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Truong Pai hoc Can Tho (PHCT) di tién hanh dio tao nganh Thac si (ThS)
Ly luan va phuong phap day hoc bd moén Tiéng Anh (LL&PPDHBMTA) tir nim
2004. Trong 17 nim qua, Truong DPHCT tuyén sinh hang nim trung binh khoang
khoang 37 HV cao hoc nganh LL&PPDHBMTA. Cho dén nay, Truong di va dang
dao tao 17 khoa véi 689 hoc vién (HV), trong d6 c6 555 HV da t6t nghiép. Nhiéu
HV tbt nghiép ThS LL&PPDHBMTA hién dang cong tac tai cac co quan Nha nudc
hoac cac Vién, Truong cd mong mudn tiép tuc hoc tap nang cao trinh dé 1én bac
TS. Tuy vay, Truong PHCT vin chua c6 dao tao trinh do TS vé linh vuc
LL&PPDHBMTA. Viéc md nganh dao tao bic cao vé LL&PPDHBMTA 13 rét can
thiét trong thuc té hién nay, dic biét 1a cho khu vuc Pong bang song Ctru Long
(PBSCL). Pay ciing 1a mot trong nhitng nhiém vu c6t 16i nham gép phan thyc hién
muc tiéu “Xay dung Truong DHCT thanh truong dai hoc xuét sic vé dao tao,
NCKH va CGCN; c6 chuc nang dao tao da nganh, da Iinh vuc” theo Két lun s6 28-
KL/TW ngay 14/8/2012 cua Bo Chinh tri vé phuong hudng, nhiém vy, giai phap
phat trién kinh té - xd hoi va bao dam an ninh, quéc phong ving PBSCL thoi ky
2011 — 2020. Déng tho1i, viéc mé nganh dao tao LL&PPDHBMTA trinh @6 TS tai
Truong DHCT ciing gop phan thuc hién Dé 4n 89 ciia B Gido duc va Dao tao vé
nang cao nang lyc ddi ngll giang vién, can bg quan 1y cac co sé gido duc dai hoc
dap tng yéu cau dbéi mdi cin ban, toan dién gido duc va dao tao giai doan 2019 —
2030. Vo1 nguén luc hién c6 vé nhan sy va co s& vat chét, viec mé dao tao trinh do
TS nganh LL&PPDHBMTA tai Truong DPHCT 14 kha thi va rat can thiét.

Truong PHCT hién ¢6 15 khoa, 3 vién nghién ctru, 22 don vi/trung tam truc
thudc va 14 phong ban chirc ndng dam nhéan dao tao 109 nganh/chuyén nganh bac
dai hoc, 48 chuyén nganh trinh do thac sy va 19 chuyén nganh trinh do TS. Tinh

dén cudi naim 2020, Trudng c6 1.825 cong chirc, vién chirc va 35.264 sinh vién dai
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hoc va 2.177 hoc vién sau dai hoc va 299 nghién ctru sinh. P91 ngli cdn bo co hitu
ctia Truong kha manh gém 1.080 nguoi c6 chirc danh giang vién (GV), trong d6 c6
15 Giao su (GS), 141 Phé Gigo su (PGS), tong s6 GV c¢6 trinh d6 TS 1a 508 va ThS
1a 720. S6 lugng TS cua trudng duoc dao tao & ngoai nude chiém 76,03% va trong
nude 1a 23,97%. Ngoai ra, truong dang ¢6 215 GV tré dang dugce dao tao TS & trong
va ngoai nudc, s& gop phan vao luc lugng GV co hitu dé phat trién cong tac dao tao
sau dai hoc cua Truong trong tuong lai.

Khoa Ngoai ngit (KNN) duoc thanh 1ap vao ngay 23 thang 03 nam 2015 theo
Quyét dinh s6 714/QD-DHCT. Theo théng ké quy 1/2021, KNN c6 1.738 SV chinh
quy véi 05 nganh dao tao va 01 chuyén nganh bao gébm Su pham tiéng Anh, Su
pham tiéng Phap, Ngon ngit Phap, Ngon ngit Anh va Ngon ngit Anh, chuyén nganh
Bién — Phién dich tiéng Anh va chuong trinh dao tao (CTDT) chat lugng cao nganh
Ngon nglr Anh. Khoa tham gia dao tao hon 1.231 hoc vién tai cdc Trung tam lién
két dao tao cia DPBSCL. V& dao tao sau dai hoc, tinh dén thang 3 ndm 2021 c6 134
HV cao hoc nganh LL&PPDHBMTA va Ly luan va Phuong phdp Day hoc B6 mon
tiéng Phéap. KNN la mot don vi luon phén dau huong dén su dff)ng thuan, tan tam,
chuan muc, sang tao va la mét dia chi dao tao, boi dudng, nghién ctru khoa hoc
(NCKH) déang tin cay.

Véi nang luc hién c6 vé do6i ngii giang vién 1a 3 PGS, 18 TS; v6i nhu ciu nang
cao chuyén mén giang day tiéng Anh cia doi ngii giang vién cac truong dai hoc,
cao dang trong khu vuc va ca nudc; véi kha nang nghién ctru khoa hoc va tmg dung
vao thue tién; voi két qua kiém dinh ngoai cua hai chuong trinh ctr nhan Su pham
tiéng Anh va thac sT LL&PPDHBMTA; cédn ctr theo quy dinh ctia B Gido duc va
DPao tao, thuc té cua Truong DPHCT va nhu cau phat trién khu vuc va ca nudc,
Truong Pai hoc Can Tho di xay dung chuong trinh dao tao trinh do tién si nganh
Ly luan va Phuong phap day hoc bd mén tiéng Anh (ma nganh 9140111) theo tinh
than Thong tu s6 38/2010/TT-BGDDT ngay 22/12/2010; Thong tu s6 07/2015/TT-
BGDDT ngay 16/04/2015 va Thong tu s6 09/2017/TT-BGDDT ngay 04/4/2017 cia
Bo truong Bo Gido duc va Pao tao.

