Quarterly, 31(1), 71–94. 

Auster, C. J., & MacRone, M. (1994). The classroom as a negotiated social 
setting: An empirical study of the effects of faculty members’ behavior on 
students’ participation. Teaching Sociology, 22, 289–300. 

Bao, D. (2014). Understanding silence and reticence: Ways of participating in second 
language acquisition. A&C Black. 

Bao, D. (2013). Voices of the reticent? Getting inside views of Vietnamese 
secondary students on learning. In M. Cortazzi et al (Eds.). Researching 
Cultures of Learning (pp. 136–154). Palgrave Macmillan, London.

Baker, S. C., & MacIntyre, P. D. (2000). The role of gender and immersion in 
communication and second language orientations. Language 
Learning, 50(2), 311–341. 

Barnard, R., & Nguyen, G. V. (2010). Task–based language teaching (TBLT): A 
Vietnamese case study using narrative frames to elicit teachers’ 
beliefs. Language Education in Asia, 1(1), 77–86. 



References 

 388 

Baxter, P., & Jack, S. (2008). Qualitative case study methodology: Study design 
and implementation for novice researchers. The Qualitative Report, 13(4), 
544–559. 

Benson, P. (2011). Language learning and teaching beyond the classroom:  
An introduction to the field. In: Benson P., Reinders H. (Eds), Beyond 

the Language Classroom (pp. 7-16). Palgrave Macmillan, London.  

Bentley, T. (2012). Learning beyond the classroom: Education for a Changing World. 
Routledge. 

Berdine, R. (1986). Why some students fail to participate in class. Marketing 
News, 20(15), 23–24. 

Berk, R. A. (2009). Multimedia teaching with video clips: TV, movies, YouTube, 
and MTV in the college classroom. International Journal of Technology in 
Teaching & Learning, 5(1), 1–21. 

Berthrong, J., & Berthrong, E. (2014). Confucianism: A short introduction. One 
World Publications. 

Bialystok, E. (1981). The role of conscious strategies in second language 
proficiency. The Modern Language Journal, 65(1), 24–35. 

Blosser, P. E. (2000). Ask the right questions. Arlinton. 

Blosser, P. E. (1991). How to ask the right questions. NSTA Press. 

Bonk, C. J., & Cunningham, D. J. (1998). Searching for learner–centered, 
constructivist, and sociocultural components of collaborative educational 
learning tools. In C. J. Bonk & K. S. King, Electronic collaborators: Learner-
centered technologies for literacy, apprenticeship, and discourse, (pp. 25–50). 
Routledge. 

Braun, V., & Clarke, V. (2006). Using thematic analysis in 
psychology. Qualitative Research in Psychology, 3(2), 77–101.  

Breen, M. P., & Candlin, C. N. (1980). The essentials of a communicative 
curriculum in language teaching. Applied Linguistics, 1(2), 89–112. 

Brown, H. D. (2000). Principles of language learning and teaching. Englewood Cliff, 
NJ: Prentice Hall Regents. 

Brown, R. (1973). Development of the first language in the human 
species. American Psychologist, 28(2), 97-106. 

Bui, T. H. G. (2015). Using collaboration and technology to enhance Vietnamese 
students’ English language writing skills (Doctoral dissertation, Queensland 
University of Technology). 

Bui, T. T. N., & Nguyen, H. T. M. (2016). Standardizing English for educational 
and socio–economic betterment – a critical analysis of English language 



References 

 389 

policy reforms in Vietnam. In Kirkpatrick R. (ed), English Language 
Education Policy in Asia (pp. 363–388). Springer, Cham. 

Burden, P. (2001). When do native English–speaking teachers and Japanese 
college students disagree about the use of Japanese in the English 
conversation classroom. The Language Teacher, 25(4), 5–9. 

Bush, M. (2011). Mindfulness in higher education. Contemporary 
Buddhism, 12(01), 183–197. 

Butler, Y. G. (2011). The implementation of communicative and task–based 
language teaching in the Asia–Pacific region. Annual Review of Applied 
Linguistics, 31, 36–57. 

Butler, Y. G. (2007). How are non–native-English-speaking teachers perceived 
by young learners? Tesol Quarterly, 41(4), 731–755. 

Campa, J. C., & Nassaji, H. (2009). The amount, purpose, and reasons for using 
L1 in L2 classrooms. Foreign Language Annals, 42(4), 742–759. 

Canagarajah, S. (2007). Lingua franca English, multilingual communities, and 
language acquisition. The Modern Language Journal, 91(1), 923–939. 

Canagarajah, A. S. (2006). Negotiating the local in English as a lingua 
franca. Annual Review of Applied Linguistics, 26, 197–218. 

Canning-Wilson, C. (1999). Using pictures in EFL and ESL classrooms. ERIC 
processing and reference facility, Maryland. 

Cao, Y., & Philp, J. (2006). Interactional context and willingness to communicate: 
A comparison of behavior in whole class, group and dyadic 
interaction. System, 34(4), 480–493. 

Carpentier–Fialip, P. e. M. (1940). L’anglais vivant. Paris: Librairie Hachette. 

Carpenter, S. K., & Olson, K. M. (2012). Are pictures good for learning new 
vocabulary in a foreign language? Only if you think they are not. Journal of 
Experimental Psychology: Learning, Memory, and Cognition, 38(1), 92-101.  

Chan, Y. M. (2010). Video instructions as support for beyond classroom 
learning. Procedia–Social and Behavioral Sciences, 9, 1313–1318. 

Chang, S. C. (2011). A contrastive study of grammar translation method and 
communicative approach in teaching English grammar. English Language 
Teaching, 4(2), 13-24. 

Chapelle, C. A. (2007). Technology and second language acquisition. Annual 
Review of Applied Linguistics, 27, 98–114. 

Chen, J. K., & Wei, H. S. (2011). Student victimization by teachers in Taiwan: 
Prevalence and associations. Child Abuse & Neglect, 35(5), 382–390. 



References 

 390 

Chen, M. (2014). Postmethod pedagogy and its influence on EFL teaching 
strategies. English Language Teaching, 7(5), 17–25. 

Chen, T. (2003). Reticence in class and on–line: Two ESL students’ experiences 
with communicative language teaching. System, 31(2), 259–281. 

Chern, C. L. (2002). English language teaching in Taiwan today. Asia Pacific 
Journal of Education, 22(2), 97–105. 

Chiesa, D. L., & Bailey, K. M. (2015). Dialogue journals. In Nunan, D. & 
Richards, J. C. (eds), Language Learning Beyond the Classroom, (pp.110-113). 
Routledge. 

Chien, H. O., & Shiu, S. C. (2012). The application of Buddhism art in general 
education of university in Taiwan–Take Sanchi stupa as 
example. International Journal of Arts & Sciences, 5(5), 39–50. 

Chiu, Y. C. J. (2009). Facilitating Asian students’ critical thinking in online 
discussions. British Journal of Educational Technology, 40(1), 42–57. 

Chunhua, L. (2013). Buddhism and the modern intellectual elite. Chinese Studies 
in History, 46(3), 28–43. 

Clément, R. (1986). Second language proficiency and acculturation: An 
investigation of the effects of language status and individual 
characteristics. Journal of Language and Social Psychology, 5(4), 271–290. 

Cohen, L., & Manion, L. K. Morrison (2000). Research Methods in Education. 
Routledge. 

Cohen, M. (1991). Making class participation a reality. PS: Political Science and 
Politics, 24(4), 699–703. 

Cook, V. (2001). Using the first language in the classroom. Canadian Modern 
Language Review, 57(3), 402–423. 

Copland, F., & Neokleous, G. (2010). L1 to teach L2: Complexities and 
contradictions. ELT Journal, 65(3), 270–280. 

Council of Europe. (2017). Common European framework of reference for 
languages (CEFR): learning, teaching, assessment. Retrieved from 
https://www.coe.int/t/dg4/linguistic/source/framework_en.pdf 

Coxhead, A. (2000). A new academic word list. TESOL Quarterly, 34(2), 213–238. 

Creswell, J. W., Hanson, W. E., Clark Plano, V. L., & Morales, A. (2007). 
Qualitative research designs: Selection and implementation. The Counseling 
Psychologist, 35(2), 236–264. 

Crookes, G., & Schmidt, R. W. (1991). Motivation: Reopening the research 
agenda. Language Learning, 41(4), 469–512. 

Crystal, D. (2008). Two thousand million? English Today, 24(1), 3–6. 



References 

 391 

Crystal, D. (1979). Working with LARSP. Edward Arnold. 

Daller, H., & Xue, H. (2007). Lexical richness and the oral proficiency of Chinese 
EFL students. In Daller, H., Milton & Treffers-Daller, J. (Eds), Modelling and 
Assessing Vocabulary Knowledge (pp. 150–164). Cambridge: Cambridge 
University Press. 

Dang, H. T. & Nguyen, N. H. T. (2014). An exploratory study of ICT use in 
English language learning among EFL university students. Teaching 
English with Technology, 14(4), 32–46. 

Dang, T. K. A., Nguyen, H. T. M., & Le, T. T. T. (2013). The impacts of 
globalisation on EFL teacher education through English as a medium of 
instruction: An example from Vietnam. Current Issues in Language 
Planning, 14(1), 52–72. 

Dang, T. K. A. (2013). Identity in activity: Examining teacher professional 
identity formation in the paired–placement of student teachers. Teaching 
and Teacher Education, 30, 47–59. 

Dang, X. T. (2103). ICT in foreign language teaching in an innovative university in 
Vietnam: Current practices and factors affecting ICT use. Unpublished PhD 
thesis, La Trobe University. 

Dang, H. (2006). Learner–centeredness and EFL instruction in Vietnam: A case 
study. International Education Journal, 7(4), 598–610. 

Darasawang, P., Reinders, H., & Waters, A. (2015). Innovation in language 
teaching: The Thai context. In Darasawang, P., & Reinders, H (Eds)., 
Innovation in Language Learning and Teaching (pp. 1–14). Palgrave 
Macmillan, London. 

Dao, T. N. (2014). Using Internet resources for extensive reading in an EFL 
context. Hawaii Pacific University TESOL Working Paper Series, 12, 72–95. 

Davies, A. (2006). What do learners really want from their EFL course? ELT 
Journal, 60(1), 3–12. 

Davis, M. (2013). Beyond the classroom: The role of self–guided learning in 
second language listening and speaking practice. Studies in Sefl-access 
Learning Journal, 4(2), 85–95. 

Day, R. R. (2015). Extending extensive reading. Reading in a Foreign 
Language, 27(2), 294-301. 

Debreli, E. (2016). Perceptions of non–native EFL teachers’ on L1 use in L2 
classrooms: Implications for language program development. English 
Language Teaching, 9(3), 24–32. 

Denham, P. (1992). English in Vietnam. World Englishes, 11(1), 61–69.  



References 

 392 

Dobinson, T. (2015). Teaching and learning through the eyes of culturally and 
linguistically diverse postgraduates and their lecturers in Australia and 
Vietnam: Implications for the internationalisation of education in 
Australian universities. Education Research and Perspectives (Online), 42, 
363–396. 

Dollaghan, C. A., Biber, M. E., & Campbell, T. F. (1995). Lexical influences on 
nonword repetition. Applied Psycholinguistics, 16(2), 211-222. 

Dörnyei, Z. (1998). Motivation in second and foreign language 
learning. Language Teaching, 31(3), 117–135. 

Duong, T. H. O. (2012). Global vs. glocal English: Attitudes and conceptions 
among educators, administrators and teachers in eight Asian countries. 
In A. Kirkpatrick & R. Sussex (Eds), English as an international language in 
Asia: Implications for language education (pp. 107–135). Springer, Dordrecht. 

Duong, T. T. (2002) Suy nghi ve van hoa giao duc Vietnam. Thanh pho Ho Chi 
Minh, Nha Xuat Ban Tre. 

Dy, S. S. (2004). Strategies and policies for basic education in Cambodia: 
Historical perspectives. International Education Journal, 5(1), 90–97. 

Edwards-Groves, C. J. (2014). Learning teaching practices: The role of critical 
mentoring conversations in teacher education. Journal of Education and 
Training Studies, 2(2), 151-166. 

Ellis, G. (1996). How culturally appropriate is the communicative 
approach? ELT Journal, 50(3), 213–218. 

Eraut, M. (2000). Non-formal learning and tacit knowledge in professional 
work. British Journal of Educational Psychology, 70(1), 113–136. 

Erfani, S. M. (2012). Pictures speak louder than words in ESP, too! English 
Language Teaching, 5(8), 164–169. 

Fang, F. (2006). My experience of learning languages and teaching English in 
China––A narrative inquiry. English Teaching, 5(2), 117-129. 

Fairclough, N. (2003). Analysing discourse: Textual analysis for social research. 
Psychology Press. 

Fassinger, P. A. (2000). How classes influence students’ participation in college 
classrooms. The Journal of Classroom Interaction, 35, 38–47. 

Ferguson, N. B. (1986). Encouraging responsibility, active participation, and 
critical thinking in general psychology students. Teaching of 
Psychology, 13(4), 217–218. 

Flowerdew, L. (1998). A cultural perspective on group work. ELT Journal, 52(4), 
323–329. 



References 

 393 

Flowerdew, J., & Miller, L. (1995). On the notion of culture in L2 lectures. 
TESOL Quarterly, 29(2), 345–373. 

Flyvbjerg, B. (2006). Five misunderstandings about case–study 
research. Qualitative Inquiry, 12(2), 219–245. 

Foley, J. A. (2005). English in Thailand. RELC Journal, 36(2), 223–234. 

Ford, K. (2009). Principles and practices of L1/L2 use in the Japanese university 
EFL classroom. JALT Journal, 31(1), 63–80. 

Forman, R. (2016). First and second language use in Asian EFL. Multilingual 
Matters. 

Forman, R. (2014). How local teachers respond to the culture and language of a 
global English as a foreign language textbook. Language, Culture and 
Curriculum, 27(1), 72–88. 

Foster, P., Tonkyn, A., & Wigglesworth, G. (2000). Measuring spoken language: 
A unit for all reasons. Applied Linguistics, 21(3), 354–375. 

Fröhlich, M., Spada, N., & Allen, P. (1985). Differences in the communicative 
orientation of L2 classrooms. Tesol Quarterly, 19(1), 27–57. 

Garman, M. (1990). Psycholinguistics. Cambridge: Cambridge University Press. 

Gass, S. M., & Mackey, A. (2007). Input, interaction, and output in second 
language acquisition. In B. VanPatten & J. Williams (Eds), Theories in second 
language acquisition: An introduction (pp. 175-199). Mahwah, NJ: Lawrence 
Erlbaum. 

Gass, S. M., & Selinker, L. (2001). Second language acquisition: An 
introduction. Mahwah: Lawrence Erbium. 

Gatbonton, E., & Segalowitz, N. (2005). Rethinking communicative language 
teaching: A focus on access to fluency. Canadian Modern Language 
Review, 61(3), 325–353. 

Geng, Y., & Wharton, S. (2016). Evaluative language in discussion sections of 
doctoral theses: Similarities and differences between L1 Chinese and L1 
English writers. Journal of English for Academic Purposes, 22, 80-91. 

George, A. L., & Bennett, A. (2005). Case studies and theory development in the 
social sciences. MIT Press.  

George, B. (2013). Halliday’s theory of language development. Retrieved from 

https://prezi.com/gm6sqgwrdq55/hallidays-theory-of-language-
development/ 

Ghafournia, N. (2014). Language learning strategy use and reading 
achievement. English Language Teaching, 7(4), 64–73. 



References 

 394 

Gleason, M. (1986). Better communication in large courses. College 
Teaching, 34(1), 20–24. 

Graesser, A. C., Cai, Z., McNamara, D. S., & Kulikowich, J. M. (2011). Coh–
Metrix easability components: Aligning text difficulty with theories of text 
comprehension. In annual meeting of the American Educational Research 
Association, New Orleans, LA. 

Graesser, A. C., McNamara, D. S., Louwerse, M. M., & Cai, Z. (2004). Coh–
Metrix: Analysis of text on cohesion and language. Behavior Research 
Methods, Instruments, & Computers, 36(2), 193–202. 

Gu, Q., & Schweisfurth, M. (2006). Who adapts? Beyond cultural models of the 
Chinese learner. Language, Culture and Curriculum, 19(1), 74–89. 

Gulzar, M. A. (2010). Code–Switching: Awareness about its utility in EFL/ESL 
classroom discourse. Bulletin of Education and Research, 32(2), 1–14. 

 Retrieved from https://baomoi.com/giao–vien–nuoc–ngoai–
day–tieng–anh–long–quan–ly–tha–noi–chat–luong/c/22179616.epi 

Halliday, M. A. K. (1973). Explorations in the Functions of Language. Edward 
Arnold. 

Halliday, M., Matthiessen, C. M., & Matthiessen, C. (2014). An introduction to 
functional grammar. Routledge. 

Halliday, M. A. K., & Matthiessen, C. (2006). Construing experience through 
meaning: A language-based approach to cognition. A&C Black. 

Hamid, M. O., & Nguyen, H. T. M. (2016). Globalization, English language 
policy, and teacher agency: Focus on Asia. International Education Journal: 
Comparative Perspectives, 15(1), 26–44. 

Hammond, J., & Gibbons, P. (2005). What is scaffolding. Teachers’ Voices, 8, 8–16. 

Hammond, J., & Gibbons, P. (2005). Putting scaffolding to work: The 
contribution of scaffolding in articulating ESL education. Prospect, 20 (1), 6-
30. 

Hammond, J. (2001). Scaffolding: Teaching and Learning in Language and Literacy 
Education. Primary English Teaching Assoc., PO Box 3106, Marrickville, 
New South Wales, 2204, Australia. 

Hammond, S., & Gao, H. (2002). Pan Gu’s paradigm: Chinese education’s return 
to holistic communication in learning. In X. Lu, W. Jia, & R. Heisey (Eds), 
Chinese communication studies: Contexts and comparisons (pp. 227–244). 
Westport, CT, Ablex. 

Hardman, F., Smith, F., & Wall, K. (2003). Interactive whole class teaching in the 
national literacy strategy. Cambridge Journal of Education, 33(2), 197-215. 



References 

 395 

Harvey, P. (2012). An introduction to Buddhism: Teachings, history and practices. 
Cambridge University Press. 

Hayashi, N. (2015). Re-examining the effect of output on second language 
acquisition. Bulletin of Miyazaki Municipal University Faculty of 
Humanities, 22(1), 213–230. 

Hellermann, J. (2005). Syntactic and prosodic practices for cohesion in series of 
three–part sequences in classroom talk. Research on Language and Social 
Interaction, 38(1), 105–130. 

Hellermann, J. (2003). The interactive work of prosody in the IRF exchange: 
Teacher repetition in feedback moves. Language in Society, 32(1), 79–104. 

Herazo, R. J. D. (2010). Authentic oral interaction in the EFL class: What it 
means, what it does not. Profile Issues in Teachers’ Professional 
Development, 12(1), 47–61.  

Hincks, R. (2005). Measures and perceptions of liveliness in student oral 
presentation speech: A proposal for an automatic feedback 
mechanism. System, 33(4), 575-591. 

Ho, R. C. C. (2017). Comparison of task repetition and task sequencing in terms 
of their effects on L2 students’ oral performance. International Journal of 
Instruction, 10(1), 307–322. 

Hoang, T. N. D. (2012). Making news: A successful example of project–based 
learning. Language Education in Asia, 3(1), 105-115. 

Hoang, Y. P., Van den Branden, K., Van Steendam, E., & Sercu, L. (2015). The 
impact of PPP and TBLT on Vietnamese students’ writing performance 
and self–regulatory writing strategies. ITL–International Journal of Applied 
Linguistics, 166(1), 37–93.  

Hoang, V. V. (2011). The current situation and issues of the teaching of English 
in Vietnam. , 22(1), 7–18.  

Hoonakker, P., & Carayon, P. (2009). Questionnaire survey nonresponse: A 
comparison of postal mail and internet surveys. International Journal of 
Human–Computer Interaction, 25(5), 348–373. 