Nganh dang ky dao tao va chwong trinh dao tao:
- Tén nganh dao tao dang ky mé:
Ly luan va Phuong phap day hoc B mén tiéng Anh.
- Tén chuong trinh dao tao:
Ly luan va Phuong phap day hoc Bo mén tiéng Anh.
- M 56: 9140111



- Trinh d6 ddo tao: Tién si.
- Téng khdi lugng kién thire toan khoa: 90 TC véi nguoi ¢o trinh do thac si;
120 TC v61 nguoi co trinh do dai hoc thudc cung nhom nganh.
- Thoi gian dao tao: 3 nam véi ngudi co trinh do thac si; 4 ndm véi nguoi cod
trinh d¢ dai hoc thudc cung nhém nganh.
- Chi tiéu du kién tuyén trong 5 nam téi: 20-30 NCS (4-6 chi tiéu/nam).
Két luin va dé nghi

Truong Pai hoc Can Tho kh'fmg dinh viéc dau tu dé thuc hién co két qua, dam
bao chit lugng ddi v6i nganh ding ky mé 1a nhiém vu ctia nha trudng va hoan toan
day du kha ning hoan thanh nhiém vu.

Toan bd nodi dung hd so dang ky md nganh dao tao duoc dua 1én trang web
cua co so dao tao tai dia chi: http://www.ctu.edu.vn

Kinh trinh Hoi dong trudng, Truong Pai hoc Can Tho xem xét cho phép dao
tao béc tién si, chuyén nganh Ly luan va Phuong phap day hoc B6 mén tiéng Anh,
ma s0 9140111.

Tréan trong kinh chao./

Noi nhan: HIEU TRUONG
- Hoi ddng truong;

- Khoa SBH; KNN

- Luu VT.
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PHAN 1

SU CAN THIET
PHAI XAY DUNG PE AN



BO GIAO DUC VAPAOTAO  CONG HOA XA HQI CHU NGHIA VIET NAM
TRUONG PAI HQC CAN THO Pic lap - Tw do - Hanh phiic

Can Tho, ngay ... thang ... nam 2021

PE AN MO NGANH PAO TAO TRINH PQ THAC SI/TRINH PQ TIEN Si

- Tén nganh dao tao: LY LUAN VA PHUONG PHAP DAY HOC BO
MON TIENG ANH

- Masb: 9140111

- Tén co sé dao tao: Truong Dai hoc Can Tho

- Trinh d6 dao tao: Tién si

PHAN 1. SU'CAN THIET PHAI XAY DUNG PE AN
1. Gi6i thiéu so lwgc vé co sé dao tao

Vién Pai hoc Can Tho thanh 14p ngay 31 thang 3 nim 1966 va duoc do6i tén
thanh Truong Pai hoc Can Tho (PHCT) sau nam 1975. Trudng Pai hoc Can Tho 1a
mét co sé dao tao dai hoc va sau dai hoc trong diém cua Viét Nam ¢ Bong bang
song Cuu Long (PBSCL). Truong la co so dao tao da nganh véi 15 khoa, 3 vién
nghién cuu, 22 don vi/trung tdm truc thudc va 14 phong ban chicc nang dam nhan
dao tao 109 nganh/chuyén nganh bac dai hoc, 52 nganh va chuyén nganh trinh do
thac sy va 19 chuyén nganh trinh do tién si. Tinh dén thang 3/2021, Truong cb
1.815 cong chuc vién chue va 41.606 sinh vién dai hoc va 2.109 HV sau dai hoc
cung 281 nghién ctru sinh. Doi ngil can bd co hitu cuia Truong khda manh gom 1.080
ngudi cé chitc danh GV, trong d6 ¢6 15 GS, 141 PGS, tong s6 GV ¢6 trinh do TS 13
508 va ThSla 720. S lugng TS cua trudng duoc dao tao ¢ ngoai nude chiém
76,03% va trong nuodc la 23,97%. Ngoai ra, trudong dang c6 215 GV tré dang duoc
dao tao TS & trong va ngoai nudc, s& gop phan vao luc luong GV co hitu dé phat
trién cong tac dao tao sau dai hoc ciia Trudng trong tuong lai.

Nhiém vy chinh ctua Trudng 1a dao tao, nghién ctiu khoa hoc (NCKH), chuyén
giao cong nghé phuc vu phét trién kinh té - xa hoi trong ving. Bén canh cong tac
dao tao, Truong da tham gia tich cuc cac chuong trinh NCKH cdp Nha nuéc, cap
Bo, cap Tinh, cip Huyén va cap Truong, va ang dung nhitng thanh tyu khoa hoc k§
thuat nham giai quyét cac van dé vé khoa hoc, cong nghé, kinh té, van hoa va xa hoi
ctia ving. Thong qua cac chuong trinh hop tac dao tao va NCKH quéc té, ning luc
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quan ly va chuyén mén cua doi ngii can b cia Truong da duoc nang cao, co so vat
chét va trang thiét bi thi nghiém duoc bo sung va hién dai ho4, thu vién va tai liéu
thong tin khoa hoc dugc nang cap, da dap tng c6 hiéu qua yéu cau nang cao chat
lugng va mo rong cac nganh dao tao.

2. Nhu ciu vé nguon nhan lyc trinh d9 tién si nganh LL&PPDHBMTA

Thyuc hién Nghi quyét sé 12/QN-HDT cia Hoi dong Truong PHCT ngay
22/01/2019 vé mo nganh dao tao dai hoc, ThS, TS giai doan 2019-2022 va dinh
huéng dén nim 2030, KNN di tién hanh khao sat nhu cau ngudn nhan lwc TS dé
chuén bj cho dé 4n md nganh.

Khao sat duoc thuc hién tir ngay 7 dén 18/12 nam 2020 véi 17 nha tuyén dung
va 65 ngudi hoc tiém ning vé nhu ciu cia nganh dao tao LL&PPDHBMTA trinh
do TS. Cac két qua khao sat NTD va nguoi hoc tiém ning cho thay ca hai ddi tuong
déu c6 nhu cau md nganh hoc TS LL&PPDHBMTA (16/17 NTD chiém 94,1%;
48/65 nguoi hoc tiém ning, chiém 73,9%).

Chuong trinh dao tao LL&PPDHBMTA da duoc Truong Pai hoc Can Tho
thong qua Hoi dong Khoa hoc va Pao tao dua vao dé an md nganh méi (SO
3590/PHCT-KSPH ngay 22/12/2016), Hoi dong Khoa hoc va Pao tao dong ¥ mo
nganh dao tao (Bién ban hop s6 124/BB-PHCT-HPKHDT) va dugc Hoi dong
Truong Pai hoc Can Tho ra quyét nghi vé viéc md nganh dio tao nay (Quyét nghi
s 12/QN-HDT ngay 22/01/2019).