Housen, A., & Kuiken, F. (2009). Complexity, accuracy, and fluency in second 
language acquisition. Applied Linguistics, 30(4), 461–473. 

Hu, G. (2002). Potential cultural resistance to pedagogical imports: The case of 
communicative language teaching in China. Language Culture and 
Curriculum, 15(2), 93–105. 

Hu, G., & Lei, J. (2014). English–medium instruction in Chinese higher 
education: a case study. Higher Education, 67(5), 551–567. 



References 

 396 

Huang, C. P. (2010). Exploring factors affecting the use of oral communication 
strategies. LongHua Technology University Journal, 30, 85–104. 

Huang, N. (1997). Confucius and Confucianism. In B. Carr & I. Mahalingam 
(Eds), Companion Encyclopedia of Asian Philosophy. New York: Routledge. 

Huang, X. H., & Naerssen, M. V. (1987). Learning strategies for oral 
communication. Applied Linguistics, 8(3), 287–307.  

Humphries, S., & Burns, A. (2015). In reality it’s almost impossible: CLT–
oriented curriculum change. ELT Journal, 69(3), 239–248. 

Humphreys, G., & Wyatt, M. (2013). Helping Vietnamese university learners to 
become more autonomous. ELT Journal, 68(1), 52–63. 

Hsu, C. K. (2015). Learning motivation and adaptive video caption filtering for 
EFL learners using handheld devices. ReCALL, 27(1), 84–103. 

Hyde, C. A., & Ruth, B. J. (2002). Multicultural content and class participation: 
Do students self–censor? Journal of Social Work Education, 38(2), 241–256. 

Hyland, T. (2014). Mindfulness–based interventions and the affective domain of 
education. Educational Studies, 40(3), 277–291. 

Hyland, T. (2010). Mindfulness, adult learning and therapeutic education: 
Integrating the cognitive and affective domains of learning. International 
Journal of Lifelong Education, 29(5), 517–532. 

Inbar–Lourie, O. (2010). English only? The linguistic choices of teachers of 
young EFL learners. International Journal of Bilingualism, 14(3), 351–367. 

Insley, S., & Thomson, W. (2008). Supporting teachers to increase the quality 
and quantity of student target language use: Description and analysis of 
the 'Teacher professional development in languages' (TPDL) 
programme. New Zealand Language Teacher, 34, 21-30. 

Igawa, K. (2008). English language and its education in Cambodia, a country in 
transition. Shitennoji University Bulletin, 46(1), 343–369. 

Jackson, J. (2003). Case–based learning and reticence in a bilingual context: 
perceptions of business students in Hong Kong. System, 31(4), 457–469. 

Jadallah, M., & Hasan, F. (2010). A review of some new trends in using L1 in the 
EFL classroom. Retrieved from 
http://www.qou.edu/english/conferences/firstNationalConference/pdfFiles
/drMufeed.pdf 

Jenkins, J. (2009). English as a lingua franca: Interpretations and attitudes. World 
Englishes, 28(2), 200–207. 

Jenkins, J. (2006). Current perspectives on teaching world Englishes and English 
as a lingua franca. Tesol Quarterly, 40(1), 157–181. 



References 

 397 

Jin, L., & Cortazzi, M. (2002). English language teaching in China: A bridge to 
the future. Asia Pacific Journal of Education, 22(2), 53–64. 

Jin, L., & Cortazzi, M. (2002). Cultures of Learning, the social construction of 
educational identities. University Press of America, Inc. 

Jin, L., & Cortazzi, M. (1993). Cultural orientation and academic language 
use. In Graddol, D. & Thompson, L. & Byram, M. (Eds), Language and 
Culture (pp. 84–97). Clevedon: Multilingual Matters. 

Johnson, K., & Porter, D. (Eds.). (1983). Perspectives in communicative language 
teaching. London: Academic Press. 

Johansson, V. (2008). Lexical diversity and lexical density in speech and 
writing. Lund University, Department of Linguistics and Phonetics: Working 
papers, 53, 61-79. 

Kachru, B. B. (1992). Teaching world Englishes. The Other Tongue: English Across 
Cultures, 2, 355–366. 

Kachru, B. B. (1986). The power and politics of English. World Englishes, 5(2-3), 
121–140. 

Kam, H. W. (2002). English language teaching in East Asia today: An overview. 
Asia Pacific Journal of Education, 22(2), 1–22.  

Kamhi–Stein, L. D. (2016). The non–native English speaker teachers in TESOL 
movement. ELT Journal, 70(2), 180–189. 

Karp, D. A., & Yoels, W. C. (1976). The college classroom: Some observations on 
the meanings of student participation. Sociology & Social Research, 60, 421-
439. 

Karras, J. N. (2016). The effects of data–driven learning upon vocabulary 
acquisition for secondary international school students in 
Vietnam. ReCALL, 28(2), 166–186. 

Kayi–Aydar, H. (2013). Scaffolding language learning in an academic ESL 
classroom. ELT Journal, 67(3), 324–335. 

Kayi, H. (2012). Teaching speaking: Activities to promote speaking in a second 
language. The Internet TESL Journal, 12 (11). Retrived Jan 24, 2016 from 
http://iteslj.org/Articles/Kayi-Teaching 

Kearney, P., Plax, T. G., Hays, E. R., & Ivey, M. J. (1991). College teacher 
misbehaviors: What students don’t like about what teachers say and 
do. Communication Quarterly, 39(4), 309–324. 

Keown, D. (2013). Buddhism: A very short introduction (Vol. 3). Oxford University 
Press. 



References 

 398 

Kernochan, R. A., McCormick, D. W., & White, J. A. (2007). Spirituality and the 
management teacher: Reflections of three Buddhists on compassion, 
mindfulness, and selflessness in the classroom. Journal of Management 
Inquiry, 16(1), 61–75. 

Khong, T. D. H., Saito, E., & Gillies, R. M. (2017). Key issues in productive 
classroom talk and interventions. Educational Review, 1-16. 
doi:10.1080/00131911.2017.1410105 

Kieu, H. K. A. (2012). Use of Vietnamese in English language teaching in 
Vietnam: Attitudes of Vietnamese university teachers. English Language 
Teaching, 3(2), 119–128. 

Kim, K., Ryu, E., Chon, M. Y., Yeun, E. J., Choi, S. Y., Seo, J. S., & Nam, B. W. 
(2006). Internet addiction in Korean adolescents and its relation to 
depression and suicidal ideation: A questionnaire survey. International 
Journal of Nursing Studies, 43(2), 185–192. 

Kinh, L. (2012). 25 nhà xu t b n n i ti ng d  h i sách TPHCM. Retrieved from 

http://www.thesaigontimes.vn/73379/25- - -b n-n i-tiéng-d -Hoi-
sach-TPHCM.html 

Kirkpatrick, R. (2012). English education in Thailand. Asian EFL Journal, 61, 24–
40. 

Kirkpatrick, A., & Zhichang, X. (2002). Chinese pragmatic norms and ‘China 
English’. World Englishes, 21(2), 269–279. 

Kleinmeyer, C. (2004). Religions of Southeast Asia. Northen Illinois University. 

Kong, S. (2012). Content-based instruction: What can we learn from content-
trained teachers’ and language-trained teachers’ pedagogies? 
(enhanced). Canadian Modern Language Review, 66(1), 233-267. 

 
English as a foreign language. In: 1st International Conference on Foreign 
Language Teaching and Applied Linguistics (FLTAL’11), 5-7 May 2011, 
Sarajevo. 

Kramsch, C., & Sullivan, P. (1996). Appropriate pedagogy. ELT Journal, 50 (3), 

 199-212 

Krashen, S. D. (2003). Explorations in language acquisition and use. Portsmouth, 
NH: Heinemann. 

Kachru, B., Kachru, Y., & Nelson, C. (2009). The handbook of world Englishes (Vol. 
48): John Wiley & Sons. 

Kumaravadivelu, B. (2006). TESOL methods: Changing tracks, challenging 
trends. Tesol Quarterly, 40(1), 59–81. 



References 

 399 

Kumaravadivelu, B. (2003). A postmethod perspective on English language 
teaching. World Englishes, 22(4), 539–550. 

Kumaravadivelu, B. (2001). Toward a postmethod pedagogy. TESOL 
Quarterly, 35(4), 537–560. 

Kyabgon, T. (2014). The essence of Buddhism: An introduction to its philosophy and 
practice. Shambhala Publications. 

Kyriacou, C., & Issitt, J. (2008). What characterises effective teacher initiated teacher-
pupil dialogue to promote conceptual understanding in Mathematics lessons in 
England in key stages 2 and 3?: A systematic review: Report. EPPI-Centre, 
Social Science Unit, Institue of Education, University of London, London. 

Lai, C., & Gu, M. (2011). Self–regulated out–of–class language learning with 
technology. Computer Assisted Language Learning, 24(4), 317–335. 

Lai, C., Yeung, Y., & Hu, J. (2016). University student and teacher perceptions of 
teacher roles in promoting autonomous language learning with 
technology outside the classroom. Computer Assisted Language 
Learning, 29(4), 703–723. 

gia. Retrieved from http://www.vietnamplus.vn/nhieu–kho–khan–can–
thao–go–de–trien–khai–de–an–ngoai–ngu–quoc–gia/283524.vnp 

Lantolf, J. P. (2006). Sociocultural theory and L2: State of the art. Studies in 
Second Language Acquisition, 28(1), 67–109. 

Lantolf, J. P. (2000). Introducing sociocultural theory. Sociocultural Theory and 
Second Language Learning, 1, 1–26. 

Larsen–Freeman, D. (2007). On the complementarity of chaos/complexity theory 
and dynamic systems theory in understanding the second language 
acquisition process. Bilingualism: Language and Cognition, 10(1), 35–37. 

Larsen–Freeman, D., & Anderson, M. (2013). Techniques and Principles in 
Language Teaching 3rd edition–Oxford Handbooks for Language Teachers. 
Oxford university press. 

Le, Q. X. (2013). Fostering learner autonomy in language learning in tertiary 
education: an intervention study of university students in Hochiminh City, 
Vietnam. University of Nottingham.  

Le, S. T. (2011). Teaching English in Vietnam: Improving the provision in the private 
sector. Victoria University.   

Le, T. M. (2011). An investigation into factors that hinder the participation of 
univeristy students in English speaking lessons. Dai Hoc Ngoai Ngu. 



References 

 400 

Le, V. C, & Barnard, R. (2009). Curricular innovation behind closed classroom 
doors: A Vietnamese case study. Prospect: An Australian TEFL Journal, 
24(2), 20-33.  

Le, V. T. (2014). Factors affecting task–based language teaching from teachers’ 
perspectives. Studies in English Language Teaching, 2(1), 108–122. 

Lee, H. Y. (2014). Inquiry–based teaching in second and foreign language 
pedagogy. Journal of Language Teaching & Research, 5(6), 1236-1244. 

Lee, K. Y. (2009). Treating culture: What 11 high school EFL conversation 
textbooks in South Korea do. English Teaching, 8(1), 76-96. 

Lee, M. W. (2014). Will communicative language teaching work? 
Teachers’perceptions toward the new educational reform in South 
Korea. Indonesian Journal of Applied Linguistics, 3(2), 1–17. 

Leonard, K. R., & Shea, C. E. (2017). L2 speaking development during study 
abroad: Fluency, accuracy, complexity, and underlying cognitive 
factors. The Modern Language Journal, 101(1), 179–193. 

Lewis, S. (2015). Qualitative inquiry and research design: Choosing among five 
approaches. Health Promotion Practice, 16(4), 473–475.  

Liao, J., & Zhao, D. (2012). Grounded theory approach to beginning teachers’ 
perspectives of communicative language teaching practice. Electronic 
Journal of Foreign Language Teaching, 9(1), 76–90. 

Liao, X. (2004). The need for communicative language teaching in China. ELT 
Journal, 58(3), 270–273. 

Lightbown, P. M., & Spada, N. (2000). Do they know what they’re doing? L2 
learners’ awareness of L1 influence. Language Awareness, 9(4), 198–217. 

Lin, A. (2013). Classroom code–switching: Three decades of research. Applied 
Linguistics Review, 4(1), 195–218. 

Lin, C. C. (2014). Learning English reading in a mobile–assisted extensive 
reading program. Computers & Education, 78, 48–59. 

Liu, F., & Maitlis, S. (2010). Non–participant observation. In: Mills, A., Durepos, 
G. and Wiebe, E., (eds.) Sage Encyclopedia of Case Study Research. Sage 
Publications Ltd., Los Angeles. 

Liu, L. (2012). An international graduate student’s ESL learning experience 
beyond the classroom. TESL Canada Journal, 29(1), 77–92. 

Liu, M. (2006). Anxiety in Chinese EFL students at different proficiency 
levels. System, 34(3), 301– 316. 

Liu, N. F., & Littlewood, W. (1997). Why do many students appear reluctant to 
participate in classroom learning discourse? System, 25(3), 371–384. 



References 

 401 

Littlejohn, R. (2010). Confucianism: An introduction. IB Tauris. 

Littlewood, W. (2014). Communication–oriented language teaching: Where are 
we now? Where do we go from here? Language Teaching, 47(3), 349–362. 

Littlewood, W. (2007). Communicative and task–based language teaching in 
East Asian classrooms. Language Teaching, 40(3), 243–249. 

Liyanage, I., Bartlett, B., & Grimbeek, P. (2010). Religious background and 
language learning: Practical suggestions for deriving best practice in 
ELT. Asian EFL Journal, 46, 28–47. 

Llurda, E. (2004). Non-native-speaker teachers and English as an international 
language. International Journal of Applied Linguistics, 14(3), 314–323. 

Long, M. H., & Porter, P. A. (1985). Group work, interlanguage talk, and second 
language acquisition. TESOL Quarterly, 19(2), 207–228. 

Long, M. H., Adams, L., McLean, M., & Castaños, F. (1976). Doing things with 
words: Verbal interaction in lockstep and small group classroom 
situations. On TESOLl, 76, 137–153. 

Loughran, T., & McDonald, B. (2015). The use of word lists in textual 
analysis. Journal of Behavioral Finance, 16(1), 1–11.  

Lu, X. (2012). The relationship of lexical richness to the quality of ESL learners’ 
oral narratives. The Modern Language Journal, 96(2), 190–208.  

Luu, T. (2015). The effects of computer–assisted listening instruction on Vietnamese  
teachers and students of English (Doctoral dissertation, The University of 
Auckland). 

Lyle, S. (2008). Dialogic teaching: Discussing theoretical contexts and reviewing 
evidence from classroom practice. Language and Education, 22(3), 222-240. 

Lyster, R. (2004). Differential effects of prompts and recasts in form–focused 
instruction. Studies in Second Language Acquisition, 26(3), 399–432. 

Lyster, R. (1994). The effect of functional–analytic teaching on aspects of French 
immersion students’ sociolinguistic competence. Applied Linguistics, 15(3), 
263–287. 

Lyster, R., & Ranta, L. (1997). Corrective feedback and learner uptake: 
Negotiation of form in communicative classrooms. Studies in Second 
Language Acquisition, 19(1), 37–66. 

Lu, X., & Ai, H. (2015). Syntactic complexity in college–level English writing: 
Differences among writers with diverse L1 backgrounds. Journal of Second 
Language Writing, 29, 16–27. 

Lu, X. (2012). The relationship of lexical richness to the quality of ESL learners’ 
oral narratives. The Modern Language Journal, 96(2), 190–208. 



References 

 402 

Macaro, E. (2001). Analysing student teachers’ codeswitching in foreign 
language classrooms: Theories and decision making. The Modern Language 
Journal, 85(4), 531–548. 

MacIntyre, P. D., & Noels, K. A. (1996). Using social-psychological variables to 
predict the use of language learning strategies. Foreign Language 
Annals, 29(3), 373–386. 

MacIntyre, P. D., & Charos, C. (1996). Personality, attitudes, and affect as 
predictors of second language communication. Journal of Language and 
Social Psychology, 15(1), 3–26. 

Macmillan, C. (1978). New English 900. New York: Macmillan Publishing Co., 
Inc. 

Maftoon, P., & Ziafar, M. (2013). Effective factors in interactions within Japanese 
EFL classrooms. The Clearing House: A Journal of Educational Strategies, 
Issues and Ideas, 86(2), 74–79. 

Mahboob, A., & Golden, R. (2013). Looking for native speakers of English: 
Discrimination in English language teaching job advertisements. The 
Age, 3(18), 72–81. 

Mahmoudi, L., & Amirkhiz, S. (2011). The use of Persian in the EFL classroom–
The case of English teaching and learning at pre–university level in 
Iran. English Language Teaching, 4(1), 135-140. 

Mai, N. K., & Iwashita, N. (2012). A comparison of learners’ and teachers’ 
attitudes toward communicative language teaching at two universities in 
Vietnam. University of Sydney Papers in TESOL, 7, 25-49. 

Malvern, D., & Richards, B. (2012). Measures of lexical richness. The 
Encyclopaedia of Applied Linguistics. Blackwell Publishing Ltd. 

Mansell, I., Bennett, G., Northway, R., Mead, D., & Moseley, L. (2004). The 
learning curve: The advantages and disadvantages in the use of focus 
groups as a method of data collection. Nurse Researcher, 11(4), 79–88.  

Mapel, T. (2012). Mindfulness and education: Students’ experience of learning 
mindfulness in a tertiary classroom. New Zealand Journal of Educational 
Studies, 47(1), 19–32. 

Matsuda, A. (2003). Incorporating world Englishes in teaching English as an 
international language. TESOL Quarterly, 37(4), 719–729. 

Mauranen, A. (2009). Chunking in ELF: Expressions for managing 
interaction. Intercultural Pragmatics, 6(2), 217-233. 

Maxwell, J. A. (2008). Designing a qualitative study. The SAGE Handbook of 
Applied Social Research Methods, 2, 214–253. 



References 

 403 

Mayer, R. E. (2010). Applying the science of learning to medical 
education. Medical Education, 44(6), 543–549.  

Mazgutova, D., & Kormos, J. (2015). Syntactic and lexical development in an 
intensive English for academic purposes programme. Journal of Second 
Language Writing, 29, 3–15. 

McCormick, D. E., & Donato, R. (2000). The discourse of teacher questions as 
scaffolding in an intergrated ESL classroom. In J. K. Hall & L. S. Verplaeste 
(Eds), Second and foreign language learning through classroom interaction (pp. 
183–201). Mahwah: NJ: Erlbaum. 

McDonough, K. (2004). Learner–learner interaction during pair and small group 
activities in a Thai EFL context. System, 32(2), 207–224. 

McGarr, O. (2009). A review of podcasting in higher education: Its influence on 
the traditional lecture. Australasian Journal of Educational Technology, 25(3), 
309–321. 

McNamara, D. S., Crossley, S. A., Roscoe, R. D., Allen, L. K., & Dai, J. (2015). A 
hierarchical classification approach to automated essay scoring. Assessing 
Writing, 23, 35–59.  

Mercer, N. (1994). Neo–Vygotskian theory and classroom education. In Stierer, 
B. & Maybin, J. (eds), Language, literacy and learning in educational practice 
(pp. 92–110). Multilingual Matters Ltd. 

Meyer, H. (2008). The pedagogical implications of L1 use in the L2 classroom. 
, 8, 147-160. 

Meyers, S. A. (2009). Do your students care whether you care about 
them? College Teaching, 57(4), 205–210. 

Miles, R. (2004). Evaluating the use of L1 in the English language classroom. School 
of Humanities. Centre for English Language Studies Department of 
English. University of Birmingham. 

Mondada, L., & Doehler, S. P. (2004). Second language acquisition as situated 
practice: Task accomplishment in the French second language 
classroom. The Modern Language Journal, 88(4), 501–518. 

Morahan, M. (2010). The use of students’ first language (L1) in the second 
language (L2) classroom. Retrieved from 
http://teflbootcamp.com/MorahanL2inL1class.pdf. Access on July 2017.  

Mottet, T. P., Martin, M. M., & Myers, S. A. (2004). Relationships among 
perceived instructor verbal approach and avoidance relational strategies 
and students’ motives for communicating with their 
instructors. Communication Education, 53(1),116–122. 