3. Gi6i thiéu vé Khoa Ngoai ngir

Khoa Ngoai ngit duoc thanh lap vao ngay 23 thang 03 nam 2015 theo Quyét
dinh s6 714/QD-DHCT. Vin phong Khoa toa lac tai s6 411 duong 30/4, P. Hung
Loi, Q. Ninh Kiéu, TP. Can Tho. KNN 1a don vi dao tao, NCKH chuyén sau trong
linh vuc ngoai ngit, 1a don vi tu van cho Ban Giam hiéu Trudng trong cac hoat dong
dao tao, bdi dudng, NCKH, CGCN, khao thi va danh gia nang luc ngoai ngir. KNN
dang xay dung 16 trinh phat trién thém nhiéu nganh dao tao, chuong trinh giang day
ngon ngir va van hoa cac nudc nhuw Han Québc, Nhat Ban. ..

Vé t6 chirc, Khoa ¢6 05 B mdn va 01 T6 van phong Khoa: Bo mon Phuong
phép Day hoc tiéng Anh, B mén Phuong phap Day hoc tiéng Phap, Bo mon Ngon
ngit va Vin hoa Anh, B6 mdn Ngon ngit va Vin héa Phap, B6 mon tiéng Anh Cin
ban va Chuyén nganh, T6 Vin phong khoa. Khoa hién c6 06 chuyén vién, 01 nhan
vién va 72 GV, trong d6 c¢6 03 PGS, 18 TS, 51 Thac si. Khoa hién c6 14 GV dang
theo hoc cac chuong trinh dao tao TS ¢ trong va ngoai nudc.



V& dao tao va bdi dudng, theo théng ké quy 1/2021 KNN cé 1.738 SV chinh
quy theo hoc cic nganh Su pham tiéng Anh, Su pham tiéng Phap, Ngon ngit Phap,
Ngdn ngit Anh va Ngdn ngit Anh, chuy@n nganh Bién — Phién dich tiéng Anh va
CTDT chat luong cao nganh Ngdn ngit Anh. Khoa tham gia dao tao hon 1231 SV
tai cac Trung tdm lién két dao tao cua DPBSCL. Vé dao tao sau dai hoc, tinh dén
thang 3 nam 2021 Khoa c6 134 HV cao hoc nganh Ly luan va phuong phap day hoc
bo mdn Tiéng Anh va Ly luan va Phuong phép day hoc bo mon tiéng Phap. KNN
phu trach giang day ngoai ngr khong chuyén sinh vién toan Truong PHCT. Khoa
1a don vi duoc Lanh dao Trudng giao nhiém vu td chirc thuc hién chuong trinh boi
dudng Gido vién ngoai ngir va nhiing vién chac c6 nhu cau hoc ngoai ngit. Hién
KNN phu trach 2 chuong trinh dao tao ThS va 6 chuong trinh dao tao ctr nhan.

V6i CTDT LL&PPDHBMTA, tinh dén thang 3/2021, Truong DPHCT di va
dang ddo tao 17 khoa vai tong s6 689 HV. Phan 16n cac HV ra truong déu co viéc
1am 1 nam sau tot nghiép. Theo thng ké vao thang 9/2020, ti 18 HV c6 viéc 1am caa
nganh LL&PPDHBMTA trong 2 nam 2018 va 2019 1an luot 12 98.2% va 96.7% véi
muc thu nhap binh quan 1 8.6 triéu dong/thang.

Vé hop tac quéc té, Khoa di phat trién nhiéu chuong trinh hop tac véi cac doi
tac Phap, Bi, My, Uc, Théi Lan, Han Qudc, Nhat Ban... Cac chuong trinh hop tac
nham nang cao nguon nhan luc cua Khoa, gép phan nang cao ngudn nhan lyc cho
PBSCL va cho viéc nang cao chat luong boi duong, NCKH & CGCN cua Khoa.
Trong thoi gian qua cac chuong trinh hop tac quoc té ciia Khoa da tap trung nhiéu
dén cac hoat dong trao dbi gi4o vién va sinh vién véi cac doi tac.

KNN 12 méot don vi ludn phan ddu hudng dén sy ddng thuan, tan tdm, chuan
muc, sang tao va 1a mot dia chi dao tao, bdi dudng, NCKH dang tin cay.

4. Ly do dé nghi mé nganh dio tao trinh d9 tién si LL&PPDHBMTA

T nam 2004 dén nay, Truong PHCT di va dang dao tao 17 khoa ThS cua
chuong trinh dao tao LL&PPDHBMTA véi tong s6 HV 13 689 nguoi. Cac HV 6t
nghiép tir chuong trinh d3 quay vé cong tac tai cac dia phuong va gitr nhiéu vai tro
va vi tri quan trong tai cac SO Gido duc va dao tao, cac trudng cao dang va dai hoc
trong khu vuc DBSCL, cic trudng trung hoc phd théng, va cic trung tim ngoai
ngtr. Nhiéu cyu HV d3 ¢6 co hoi xin cac hoc béng dé theo hoc chuong trinh TS &
nude ngoai nho vao uy tin dao tao tr chuong trinh. Du & vai tro, vi tri va cong viéc
nao, doi ngii cyu HV tur chuong trinh da va dang dong gop cong suc va tri tué cho
su nghiép giang day tiéng Anh, nghién ctru va gido duc gitp ngudi hoc ting cudng
loi thé canh tranh trong bdi canh hoi nhap quéc té hién nay.



Dao tao TS chuyén nganh LL&PPDHBMTA, Trudong DHCT s& gop phan tao
ra doi ngii can bo, ngudn nhan lyc o trinh d6 cao nhim giai quyét cac van dé thuc
tién, ton tai cta dia phuong PBSCL trong qua trinh cong nghiép hoa, hién dai hoa
dat nudc. Dong thoi viée dao tao TS chuyén nganh LL&PPDHBMTA tai trudng
DHCT ciing tiét kiém dwgc nhiéu ngudn luc cta x3 hoi nhu thoi gian va chi phi di
lai, dn & ctia HV trong sudt thoi gian hoc tap so véi dua di ddo tao & cac thanh phd
khac trong nudc hodc nude ngoai.

Mat khac thuc hién dao tao TS chuyén nganh LL&PPDHBMTA, mdt chuyén
nganh c6 tac dong 16n dén viée phat trién ning luc ngoai ngir cla ca nude ciing 1a
mot trong nhitng nhiém vy nham hudng té1 muc ti€u phat trién Truong DPHCT
ngang tim cic nudc tién tién trong khu vuc va xdy dung Truong PHCT thanh
truong dai hoc xuat sic vé dao tao, NCKH va CGCN; c6 chirc nang dao tao da
nganh, da linh vuc theo két luan s6 28-KL/TW ngay 14 thang 8 nam 2012 cta Bo
Chinh Tri.

Nhiéu GV dang cong tac tai KNN, Truong PHCT dugc dao tao sau dai hoc
mot cach chinh quy tir nhiéu qudc gia khac nhau trén thé gidi, 6 nhiéu kinh nghiém
trong giang day, NCKH va hop tac quéc té s& 1a luc luong tin cdy dé thuc hién t6t
chuong trinh dao tao trinh d§ TS chuyén nganh LL&PPDHBMTA.

Truong ciing di ciing di dap tmg duoc cac diéu kién cia Thong tu sb
9/2017/TT-BGDDT vé viéc cho phép dao tao cac chuyén nganh & trinh do TS, cu
thé nhu sau:

a. Truong da dam nhan dao tao trinh do ThS chuyén nganh LL&PPDHBMTA
tir nam 2004, cho dén nay da c6 15 khoéa tot nghiép;

b. Truong khong vi pham céc quy dinh hién hanh vé tuyén sinh, to chuc, quan
Iy dao tao trinh d6 dai hoc, trinh d6 ThS & cac nganh hoac chuyén nganh
dang dao tao va cac quy dinh lién quan khac ctia phép luat trong thoi han 3
niam tinh dén ngay co s¢ diao tao dé& nghi cho phép dao tao chuyén nganh
trinh do TS;

c. Truong d6i ngii GV du vé sb luong, dam bao vé chét luong dé to chirc dao
tao trinh d6 TS & chuyén nganh dé nghi cho phép dao tao (xem phan 1y lich
khoa hoc cia cac GV), cu thé:

- C6 kha nang xay dung va t6 chuc thuc hién chuong trinh dao tao trinh do
TS, c6 kha ning phat hién van dé nghién ctru, huéng din, chi dao nghién
ctru sinh x4y dung dé& cuong nghién ctru dé tai luan an, huéng dan nghién
ctru sinh thuc hién dé tai luan an, viét luan an va tham gia Hoi d@)ng chidm
LATS;



C6 3 PGS va 2 TS 1a cén bd co hiru cia co sé dao tao c6 cung chuyén
nganh dé nghi cho phép dao tao;

Truong ciing ¢6 5 TS chuyén nganh gan (ngdn ngit hoc, ngdn ngir hoc
tmg dung ...) tham gia qu4 trinh dao tao khi can thiét.

d. Co6 du kha ning va diéu kién dé thanh lap hoi dong danh gid LATS va to
chtrc danh gia luan 4n theo quy dinh ctia Quy ché dao tao trinh d6 TS hién
hanh;

e. Co co so vat chat, trang thiét bi bao dam dap ung yéu cau dao tao trinh do
TS, cu thé:

C6 du phong hoc, phong chuyén dé véi trang thiét bi can thiét bao dam dé
nghién ctru sinh ¢6 thé trién khai thyc hién dé tai luan 4n;

Thu vién c6 di ngudn thong tin tu lidu va phuong tién dé nghién ctru sinh
tim hiéu, tra ctru khi thuc hién dé tai luan an, viét luan an nhu sach, gido
trinh, tap chi khoa hoc trong va ngoai nudc, thu vién dién tir c thé lién
két v6i cac co sé ddo tao cung linh vyc, cung chuyén nganh dio tao trong
va ngoai nudc;

C6 cua co s& diao tao duoc cap nhat thuong xuyén, cong bd cong khai
cam két chat luong giao duc va chat lugng gido duc thuc té, cong khai
cac diéu kién dam bao chét lugng cua co s¢ giao duc, cong khai thu chi
tai chinh;

Co s¢ dao tao da thuc hién cac nhi€ém vu NCKH, trong dé co6 1 dé tai khoa

hoc cép B0 va 12 dé tai khoa hoc cép Trudng;

C6 kinh nghiém trong dio tao, bdi dudng nhimg ngudi lam cong tac
NCKH;

Céc GV tham gia giang day trong chuong trinh dao tao trinh d§ TS da va
dang chu tri cac dé tai khoa hoc cac cip trong d6 co dé tai cip Bo hoic
cAp truong & chuyén nganh dé nghi cho phép dao tao. Mdi GV 1a TS co
cong trinh khoa hoc dugc cong bd trén cac tap chi khoa hoc chuyén
nganh co trong danh muc ciia Hoi ddong Chirc danh GS nha nuéc quy
dinh trong 5 nim trd lai day tinh dén ngay co s& dao tao dé nghi cho phép
dao tao chuyén nganh trinh d¢ TS;

g. Pa hop tac voi cac truong dai hoc va t6 chirc trén thé gidi va trong nudce nhu
bai hoc Su pham Naruto (Nhat Ban), Pai hoc Tours (Phap), Pai hoc
Phranakhon, Nakhon Pathom, Rangsit (Thai Lan), T6 chuc Princeton in
Asia, T6 chuc Teachers for Vietnam trong hoat dong dao tao va NCKH;
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h. Cé chuong trinh dao tao va dé cuong chi tiét cic hoc phan trong chuong
trinh ddo tao ctia chuyén nganh dé nghi cho phép dao tao, dugc xay dung
theo quy dinh ctua Quy ché dao tao trinh dd TS hién hanh do B6 Gido duc va
Pao tao ban hanh;

i. Tén nganh dao tao (Ly luan va day hoc bd mén tiéng Anh — ma s6 9140111)
co trong danh muc chuyén nganh dao tao trinh d0 TS do BGD&DT ban
hanh;

j. C6 don vi quan ly chuyén trach dap tng yéu cau chuyén mon nghiép vu quan
1y hoat dong dao tao trinh d§ TS; da xay dung quy dinh dao tao trinh d§ TS
cua co so dao tao.

Duya vao nhitng tién dé trén va nhu cau hoc tap cap nhat kién thirc va nang cao
trinh d6 cta ngudi hoc lién quan dén nghién ctru va giang day tiéng Anh trong
vung, cung vdi kha nang dao tao ctia Truong va cua Khoa Ngoai ngir, Khoa Ngoai
ngir, Truong DPHCT dé nghi cac cap thAm quyén cho phép mé dao tao TS chuyén
nganh Ly luén va day hoc b mon tiéng Anh v&i ma nganh la 9140111.