References 

 404 

Mori, J. (2002). Task design, plan, and development of talk-in-interaction: An 
analysis of a small group activity in a Japanese language 
classroom. Applied Linguistics, 23(3), 323–347. 

Moussu, L., & Llurda, E. (2008). Non–native English–speaking English language 
teachers: History and research. Language Teaching, 41(3), 315–348. 

Mowlaie, B., & Rahimi, A. (2010). The effect of teachers’ attitude about 
communicative language teaching on their practice: Do they practice what 
they preach? Procedia–Social and Behavioral Sciences, 9, 1524–1528. 

Murphy, A., Midgley, W., & Farley, H. (2014). Mobile learning trends among 
students in Vietnam. In M. Kalz, & M. Specht (Eds), International Conference 
on Mobile and Contextual Learning (pp. 197–204). Springer, Cham. 

Munro, M. J., & Derwing, T. M. (1999). Foreign accent, comprehensibility, and 
intelligibility in the speech of second language learners. Language 
Learning, 49(1), 285-310.  

Musumeci, D. (1996). Teacher-learner negotiation in content-based instruction: 
Communication at cross-purposes? Applied Linguistics, 17(3), 286-325. 

Myers, S. A., & Rocca, K. A. (2000). The relationship between perceived 
instructor communicator style, argumentativeness, and verbal 
aggressiveness. Communication Research Reports, 17(1), 1–12. 

Nault, D. (2006). Going global: Rethinking culture teaching in ELT 
contexts. Language, Culture and Curriculum, 19(3), 314–328. 

Neau, V. (2003). The teaching of foreign languages in Cambodia: A historical 
perspective. Language Culture and Curriculum, 16(3), 253–268. 

Neuman, S. B., & Dwyer, J. (2009). Missing in action: Vocabulary instruction in 
pre-K. The Reading Teacher, 62(5), 384–392. 

Ng, V., & Yuen, M. (2015). How is Buddhism relevant to career counseling in an 
international high school in Hong Kong? A counsellor’s 
reflection. International Journal for the Advancement of Counselling, 37(3), 
223–232. 

Ngo, N. T. H. (2015). Some insights into listening strategies of learners of 
English as a foreign language in Vietnam. Language, Culture and 
Curriculum, 28(3), 311–326. 

Nguyen, G. V. (2014). Forms or meaning? Teachers’ beliefs and practices 
regarding task–based language teaching: A Vietnamese case study. The 
Journal of Asia TEFL, 11(1), 1–36.  

Nguyen, H. (2014). The use of humour in EFL teaching: A case study of Vietnamese 
university teachers’ and students’ perceptions and practices (Doctoral 
dissertation, University of Canberra, Australia). 



References 

 405 

– 
Retrieved from http://tinbaihay.net/giup–giao–vien–vung–kho–day–hoc–
tieng–anh–hieu–qua/post–1842296015022650203.htm  

Nguyen, H. T. M. (2011). Primary English language education policy in 
Vietnam: Insights from implementation. Current Issues in Language 
Planning, 12(2), 225–249. 

Nguyen, H. T. M., & Bui, T. (2016). Teachers’ agency and the enactment of 
educational reform in Vietnam. Current Issues in Language Planning, 17(1), 
88–105. 

Nguyen, H., Warren, W., & Fehring, H. (2014). Factors affecting English 
language teaching and learning in higher education. English Language 
Teaching, 7(8), 94–105. 

Nguyen, L. (2014). Integrating pedagogy into intercultural teaching in a 
Vietnamese setting: From policy to the classroom. International Journal of 
Pedagogies and Learning, 9(2), 171–182.  

Nguyen, L. T. C. (2012). Learner autonomy in language learning: How to 
measure it rigorously. New Zealand Studies in Applied Linguistics, 18(1), 52-
67.  

Nguyen, L. T. C., & Gu, Y. (2013). Strategy-based instruction: A learner-focused 
approach to developing learner autonomy. Language Teaching 
Research, 17(1), 9-30.  

Nguyen, L. V. (2008). Technology–enhanced EFL syllabus design and materials 
development. English Language Teaching, 1(2), 135–142.  

Nguyen, T. (2015). English teaching and learning in Ho Chi Minh City 
University of Technology (HUTECH), Vietnam. Doctor of Philosophy, 
Education, RMIT University 

Nguyen, T. H. (2002). Vietnam: Cultural background for ESL/EFL teachers. The 
Review of Vietnamese Studies, 2(1), 1–6. 

Nguyen, T. H. (2015). English teaching and learning in Ho Chi Minh City University 
of Technology (HUTECH), Vietnam. RMIT University.  

Nguyen, T. H. A. (2002). Cultural effects on learning and teaching English in 
Vietnam. Language Teacher–Kyoto–JALT, 26(1), 2–6.  

, 1–10.  

Nguyen, T. N. (2008). Decision on the approval of the project entitled ‘Teaching 
and learning foreign languages in the national education system, period 
2008–2020’. Retrieved from http://jpf.org.vn/iwtcore/uploads/2012/08/1–
3Decision_1400_QD–TTg–Eng.pdf  



References 

 406 

Nguyen, T. T. H., & Khuat, T. T. N. (2003). Learning vocabulary through 
games. Asian EFL Journal, 5(4), 90–105. 

(4), 75–81.  

Nguyen, T. T. M., Pham, T. H., & Pham, M. T. (2012). The relative effects of 
explicit and implicit form–focused instruction on the development of L2 
pragmatic competence. Journal of Pragmatics, 44(4), 416–434. 

Nguyen, T. T. H. (2016). A study on the teacher’s roles in group work in 
communicative language teaching at Phuc Tho high school, Hanoi. 

   

Nguyen, T. T. T. (2012). The impact of background knowledge and time constraint on 
reading comprehension of Vietnamese learners of English as a second language. 
Southern Illinois University at Carbondale. 

Nguyen, V. L.; & Franken, M. (2010). Conceptions of language input in second 
language acquisition: A case of Vietnamese EFL teachers. Language 
Education in Asia, 1(1), 62–76. 

Nha, D. (2015). 5 nhà xu t b n l n nh t th  gi i d  h i sách qu c t  Vi t Nam. 

 Retrieved from  

https://thethaovanhoa.vn/bong-da/5-nha-xuat-ban-lon-nhat-the-gioi-du-
hoi-sach-quoc-te-viet-nam-n20150904182920323.htm 

Nicholas, H., Lightbown, P. M., & Spada, N. (2001). Recasts as feedback to 
language learners. Language Learning, 51(4), 719–758. 

Noor, K. B. M. (2008). Case study: A strategic research methodology. American 
Journal of Applied Sciences, 5(11), 1602–1604.  

Norman, J. (2008). Benefits and drawbacks to L1 use in the L2 classroom. 
In JALT 2007 Conference Proceedings. Tokyo: JALT. 

Norris, J. M. (2009). 30 Task–based teaching and testing. In M. H. Long, & C. J. 
Doughty (Eds), The handbook of language teaching (pp. 578-594). Blackwell 
Publishing Ltd. 

Nunan, D., & Richards, J. C. (Eds.). (2015). Language learning beyond the classroom. 
Routledge. 

Nunn, R. (2003). Intercultural communication and Grice’s principle. Asian EFL 
Journal, 5(1), 65–85. 

Nunan, D. (1991). Communicative tasks and the language curriculum. TESOL 
Quarterly, 25(2), 279– 295. 

Oldstone–Moore, J. (2012). Confucianism. International Journal of Philosophical 
Studies, 20 (2), 294-298. 



References 

 407 

Ortega, L. (2003). Syntactic complexity measures and their relationship to L2 
proficiency: A research synthesis of college-level L2 writing. Applied 
Linguistics, 24(4), 492–518. 

Ortega, L. (2010). Research synthesis. In B. Paltridge & A. Phakiti (Eds), 
Companion to research methods in applied linguistics (pp. 111-126). London: 
Continuum. 

Pallotti, G. (2009). CAF: Defining, refining and differentiating 
constructs. Applied Linguistics, 30(4), 590–601. 

Panova, I., & Lyster, R. (2002). Patterns of corrective feedback and uptake in an 
adult ESL classroom. TESOL Quarterly, 36(4), 573–595. 

Park, G. (2012). ‘I am never afraid of being recognized as an NNES’: One 
teacher’s journey in claiming and embracing her nonnative-speaker 
identity. TESOL Quarterly, 46(1), 127–151. 

Park, H. (2012). Insight into learners’ identity in the Korean English as a lingua 
franca context. Journal of Language, Identity & Education, 11(4), 229–246. 

Park, K. J. (2009). Characteristics of Korean English as a glocalized variety. In K. 
Murata & J. Jenkins (Eds), Global Englishes in Asian Contexts (pp. 94–107). 
Palgrave Macmillan, London. 

Peeraer, J., & Van Petegem, P. (2015). Integration or transformation? Looking in 
the future of information and communication technology in education in 
Vietnam. Evaluation and Program Planning, 48, 47–56.  

Peeraer, J., & Van Petegem, P. (2011). ICT in teacher education in an emerging 
developing country: Vietnam’s baseline situation at the start of ‘The year 
of ICT’. Computers & Education, 56(4), 974-982.  

Peeraer, J., & Van Petegem, P. (2011a). How to address integration of ICT in 
teaching practice? Research on factors influencing the use of ICT in 
education. In A. Méndez-Vilas (Ed), Education in a technological world: 
communicating current and emerging research and technological efforts (pp. 
237–244). Badajoz: Formatex Research Center. 

Pennycook, A. (2003). Global Englishes, rip slyme, and performativity. Journal of 
Sociolinguistics, 7(4), 513–533. 

Pérez–Milans, M. (2017). Bilingual education in Hong Kong. In O. Gacia, A. M. 
Y. Lin, & S. May (Eds), Bilingual and Multilingual Education (pp. 207–218). 
Springer, Cham. 

Pham, H. H. (2007). Communicative language teaching: Unity within 
diversity. ELT Journal, 61(3), 193–201. 

Pham, H. H. (2005). University English classrooms in Vietnam. ELT 
Journal, 59(4), 336–338. 