PHAN 2

NANG LUC
CUA CO SOPAO TAO



PHAN 2. NANG LUC CUA CO SO PAO TAO
1. Khai quat chung vé qua trinh dao tao

Hién tai PHCT la mdt truong da nganh da linh vue, 1a co s& dao tao bac dai
hoc va sau dai hoc trong diém cua nha nuéc & DPBSCL. DBang thoi, Truong 1a trung
tdm gido duc, van hoa va khoa hoc ky thuat cua vung. Véi 1.825 céng chuc, vién
chtrc, trong d6 c6 1.080 cén bo l1a giang vién, PHCT dang dao tao 109 chuong trinh
bac dai hoc (99 Chuong trinh dao tao dai tra, 02 Chwong trinh dao tao tién tién va
08 Chuong trinh dao tao chat lugng cao), 48 chuong trinh bac cao hoc (trong d6 1
nganh lién két voi nude ngoai, 3 nganh dao tao bang tiéng Anh), 04 chuyén
nganh va 19 chuong trinh nghién ctru sinh.

Déi véi dao tao sau dai hoc, Truong DPHCT duoc Bo Gido duc va Pao tao giao
quyén tu cha trong viéc dao tao thac si va tién si. Hang nam Trudng tiép nhan
khoang 1.000 hoc vién sau dai hoc. Ké tir nam 1993 Truong bat dau dugc phép
tuyén sinh bac cao hoc. P4i vai dao tao tién si, Trudng da duoc phép tuyén sinh ké
tr nam 1982 véi hai chuyén nganh Trong trot va Vi sinh vat (Quyét dinh s6
1207/QP-QLKH ngay 15/11/1982, theo danh muc mai 1a Vi sinh vat hoc). Pén
2003, mot s6 chuyén nganh khac ciing duoc phép tuyén sinh nhu Bénh cay va Bao
vé Thuc vat (Quyét dinh sé 536/QD-BGD&DPT-SPH ngay 31/01/2002, theo danh
muc méi 12 Bao vé Thyc vat), Chin nudi Bong vat Nong nghiép (Quyét dinh sé
517/Qb-BGD&DT-SPH ngay 31/01/2002, theo danh muc mdéi 1a Chan nudi Bong
vat), Nong hoa (Quyét dinh s6 1207/QD-QLKH ngay 15/11/1982, theo danh muc
méi 1a Pat va Dinh dudng Cay trong). Trudng c6 Trung tdm hoc liéu vai hé thdng
sach tu liéu phong phi va hé thong hoc liéu ma lién két véi nhiéu ngudn tu lidu
trong va ngoai nudc; hé théng phong hoc dat chuan véi trang thiét bi hién dai va
day du, dap ung nhu cau phuc vu giang day.

Hién tai Trudng dang tiép tuc dau tu phat trién thém cac chuong trinh nghién
ctu sinh (NCS) méi va da tham gia dé an 911 do Bo Gido duc va Pao tao chi tri dé
dao tao 20.000 giang vién co trinh do tién si cho cac truong dai hoc va cao dang giai
doan 2010-2020 va hién nay 1a dé an 89, giai doan 2019-2030. Ngoai tuyén sinh dao
tao sau dai hoc trong nudc, PHCT con dugc B Giao duc va Pao tao giao nhiém vu
tuyén sinh dao tao sau dai hoc & nuwdc ngoai bang ngan sach nha nudc. Nam 2011,
Truong dd thanh 1ap Khoa Sau Pai hoc (Quyét dinh s6 1753/QD-DHCT ngay
01/08/2011) dé chuyén trach vé mang dio tao nay.



Bang 1: S6 lweng sinh vién chinh quy, hoc vién Truong Pai hoc Can Tho niam 2020

Cao

TT Don vi dao tao Dai hoc hoc NCS  Tong

1.  Khoa Cong nghé 6.725 190 5 6.920
2. Khoa Cdng nghé thong tin va truyén thdng 3.991 173 7 4171
3. Khoa Khoa hoc Chinh tri 643 0 0 643
4.  Khoa Khoa hoc Ty nhién 1.103 204 8 1.315
5.  Khoa Khoa hoc xa hdi va nhan van 1.639 31 0 1.670
6. KhoaKinh té 6.061 457 77 6.595
7.  Khoa Luat 1.175 116 0 1291
8.  Khoa Mai truong va Tai nguyén thién nhién 1.802 141 27 1.576
9. Khoa Ngoai ngir 1.408 137 0 1.939
10. Khoa Nong nghiép 4.253 220 82 4.555
11. Khoa Phat trién nong thon 2.049 0 0 2.049
12.  Khoa Su pham 1.449 202 0 1.651
13. Khoa Thuy san 1.609 103 27 1.739
14. Vién Nghién ciru phat trién PBSCL 72 114 19 205
15. Vién Nghién ctru & PT Cong ngh¢ sinh hoc 1.173 89 47 1.309
16. B0 mon Gido duc thé chat 112 0 0 112

35264 2177 299 37.740

Nguon: Sé liéu thong ké DHCT dén 31.12.2020
Theo thong ké vao thang 9/2020, ti 16 HV c6 viéc 1am cua nganh

LL&PPDHBMTA trong 2 ndm 2018 va 2019 1an lugt 1a 98.2% va 96.7% véi muc
thu nhap binh quan 13 8.6 triéu dong/thang.
2. D0i ngii giang vién, can b co hiru

Doi ngii vién chirc thudc KNN hién nay gdm 78 ngudi, trong cd 72 giang vién
va 06 chuyén vién. Trong sd can bo giang day co6 03 PGS, 18 TS, 50 ThS va 08
giang vién dang 1a nghién ctru sinh trong va ngoai nudc. Lyc lugng giang day TS
nganh LL&PPDHBMTA bao gom:

- Céan bd co hitu ¢6 hoc ham PGS va hoc vi TS cia KNN va Truong
PHCT.

- Canbo c6 hoc vi TS moi giang tir Pai hoc ngoai ngit, Pai hoc Hué.
Giang vién giang day trinh d9 tién si va ngudi hudng dan nghién ctru sinh phai
dap g tiéu chuan theo quy ché tuyén sinh va dio tao trinh do tién si hién hanh.
Luc luong tham gia giang day s& duoc bo sung khi mot s6 lwong 16n can bd

ctia Khoa, Truong hoan thanh chuong trinh dio tao TS tré vé sau nim 2021.
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Bang 2: Pdi ngii can b co hiru chiu trach nhiém mé nganh dao tao Tién si chuyén
nganh Ly luian va phwong phap day hoc bd mén tiéng Anh

Hoc , Tham | Thanh  tich
P A . N Hoc vi, R gia dao P
So Ho va tén, nam sinh, | ham, i . Chuyén khoa hoc (so
: A . . nwoc, nam R tao SDH S,
TT chirc vu hién tai nam P . nganh T luwgng deé tai,
phong 10t nghicp (nam, cac bai bao)
CSDT)
1 Trinh Qudc Lap, 1967 | PGS- TS, Ha Lan, | Giao duc | 2007, 01 dé tai cap
Trudng khoa KNN 2017 2006 ngon nglr | PHCT B9,
- Thiét ké 27 bai bao
chuong (01 Scopus,
trinh 19 quéc té va
giang day 08 trong nudce)
tiéng Anh
2 Phuong Hoang Yén, | PGS- TS, Bi, | Ngon ngit | 2017, 03 dé tai cap
1978 2019 2014 va giao | BPHCT truong,
Pho truong khoa duc 42 bai bao
KNN (01 Scopus,
15 quéc té,
26 trong nudc)
3 Nguyén Buwu Huan, | PGS, TS, New | Giao duc | 2016, 01 dé tai cap
1966 2020 Zealand, hoc PHCT truong,
2014 35 (05 bai
Scopus,
27 quéc té,
3 trong nudc)
4 Nguyén Vian Loi, TS, New | Giao duc | 2012, 04 dé tai cap
1972 Zealand, hoc PHCT truong,
2011 25 bai bao
(05 Scopus,
14 qudc té,
06 trong nudce)
5 |Nguyén Anh Thi, TS, Bi, | Ngon ngit | 2019, 05 bai bao
1985 2018 va gido | PHCT (01 Scopus,
Truong bd modn duc 04 quéc té)

Phuong phap day hoc
tiéng Anh




Bang 3: Poi ngii can bj co hiru tham gia dao tao TS chuyén nganh Ly luan va phwong
phap day hec bd mén tiéng Anh

o Hoc , Tham | anh tich
£ Ho va tén, nam N Hoc vi, R gia dao X
So . i N ham, c T Chuyén khoa hoc (so0
TT sinh, chu’c‘ vu hién nim n;ro’c, nim nganh tao ?DH lwgng a8 ti,
fal phong tot nghiep (ndm, cac bai bao)
CSDT)
1 Lé Xuan Mai, 1980, TS, Uc, 2016 | Giao duc | 2019, 01 dé tai cap
Truéng bd mén Anh hoc PHCT truong,
van can ban va 12 bai bao (01
chuyén nganh bai Scopus,
07 quéc té, 04
trong nudc)
2 Nguyén Hai Quan, TS, Uc, 2018 | Gido duc | 2019, 6 bai bao
1979 hoc PHCT | (04 quéc té,
02 trong
nuoc)
3 Nguyén Thi Vian Su, TS, Uc, 2015 | Gido duc | 2017, 06 bai bao
1985 hoc DHCT qudc té
4 Nguyén Thi Phuong TS, Ha Lan | Ngbn ngir | 2017, 08 bai bao
Hong, 1973 Lan, 2013 hoc ung | PHCT (04 quéc té,
dung 04 trong
nuoc)
5 Nguyén Duy Khang TS.Ba Lan, | Gido duc | 2019, 20 bai bao
1979 2017 hoc DHCT (02 scopus, 16
qudc té, 2

trong nudce)

3. Co s& vat chat phuc vu dao tao

3.1 Co s& vat chat

Vé mit co so vat chit thi Nha truong c6 hé théng phong hoc, va giang dudng

v6i trang thiét bi ddy du phuc vu cho viéc hoc tip duoc dién ra hiéu qua. Vé dia
diém thi cac phong hoc dugc bb tri ¢ ca Khu II (duong 3/2, TP Can Tho) va mét hoi
truong khu I (dudng 30/4, TP Can Tho). V@ trang thiét b thi cac phong hoc dugc
trang bi may chiéu hodc man hinh tivi ¢& 16n kém cép két ndi vi may tinh cua GV,

am thanh, anh sang day du; mot sé phong dugc trang bi may diéu hoa. Diéu kién

thiét bi va co s¢ vat chat dap tng nhu cau hoc tap cia HV.

Canh quan cta Nha truong dam bao dugc sy thoai mai cho HV. Khuon vién

Truong rong rai, dugc trong nhiéu cay xanh va cady c¢é hoa theo mua nhu phuong,
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diép, bang lang, st tring va kén hong. Do d0, khong khi rat trong lanh va c6 phong
canh dep. Sau nhiing gio hoc tip trung cing thang tai 16p, HV co thé tan bd doc
theo cac con dudng trong khuon vién trudng dé thu gidn, hodc c6 thé hoc nhom trén
cac bii co hodc ban ghé cong cong trong khudn vién tai khu II . Dic biét, theo trang
web toplist.vn thi Truong DPHCT dugc xem 13 mot trong s6 19 trudng dai hoc c6
khuon vién xanh dep nhét Viét Nam.

Ngoai ra, hé thong ky tiic xa dam bao an toan va thoai méi cho viéc sinh hoat
c4 nhan ngoai gid hoc, hd trg HV yén tdm hoc tap va NCKH. Mbi hoc ky, Trung
tam Phuc vu sinh vién luén c6 thong bao cho HV dang ky ¢ ky tic xa cua Nha
truong Truong DPHCT xay dung khu ky tic xa B wu tién cho HV cao hoc va nghién
ctru sinh trong va ngoai nude. Khu ky tic xa ¢ 8 diy, mdi diy 5 ting, mbi ting c6
khoang 15 phong, mdi phong c6 khoang 6 giudng; tong cong ¢ khoang 3.600 chd
&. Trong khu ky tic x4 c6 kém céc tién ich khac nhu nha dé xe, nha an va ctra hang
tién ich phuc vu nhu cau ctia HV khi can. Ngoai ra, HV luu tra & ky tac x4 con co
co hdi giao tiép v6i cac HV cao hoc va nghién ctru sinh nudc ngoai téi hoc tap tai
truong DPHCT. Piéu nay cho thdy HV ciia Nha truong duge quan tdim khong nhiing
vé co s vat chat va canh quan ma ca méi truong tdm 1y xa hoi cling duoc xay dung
tich cyc. Tuy nhién, Nha truong con thiéu doi ngii chuyén gia tu van tim 1y dé thuc
hién cong tac tw van cho HV khi ho can.