References 

 408 

Pham, T. N. (2014). Foreign language policy. In L. T. Chan, S. Marginson, H. M. 
Do, Q. T. N. Do, T. T. T. Le, N. T. Nguyen, T. T. P. Vu, T. N. Pham, & H. T. 
L. Nguyen (Eds), Higher Education in Vietnam (pp. 169–183). Palgrave 
Macmillan, London. 

Pham, T. T. H. (2010). Implementing a student–centered learning approach at 
Vietnamese higher education institutions: Barriers under. J. Futures 
Study, 15(1), 21–38. 

Pham, T. T. H. (2011). An investigation of perceptions of Vietnamese teachers 
and students toward cooperative learning (CL). International Education 
Studies, 4(1), 3–12. 

Pham, T. H. T. (2011). Issues to consider when implementing student–centred 
learning practices at Asian higher education institutions. Journal of Higher 
Education Policy and Management, 33(5), 519–528. 

Pham. T. H., & Gillies, R. (2010). Designing a culturally appropriate format of 
formative peer assessment for Asian students: The case of Vietnamese 
students. International Journal of Educational Reform, 19(2), 72–85.  

Pham, V. P. H., & Usaha, S. (2016). Blog–based peer response for L2 writing 
revision. Computer Assisted Language Learning, 29(4), 724–748. 

Phan, L. H. (2014). The politics of naming: Critiquing ‘learner–centred’ and 
‘teacher as facilitator’ in English language and humanities 
classrooms. Asia–Pacific Journal of Teacher Education, 42(4), 392–405. 

Phan, L. H. & Li, B. (2014). Silence as right, choice, resistance and strategy 
among Chinese ‘Me Generation’ students: implications for 
pedagogy. Discourse: Studies in the Cultural Politics of Education, 35(2), 233–
248. 

Phan, L. H. (2013). Issues surrounding English, the internationalisation of 
higher education and national cultural identity in Asia: A focus on 
Japan. Critical Studies in Education, 54(2), 160–175. 

Phan, L. H; McPherron, P., & Phan, V. Q. (2011). English language teachers as 
moral guides in Vietnam and China: Maintaining and re–traditionalizing 
morality. In J. Ryan (Ed), Education reform in China: Changing concepts, 
contexts and practices (pp. 132–157), Oxford: Routledge. 

Phan, L. H. (2009). English as an international language: International student 
and identity formation. Language and Intercultural Communication, 9(3), 
201–214. 

Phan, L. H. (2008). Teaching English as an international language: Identity, resistance 
and negotiation. Multilingual Matters. 



References 

 409 

Phan, L. H. (2007). Australian–trained Vietnamese teachers of English: Culture 
and identity formation. Language, Culture and Curriculum, 20(1), 20–35. 

Phan, L. H. (2005). Toward a critical notion of appropriation of English as an 
international language. Asian EFL Journal, 7(3), 34–46. 

Phan, L. H. (2004). University classrooms in Vietnam: Contesting the 
stereotypes. ELT Journal, 58(1), 50–57. 

Phan, L., & Phan, V. (2006). Vietnamese educational morality and the discursive 
construction of English language teacher identity. Journal of Multicultural 
Discourses, 1(2), 136–151.  

Phan, N. T. T. (2015). Can I teach these students? A case study of Vietnamese 
teachers’ self–efficacy in relation to teaching English as a foreign 
language (Doctoral dissertation, University of Waikato).  

Ping, W. (2010). A case study of an in–class silent postgraduate Chinese student 
in London Metropolitan University: A journey of learning. TESOL 
Journal, 2, 207–214. 

Piranian, D. (1979). Communication strategies of foreign language learners: A pilot 
study. University of Washington. 

Poehner, M. E. (2008). Dynamic assessment: A Vygotskian approach to understanding 
and promoting L2 development (Vol. 9). Springer Science & Business Media. 

Qian, X., Tian, G., & Wang, Q. (2009). Codeswitching in the primary EFL 
classroom in China–Two case studies. System, 37(4), 719–730. 

Radford, J., Blatchford, P., & Webster, R. (2011). Opening up and closing down: 
How teachers and TAs manage turn-taking, topic and repair in 
mathematics lessons. Learning and Instruction, 21(5), 625-635. 

Rajagopalan, K. (2004). The concept of ‘World English ‘and its implications for 
ELT. ELT Journal, 58(2), 111–117. 

Rahimi, M., & Naderi, F. (2014). The relationship between EFL teachers’ 
attitudes towards CLT and perceived difficulties of implementing CLT in 
language classes. International Journal of Applied Linguistics and English 
Literature, 3(3), 237–245. 

Read, J., & Nation, P. (2006). An investigation of the lexical dimension of the 
IELTS speaking test. International English Language Testing System (IELTS) 
Research Reports, 6 (1-25). 

Herazo Rivera, J. D. (2010). Authentic oral interaction in the EFL Class: What it 
means, what it does not. Profile Issues in Teachers’ Professional 
Development, 12(1), 47–61.  



References 

 410 

Reja, U., Manfreda, K. L., Hlebec, V., & Vehovar, V. (2003). Open–ended vs. 
close–ended questions in web questionnaires. Developments in Applied 
Statistics, 19(1), 159–177. 

Richards, J. C., & Rodgers, T. S. (2014). Approaches and methods in language 
teaching. Cambridge University Press. 

Richards, J. C. (2013). Curriculum approaches in language teaching: Forward, 
central, and backward design. Relc Journal, 44(1), 5–33. 

Richards, J. C. (2005). Communicative language teaching today. SEAMEO Regional 
Language Centre. 

Richards, J. C., & Renandya, W. A. (Eds.). (2002). Methodology in language 
teaching: An anthology of current practice. Cambridge University Press. 

Robinson, P. (2001). Task complexity, task difficulty, and task production: 
Exploring interactions in a componential framework. Applied 
Linguistics, 22(1), 27–57. 

Robson, C., & McCartan, K. (2016). Real world research. John Wiley & Sons.  

Rocca, K. A. (2008). Participation in the college classroom: The impact of 
instructor immediacy and verbal aggression. The Journal of Classroom 
Interaction, 43, 22–33. 

Rocca, K. A. (2010). Student participation in the college classroom: An extended 
multidisciplinary literature review. Communication Education, 59(2), 185–
213. 

Row, M. B. (1974). Wait-time and rewards as instructional variables, their 
influence on language, logic, and fate control: Part one-wait-time. Journal of 
Research in Science Teaching, 11(2), 81-94.  

Roy, S. (2016). Challenges to implementing communicative language teaching 
(CLT) in Bangladesh. Language in India, 16(3), 218–235. 

Ruecker, T., & Ives, L. (2015). White native English speakers needed: The 
rhetorical construction of privilege in online teacher recruitment 
spaces. TESOL Quarterly, 49(4), 733–756. 

Sakui, K. (2007). Classroom management in Japanese EFL classrooms. JALT 
Journal, 29(1), 41–58. 

Sali, P. (2014). An analysis of the teachers’ use of L1 in Turkish EFL 
classrooms. System, 42, 308– 318. 

Sampson, A. (2011). Learner code–switching versus English only. ELT 
Journal, 66(3), 293–303. 

Savignon, S. J. (2007a). Communicative language teaching (CLT) for the 21st century. 
Beijing: Foreign Language Teaching and Research Press. 



References 

 411 

Savignon, S. J. (2007b). Beyond communicative language teaching: What’s 
ahead? Journal of Pragmatics, 39(1), 207–220. 

Scarborough, H. S. (1990). Index of productive syntax. Applied 
Psycholinguistics, 11(1), 1–22. 

Schumann, J. H. (1986). Research on the acculturation model for second 
language acquisition. Journal of Multilingual & Multicultural 
Development, 7(5), 379–392. 

Schroeder, S., Richter, T., McElvany, N., Hachfeld, A., Baumert, J., Schnotz, W., 
& Ullrich, M. (2011). Teachers’ beliefs, instructional behaviors, and 
students’ engagement in learning from texts with instructional 
pictures. Learning and Instruction, 21(3), 403–415. 

Schweisfurth, M. (2011). Learner–centred education in developing country 
contexts: From solution to problem? International Journal of Educational 
Development, 31(5), 425–432. 

Schcolnik, M., & Kol, S. (1999). Using presentation software to enhance 
language learning. The Internet TESL Journal, 5(3). Retrieved from: 
http//iteslj.org/Articles/Sierra-Chat.html. July 19, 2017. 

Sharma, K. (2006). Mother tongue use in English classroom. Journal of 
NELTA, 11(1–2), 80–87. 

Sharpe, T. (2001). Scaffolding in action: Snapshots from the classroom. In J. 
Hammond (Ed), Scaffolding: Teaching and learning in language and literacy 
education (pp. 31–48). Sydney: Primary English Teaching Association. 

Shi, L. (2006). The successors to Confucianism or a new generation? A 
questionnaire study on Chinese students’ culture of learning 
English. Language, Culture and Curriculum, 19(1), 122–147. 

Shi, L. (2006). Cultural backgrounds and textual appropriation. Language 
Awareness, 15(4), 264–282. 

Shi, L. (2006). The successors to Confucianism or a new generation? A 
questionnaire study on Chinese students’ culture of learning 
English. Language, Culture and Curriculum, 19(1), 122–147. 

Shuchi, I. J., & Islam, A. B. M. (2016). Teachers’ and students’ attitudes towards 
L1 use in EFL classrooms in the contexts of Bangladesh and Saudi 
Arabia. English Language Teaching, 9(12), 62–73. 

Skehan, P. (2007). Language instruction through tasks. In Cummins, J & 
Davison, C. (Eds), International handbook of English language teaching (pp. 
289-301). Springer, Boston, MA. 

Skehan, P. (2009). Modelling second language performance: Integrating 
complexity, accuracy, fluency, and lexis. Applied Linguistics, 30(4), 510–532. 



References 

 412 

Skehan, P., & Foster, P. (2007). Complexity, accuracy, fluency and lexis in task-
based performance: A meta-analysis of the Ealing research. In Daele, S. V., 
Housen, A., Kuiken, F., Pierrard, M., & Vedder, I. (Eds), Complexity, 
accuracy, and fluency in second language use, learning, and teaching (pp. 207-
226). Brussels: University of Brussels Press. 

Skinner, D. C. (1985). Access to meaning: The anatomy of the language/learning 
connection. Journal of Multilingual & Multicultural Development, 6(5), 369–
388. 

Sinclair, J. M., & Coulthard, M. (1975). Towards an analysis of discourse: The 
English used by teachers and pupils. Oxford University Press. 

Smith, K. A., Kaagan, S., & Yelon, S. (1992). What is cooperative learning? In A. 
S. Goodsell, M. R. Maher & V. Tinto (Eds), Collaborative Learning: A 
Sourcebook for Higher Education (pp. 10-29). Univ Park, PA, National Center 
on Postsecondary Teaching. 

Sökmen, A. J. (1997). Current trends in teaching second language vocabulary. In 
N. Schmitt & M. McCarthy (Eds), Vocabulary: Description, acquisition and 
pedagogy (pp. 237-57). Cambridge: Cambridge University Press. 

Souriyavongsa, T., Rany, S., Abidin, M. J. Z., & Mei, L. L. (2013). Factors causes 
students low English language learning: A case study in the National 
University of Laos. International Journal of English Language Education, 1(1), 
179–192. 

Spada, N. (2007). Communicative language teaching. In Cummins, J. & 
Davison, C. (Eds), International handbook of English language teaching (pp. 
271–288). Springer, Boston, MA. 

Spada, N., & Lightbown, P. M. (2008). Form-focused instruction: Isolated or 
integrated? TESOL Quarterly, 42(2), 181–207. 

Spada, N., & Lightbown, P. M. (1993). Instruction and the development of 
questions in L2 classrooms. Studies in Second Language Acquisition, 15(2), 
205–224. 

Stake, R. E. (2008). Qualitative case studies. In N. K. Denzin & Y. S. Lincoln 
(Eds.), Strategies of qualitative inquiry (pp. 119-149). Thousand Oaks, CA, 
US: Sage Publications, Inc. 

Steffes, J. S. (2004). Creating powerful learning environments: Beyond the 
classroom. Change: The Magazine of Higher Learning, 36(3), 46–50. 

Strauss, A., & Corbin, J. M. (1990). Basics of qualitative research: Grounded theory 
procedures and techniques. Sage Publications, Inc. 



References 

 413 

Su, Y. C. (2016). The international status of English for intercultural 
understanding in Taiwan’s high school EFL textbooks. Asia Pacific Journal 
of Education, 36(3), 390–408.  

Sun, G., & Cheng, L. (2000). From context to curriculum: A case study of 
communicative language teaching in China. ERIC, Washington DC. 

Swain, M. (2008). The output hypothesis: Its history and its future. Foreign 
Language Teaching and Research, 40(1), 45–50. 

Swain, M. (2005). The output hypothesis: Theory and research. Handbook of 
Research in Second Language Teaching and Learning, 1, 471–483. 

Swain, M., & Lapkin, S. (2002). Talking it through: Two French immersion 
learners’ response to reformulation. International Journal of Educational 
Research, 37(3–4), 285–304. 

Swain, M. (1998). Focus on form through conscious reflection. In C. Doughty & 
J. William (Eds), Focus on form in classroom second language acquisition, (pp. 
64–81). Cambridge: Cambridge University Press. 

Swain, M. (1997). The output hypothesis, focus on form and second language 
learning. In V. Berry, B. Adamson, & W. Littewood (Eds), Applying 
linguistics: Insights into language in education (pp. 1–21). University of Hong 
Kong: The English Centre.  

Tan, C. (2008). Two views of education: Promoting civic and moral values in 
Cambodia schools. International Journal of Educational Development, 28(5), 
560–570. 

Tanaka, K. (2007). Japanese students’ contact with English outside the 
classroom during study abroad. New Zealand Studies in Applied 
Linguistics, 13(1), 36–54. 

Tang, J. (2002). Using L1 in the English classroom. English Teaching Forum, 40 
(1), 36–43. 

Tang, Y. (2015). Confucianism, Buddhism, Daoism, Christianity and Chinese Culture. 
Springer. 

Thoms, J. J. (2012). Classroom discourse in foreign language classrooms: A 
review of the literature. Foreign Language Annals, 45(1), 8-27. 

Thornbury, S. (2000). Accuracy, fluency and complexity. Readings in 
Methodology, 16, 139-143. 

Thorne, S. L., & Lantolf, J. P. (2007). A linguistics of communicative 
activity. Disinventing and Reconstituting Languages, 62, 170–195. 

Tokumoto, M., & Shibata, M. (2011). Asian varieties of English: Attitudes 
towards pronunciation. World Englishes, 30(3), 392–408. 



References 

 414 

Ton, H., & Pham, H. (2010). Vietnamese teachers’ and students’ perceptions of 
global English. Language Education in Asia, 1(1), 48–61.  

Tran, H. Q. (2012). An explorative study of idiom teaching for pre–service 
teachers of English. English Language Teaching, 5(12), 76. 

Tran, P. N., Ta, V. D., Truong, Q. T., Duong, Q. V., Nguyen, T. T., & Phan, X. H. 
(2016). Named entity recognition for Vietnamese spoken texts and its 
application in smart mobile voice interaction. In Nguyen, N. T., Trawinski, 
B., Fujita, H., Hong, T.-P. (Eds), Asian Conference on Intelligent Information 
and Database Systems (pp. 170–180). Springer, Berlin, Heidelberg. 

Tran, T. M., & Stoilescu, D. (2016). An analysis of the content, policies and 
assessment of ICT curricula in the final years of secondary schooling in 
Australia and Vietnam: A comparative educational study. Journal of 
Information Technology Education, 15, 76–86. 

Tran, T. T. (2013). Limitation on the development of skills in higher education in 
Vietnam. Higher Education, 65(5), 631–644.  

 
 Retrieved from http://voh.com.vn/khoa–hoc–va–giao–

duc/tuyen–giao–vien–nuoc–ngoai–day–tieng–anh–can–trong–de–quan–
ly–chat–luong–146067.html 

Truong, L. B., & Tran, L. T. (2014). Students’ intercultural development through 
language learning in Vietnamese tertiary education: a case study on the 
use of film as an innovative approach. Language and Intercultural 
Communication, 14(2), 207–225. 

Truscott, J. (1999). What’s wrong with oral grammar correction. Canadian 
Modern Language Review, 55(4), 437–456. 

Truscott, J. (1996). The case against grammar correction in L2 writing 
classes. Language Learning, 46(2), 327–369. 

Tsutsui, E. (2001). The measurement of L2 learners’ mean length of utterance in 
synchronous computer-mediated communication data. In K. Park & M. 
Nakano (Eds), Proceedings of the 6th Conference of Pan-Pacific Association of 
Applied Linguistics, (pp. 61-64).  Tokyo, Wesada University. 

Vajjala, S., & Meurers, D. (2014). Exploring measures of ‘readability’ for spoken 
language: Analyzing linguistic features of subtitles to identify age–specific 
TV programs. In Proceedings of the 3rd Workshop on Predicting and Improving 
Text Readability for Target Reader Populations (PITR) (pp. 21–29). 

Vajjala, S., & Meurers, D. (2013). On the applicability of readability models to 
web texts. In Proceedings of the Second Workshop on Predicting and Improving 
Text Readability for Target Reader Populations (pp. 59–68). Association for 
Computational Linguistics. 



References 

 415 

Van den Branden, K. (2016). Task–based language teaching. In Hall, G. (Ed), The 
Routledge Handbook of English Language Teaching (pp. 238-251). Routledge.  

Van Lier, L. (2004). The semiotics and ecology of language learning. Utbildning 
& Demokrati, 13(3), 79–103. 

Van Lier, L. (2000). From input to affordance: Social-interactive learning from 
an ecological perspective. In J. Lantolf (Ed.), Sociocultural theory and second 
language learning (pp. 245–260). Oxford : Oxford University Press.  

VanPatten, B. (2003). From input to output: A teacher’s guide to second language 
acquisition. McGraw–Hill. 

Van Teijlingen, E. (2014). Semi–structured interviews. In PGR Workshop 
December. Bournemouth University. 

Vermeer, A. (2000). Coming to grips with lexical richness in spontaneous speech 
data. Language Testing, 17(1), 65–83. 

Vu, N. T., & Burns, A. (2014). English as a medium of instruction: Challenges for 
Vietnamese tertiary lecturers. The Journal of Asia TEFL, 11(3), 1–31. 

Vygotsky, L. (1987). Zone of proximal development. Mind in society: The development 
of higher psychological processes. Cambridge, MA: Havard University Press. 

Vygotsky, L. S. (1976). Play and its role in the mental of the child. Voprosy 
Pskhologii, 12 (6), 62-76. 

Wade, R. C. (1994). Teacher education students’ views on class discussion: 
Implications for fostering critical reflection. Teaching and Teacher 
Education, 10(2), 231–243. 

Walqui, A. (2008). The development of teacher expertise to work with 
adolescent English learners: A model and a few priorities. In L. S. 
Verplaetse & N. Migliacci (Eds), Inclusive pedagogy for English language 
learners: A handbook of research–informed practices, (pp. 103–125). New York: 
Lawrence Erlbaum. 

Walqui, A. (2006). Scaffolding instruction for English language learners: A 
conceptual framework. International Journal of Bilingual Education and 
Bilingualism, 9(2), 159–180. 

Wang, D. (2012). Self–directed English language learning through watching 
English television drama in China. Changing English, 19(3), 339–348. 

Wang, Fei. (2014). A study of the interaction of Confucianism Buddhism and 
Taosim in Chinese history, and its relevance to interfaith dialogue. 
Available at 
SSRN: https://ssrn.com/abstract=2502745 or http://dx.doi.org/10.2139/ss
rn.2502745 



References 

 416 

Wang, L. (2007). Sociocultural learning theories and information literacy 
teaching activities in higher education. Reference & User Services Quarterly, 
47(2),149–158. 

Wagner, K. R. (1985). How much do children say in a day? Journal of Child 
Language, 12(2), 475–87. 