Bén canh co s¢ vat chat cho hoc thuat va canh quan thi Nha truong ciing quan
tam dic biét dén viéc dam bao suc khoe thong qua dich vu chim soc y té tai Truong
khi ¢6 nhu cau va noi tap thé duc thé thao rén luyén stc khoe cho nguoi hoc nhu
nha thi ddu da nang va nhiing noi bo tri dung cu thé duc ngoai tro1. Hoat dong thé
dung thé thao ngoai tac dung ting cuong stc khoe con tao diéu kién cho HV thu
gian va md rdng quan h¢ xa hdi. Tur do, gitip duy tri moi truong tam 1y xa hai tich
cuc cho HV.

Viéc PCCC phong chay chira chay (PCCC) ciing duge Nha truong luu taim dé
dam bao su an toan tinh mang va tai san cho HV khi tham gia hoc tép tai Truong.
Cu thé, Nha trudng ban hanh Quyét dinh vé Noi quy PCCC tai Truong PHCT. Nha
truong cling cd quyét dinh thanh 1ap d6i PCCC cua Trudng.

Trong 10 nam qua, Nha truong xac dinh ro viéc tiép tuc xay dung mot moi
truong hoc tap an toan, hiéu qua voi diéu kién co s vat chat va trang thiét bi dﬁy
du, hién dai 1a mot trong nhitng wu tién hang dau. Thira huong nhiing diém manh
nay vé co s& vét chat, KNN con dugc ting cudng thém cac ngudn luc hd tro thong
qua D& 4n Ngoai ngit Qudc gia 2020 cung v6i nhitng co sé vat chat duoc thiét ké
danh riéng cho cong tac ddo tao gido vién dam bao phuc vu that tot nhat nhu cau
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dao tao ca sinh vién bac dai hoc va HV cao hoc nganh ThS LL&PPGD BM Tiéng
Anh do Khoa phu trach va quan 1y.

3.2. Thw vién, giao trinh, sach nghién ctru, tai liéu tham khaio

Trung tam hoc li¢u Truong PHCT (http://www.Irc.ctu.edu.vn/) vdi dién tich
7.500 m2, ngay 16i vao cong chinh cta khu 2 Truong DHCT, hién 1a mét trong 4
trung tam dat tiéu chuan quéc té va hién dai nhat Viét Nam, duoc xay dung & phia
Bic, mién Trung va PBSCL. Trung tdm hoc liéu Trudng PHCT dugc xay dung tir
ngudn von tai tro hon 9 triéu d6 la My cua Quy tir thién Dai Tay Duong trong mot
du 4n do Pai hoc quéc t& RMIT diéu phdi, voi thiét ké phu hop khi hau, dia 1y va
thd nhitng ving DPBSCL, trung tdm hoc liéu Truong DHCT c6 st chira hon 1.000
nguoi, dugce trang bi co s& vat chit hién dai nhim cung cép dich vu da nang cho tat
cd sinh vién, doi ngii sinh vién, nhan vién nha truong, dugc xem la mot trong nhiing
thu vién dai hoc chil luc cua Viét Nam. Tién than cia trung tam hoc liéu Truong
DPHCT Ia thu vién trung tam DHCT bdi hién c6 hon 70% tai li€u va toan by can bd
cta thu vién duoc diéu sang phuc vu tai day. Puoc trang bi 500 may tinh truy cap
mang tbc do cao v4i hon 60 nhan vién phuc vu. Thu vién c¢6 khoang 100.000 dau
sach, tap chi va tu liéu nghe nhin cung cap cho sinh vién, cac doc gia nhitng dich vu
hién dai nham hudng to1 sy thoai mai, tién lgi va kich thich nhu cau hoc tap va
nghién ctru ciia moi nguoi.

Trung tdm hoc liéu Truong PHCT dugc xay dung 4 ting voi tong dién tich st
dung 7.200 m2, mdi tang cua tdoa nha dugc thiét ké khoa hoc, phi hop cho timg gbc
hoc tap, nghién ctru, lam vi¢c doc 1ap hodc hoc theo nhom, dac biét, 1a sy b tri hop
Iy day chuyén t6 chtrc, diéu hanh nhim phuc vu mét cach nhanh chong, kip thoi
nhéat moi nhu cau cua cac doi tuong doc gia. Téng 1 14 noi ban doc c6 thé muon, tra
va gia han thoi gian sir dung tai lidu cling nhu duoc cac nhan vién huéng dan sir
dung céc san phém va dich vu cua trung tdm hoc li¢u; tai khu vyc tai liéu danh
riéng, ban doc ¢ thé sir dung tai chd va hoan tra lai trong vong 3 gid cac tai lidu
luan van ctr nhan loai gioi, luan van thac si, luan an TS, gido trinh, sach tham khao
va cac tai liéu c6 nhu cau sir dung cao. Khu vyec tai liéu tham khao c6 nhiéu loai tai
liéu phong phti nhu: bach khoa toan thu, cac ty dién tong hop, tu dién chuyén nganh
nhu nién giam théng ké, danh ba, atlat...nhiing tai liéu nay chi duoc st dung tai
chd. P6i voi hé thdng may tinh o tang 1, sinh vién c6 thé sir dung cho viéc hoc tap,
nghién cuu hay tra tim thong tin trén cic co s¢ dir li¢u cua trung tam hoc liu.
Trung tim hoc liéu dong vai trd rat quan trong trong viéc hoc tip va nghién ciru cta
moi nguoi, khong khac gi cac phong thi nghiém, giang duong ...