Waree, C. (2015). Education course syllabus development, Thai language major 
according to Buddhism way of Thailand. International Education 
Studies, 9(1), 123–130. 

Waring, H. Z. (2009). Moving out of IRF (Initiation-Response-Feedback): A 
single case analysis. Language Learning, 59(4), 796–824.  

Weaver, R. R., & Qi, J. (2005). Classroom organization and participation: College 
students’ perceptions. The Journal of Higher Education, 76(5), 570–601. 

Wen, W. P., & Clément, R. (2003). A Chinese conceptualisation of willingness to 
communicate in ESL. Language Culture and Curriculum, 16(1), 18–38. 

White, L., Spada, N., Lightbown, P. M., & Ranta, L. (1991). Input enhancement 
and L2 question formation. Applied Linguistics, 12(4), 416–432. 

Wiriyachitra, A. (2002). English language teaching and learning in Thailand in 
this decade. Thai TESOL Focus, 15(1), 4–9. 

Wolfe–Quintero, K., Inagaki, S., & Kim, H. Y. (1998). Second language development 
in writing: Measures of fluency, accuracy, & complexity. University of Hawaii 
Press. 

Wongsothorn, A., Hiranburana, K., & Chinnawongs, S. (2002). English language 
teaching in Thailand today. Asia Pacific Journal of Education, 22(2), 107–116. 

Wood, D., Bruner, J. S., & Ross, G. (1976). The role of tutoring in problem 
solving. Journal of Child Psychology and Psychiatry, 17(2), 89–100. 

Wu, T. T., Huang, Y. M., Chao, H. C., & Park, J. H. (2014). Personlized English 
reading sequencing based on learning portfolio analysis. Information 
Sciences, 25(7), 248–263. 

Xiaoshan, Z. (2011, May). Communicative language teaching obstacles and 
strategies. In Communication Software and Networks (ICCSN), IEEE 3rd 
International Conference on (pp. 641–643). IEEE. 

Xu, Y. (2010). Theories analyzing communicative approach in China’s EFL 
classes. English Language Teaching, 3(1), 159–161. 

Yanfen, L., & Yuqin, Z. (2010). A study of teacher talk in interactions in English 
classes. Chinese Journal of Applied Linguistics, 33(2), 76-86. 

Yao, X. (2000). An introduction to Confucianism. Cambridge University Press. 



References 

 417 

Yin, R. K. (2006). Case study methods. In J. L. Green, G. Camilli, & P. B. Elmore 
(Eds.), Handbook of complementary methods in education research (pp. 111-122). 
Mahwah, NJ, US: Lawrence Erlbaum Associates Publishers. 

Yin, R. K. (2011). Applications of case study research. Sage. 

Yoo, H. (2014). Phonetic reduction of English function words in the passage 
reading by Korean EFL learners. , 19, 179–202. 

Young, T. J., & Walsh, S. (2010). Which English? Whose English? An 
investigation of ‘non–native’ teachers’ beliefs about target 
varieties. Language, Culture and Curriculum, 23(2), 123–137. 

Yu, G. (2009). Lexical diversity in writing and speaking task 
performances. Applied Linguistics, 31(2), 236-259. 

Yuen, K. M. (2011). The representation of foreign cultures in English 
textbooks. ELT Journal, 65(4), 458–466. 

Zhang, S. (2009). The role of input, interaction and output in the development of 
oral fluency. English Language Teaching, 2(4), 91–100. 

Zhang, Y., & Elder, C. (2011). Judgments of oral proficiency by non–native and 
native English-speaking teacher raters: Competing or complementary 
constructs? Language Testing, 28(1), 31–50. 

Zhang, X., & Head, K. (2009). Dealing with learner reticence in the speaking 
class. ELT Journal, 64(1), 1–9. 

Zhou, Y., Knoke, D., & Sakamoto, I. (2005). Rethinking silence in the classroom: 
Chinese students’ experiences of sharing indigenous 
knowledge. International Journal of Inclusive Education, 9(3), 287–311.  

 


	Title Page
	Certificate of authorship
	Acknowledgements
	Contents
	List of figures and tables
	Abstract
	Chapter 1 Introduction
	1.1 The rationale for this study
	1.2 The importance of English in Vietnam
	1.2.1 English in Vietnam before 1986
	1.2.2 English in Vietnam after 1986

	1.3 The Vietnamese national foreign language ‘project 2020’
	1.4 Teacher education in Vietnam
	1.4.1 EFL programs in Vietnam
	1.4.1.1 Goals and ethics of the programs
	1.4.1.2 Knowledge of English and skills

	1.4.2 Entry requirements
	1.4.3 Degrees and workplaces
	1.4.4 The roles of teachers and students in the classroom
	1.4.4.1 Teachers’ roles
	1.4.4.2 Students’ roles and moral assessment in Confucian and Buddhist classrooms


	1.5 Resourcing education in Vietnam
	1.6 The structure of the thesis

	Chapter 2 Literature reviewIn
	2.1 English as an international language in Asian contexts
	2.2 ‘Method’ in the teaching of English as a second or foreign language
	2.3 Critical approaches to communicative language teaching
	2.3.1 Myths about communicative language teaching
	2.3.2 Teachers from ASEAN countries applying communicative language teaching

	2.4 Language outputs
	2.4.1 Meaningful interactions
	2.4.2 The quality of language output
	2.4.3 Challenges teachers face in Vietnamese classes

	2.5 Scaffolding and sequencing
	2.5.1 Scaffolding
	2.5.2 Task sequencing

	2.6 L1 and L2 use
	2.7 The use of ICT in EFL
	2.7.1 ICT integration in Vietnamese classrooms
	2.7.2 Learning practices beyond the classrooms

	2.8 The co-existence of Confucianism and Buddhism in the classroom
	2.8.1 Confucian values and teachers’ roles
	2.8.2 Students in Confucian classrooms
	2.8.3 Buddhism and its impact on learning
	2.8.4 The coexistence of Confucianism and Buddhism


	Chapter 3 Research methodology
	3.1 Research design
	3.1.1 Case study
	3.1.2 Qualitative study
	3.1.3 Research questions

	3.2 Research contexts
	3.2.1 Ka Diep Teacher Training College
	3.2.2 Main characteristics of the teaching and learning environment
	3.2.3 Centralisation and the medium of instruction in EFL Language teacher programs
	3.2.4 Participants in the study
	3.2.4.1 Student participants
	3.2.4.2 Lecturers


	3.3 Research methods
	3.3.1 Data collection
	3.3.1.1 Questionnaires
	3.3.1.2 Classroom observations
	3.3.1.3 Student focus groups
	3.3.1.4 Lecturer interviews
	3.3.1.5 National documents: the 2020 project

	3.3.2 Data analysis
	3.3.3 Research ethics


	Chapter 4 Social and cultural factors that impact on teaching and learning
	4.1 The 2020 Project
	4.1.1 Impacts on pedagogy
	4.1.2 Impact on a personal level

	4.2 Cultural and social features
	4.2.1 Weakness of student group patterns
	4.2.2 Ethnic stereotypes
	4.2.3 Active and playful learning atmosphere
	4.2.4 Lecturers’ roles
	4.2.5 Students’ behaviours

	4.3 Lecturers’ previous training and students’ learning purposes
	4.4 Geographical conditions
	4.5 Students’ potential teaching methods
	4.6 English practice beyond the classroom
	4.7 Summary

	Chapter 5 Teaching materials
	5.1 Textbook selection
	5.1.1 Dominance of mainstream publishers
	5.1.2 Participants’ perspectives on textbooks

	5.2 Problems with textbooks
	5.2.1 Not supporting communicative activities
	5.2.2 Access to updated textbooks

	5.3 Supplementary materials for communicative activities
	5.3.1 Video clips for task sequencing and free discussions
	5.3.2 Pictures for eliciting and raising discussions
	5.3.3 PowerPoint for showing pictures and organising language games

	5.4 Summary

	Chapter 6 Scaffolding and sequencing
	6.2 Scaffolding
	6.2.1 Bridging (Explicit)
	6.2.2 Schema building (Implicit)
	6.2.3 Modelling for student using English to act in the role of teacher

	6.3 Sequencing
	6.4 Lecturers’ language
	6.4.1 Lecturers’ questions
	6.4.2 Lecturers’ use of Vietnamese and English

	6.5 Summary

	Chapter 7 Analysis of the students’ language
	7.1 The quantity of the students’ spoken language
	7.2 Quality of spoken interactions
	7.2.1 The introduction stage
	7.2.2 The practice stage
	7.2.3 The performance stage

	7.3 Use of Vietnamese
	7.3.1 Spaces for using Vietnamese
	7.3.2 Functions of Vietnamese

	7.4 Summary

	Chapter 8 Discussion, conclusions and recommendations
	8.1 Discussion
	8.1.1 Research question 1: How do lecturers at the college articulate their interpretation of communicative language teaching as a methodological framework?
	8.1.2 Research question 2: How are these interpretations manifested in classroom practices?
	8.1.3 Research question 3: What are the outcomes of this localised response to communicative language teaching in terms of the quantity and quality of student use of L2 in the classroom?
	8.1.4 Research question 4: How does this practice account for the balance between the need for meaningful communication and the student use of Vietnamese in the classroom?

	8.2 Contributions and limitations of this study
	8.3 Recommendations
	8.3.1 For educational policy makers
	8.3.2 For Ka Diep College
	8.3.3 For lecturers and students

	8.4 Conclusions

	Appendices
	Appendix A: Consent forms
	Appendix A1. For teachers’ interviews
	Appendix A2. For teachers’ observations
	Appendix A3. For students’ interviews
	Appendix A4. For students’ observations

	Appendix B: Questionnaires
	Appendix B1. For teachers- English version
	Appendix B2. Vietnamese version
	Appendix B3. For students- English version
	Appendix B4. Vietnamese version

	Appendix C: Prompts for interviews
	Appendix C1. For teachers
	Appendix C2. For student focus groups

	Appendix D: Observation notes
	Appendix E: Field trip diary of schedule
	Appendix F: Photos of students’ photocopied textbooks
	Appendix G: Photos of students’ posters for micro-teaching
	Appendix H: Author’s conference presentations

	References