Mot trong nhitng nhiém vu 16n cta trung tdm hoc liéu 1a hd tro cho khach
hang dinh hudéng va hd trg cho ho cac nguén thong tin va dich vu, voi nguén tai liéu
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rat da dang, phong phu va thudng xuyén dugc cap nhat, trung tim hoc liéu 1a mot
thu vién da nang. Riéng kho sach & tang 2 hién c6 hon 100.000 nhan dé tuong
duong 210.000 cudn day la thanh qua cua hon 40 nam suu tap, chon loc cua thu
vién truong DPHCT bang ngudn ngan sach nha nudc cling nhu ngudn vién trg cla
céc td chic ca nhan trong va ngoai, nudc. B suu tap con thé hién su da dang vé
loai hinh va su phong pht vé ngdn nhiing cua tai liu, dac biét 1a nd1 dung rat phu
hop v6i cac linh vuce hoc tap, nghién cru cua sinh vién, GV DPHCT va cac Truong
bai hoc khac trong vung. Trung tdm hoc liéu Truong PHCT c6 sé hiru mot luong
khong nho cac co s0/ s& du li¢u va tap chi dién tt EBSCO, Blackwell...la nhiing
tap chi khoa hoc hang dau d3 duge thim dinh bao gém tat ca céc linh vuc kinh té,
luat, y hoc, khoa hoc xa hoi, sinh thai hoc, phuc vu cho nhitng ai ham thich hoc tap
va nghién ciru. O cic tang 1, 2, 3 cia trung tdm déu co thiét ké danh cho cac khu
vuc tu hoc cua sinh vién véi nhitng loai ban ghé hién dai tao diéu kién thoai mai
nhat cho sinh vién. Cac nhan vién cta trung tim ciing ludn sin sang hd tro sinh vién
trong viéc khai thac cac nguén tai liéu mot cach hiéu qua nhat. Khu vuc may tinh &
tang 2 voi trang tra ctu OPAC ciia trung tdm sinh vién s& duoc hd tro tim kiém
nhanh va dinh vi cac loai tai liéu can thiét, qua trang tra citu nay sinh vién co thé
biét loai tai liéu minh can dang c6 & trung tim hoc liéu hay khong va sinh vién ciing
c6 thé biét loai tai liéu d6 duoc muon vé nha hay chi dugc doc tai chd. Téng 2 con
cO cac phong thao luan nhom danh dé phuc vu cho tat ca can bd, sinh vién Truong
DHCT khi ¢6 nhu cau nghién ctru, thao luan theo nhém hodc hd tro cho cac hoi
nghi, hoi thao dugc to chire tai trung tam hoc licu.

Toa nha trung tim hoc liéu DHCT, ngoai thu vién, hoi truong hién dai xay
dung theo kiéu nha hat, hé thdng cach am, cic phong hoc, cac phong hoi nghi da
phuong tién c6 thé tién hanh cic cudc hoi thao mot cach chuyén nghiép qua hé
théng cau truyén hinh. Tai ting 3 con duoc thiét ké khu vuc dich vu nghe nhin véi
hé théng thiét bj da truyén thong hién dai, noi day s€ cung cép cho sinh vién cac tai
liéu dién tir v6i nhiéu chuyén nganh khac nhau, b suu tip da phuong tién CD,
DVD cho phép sinh vién muon 6 dia dé sao chép tai lidu va tra ciru ban dd cac
nude. Ngoai ra, sinh vién ciing c6 thé tham khao cac thong tin méi nhat vé du hoc
cac nudc qua goc thong tin du hoc. Khu vyce luu trit cac thong tin tir bao, tap chi cua
trung tim thuong xuyén co trén 200 dau bao, tap chi qudc van va ngoai van. Chirc
nang cua phong béo, tap chi con bao gém ca huéng dan ky ning, hd trg tim kiém
céc to chirc ca nhan, cling nhu thyc hi¢n cac dich vy tim kiém thong tin theo yéu
cau. Phong dich thuat sin sang cung cip dich thuat cac loai tai liéu thong thuong va
mot sb tai lidu chuyén nganh. Ngoai ra noi day con thyc hién nhi€ém vu phién dich
song song thudng sir dung trong cac cudc hoi nghi, hoi thao qubc té. Tang 3 ciing 1a
noi danh riéng cho cac nghién ctru sinh va HV cao hoc véi 12 phong nghién ctru cé
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nhan cung khu vuc thu gidn hd tro mang truy cip khong day. Vé6i gbe théng tin
ngan hang thé gidi tai trung tdm hoc litu PHCT, sinh vién cé thé dugc chia s&/sé
nhiéu thong tin phong phu tir ngan hang thé gidi vé cac van dé phat trién dan sb,
moi trudng, van hoa, gido duc & Viét Nam ciing nhu cic nudc trén thé giéi noi
chung.

Ngoai ra, tir website ctia Trung Tam, can bd va sinh vién ciing c6 thé truy cap
nhiéu CSDL trong nudc va trén thé gidi dé nghién ctru va giang day.

Bang 4: Danh sach cac thw vién, mang CSDL thdng tin khoa hgc trong va ngoai nuwéc
¢6 kha ning két néi va khai thac

TT Tén CSDL Tén nuéc Dia chi website Pai hoc Can Tho truy
dién tir cap
1 Trung tdm Hoc | Viét Nam | www.Irc.ctu.edu.vn www.Irc.ctu.edu.vn
lidu truong Dai
hoc Can Tho
2 Thu vién Phap | Viét Nam | https://thuvienphapluat.v | https://thuvienphapluat.vn/
luat Viét Nam n/
3 CABI Direct Anh http://www.cabi.org/defa | https://ezproxy.ctu.edu.vn:
ult.aspx?site=170&page= | 2077/cabdirect/search/
1028
4 Emerald Anh www.emeraldgrouppubli | https://ezproxy.ctu.edu.vn/I
Emerging shing.com ogin?url=https://www.emer
Markets Case ald.com/insight
Studies
5 Emerald e-journal | Anh www.emeraldgrouppubli | https://ezproxy.ctu.edu.vn:
shing.com 2171/insight/products
6 Sage My https://journals.sagepub.c | https://ezproxy.ctu.edu.vn:
om/ 2266/en-us/nam/journals
7 Ebrary ebooks My www.Ebrary.com https://ezproxy.ctu.edu.vn:
2129/lib/ctuvn/home.action
8 IngentaConnect Anh www.Ingenta.com https://ezproxy.ctu.edu.vn:
2094/
9 Lyell Collection | Anh http://www.lyellcollectio | http://www.lyellcollection.
n.org org
10 | JSTOR My https://www.jstor.org/ Open Access
11 | Vién xuat ban tai | Thuy ST https://www.mdpi.com/ | Open Access
liéu s6 da nganh
(MDPI)
12 | Openlibrary Hoa ky https://openlibrary.org/ Open Access
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http://www.lrc.ctu.edu.vn/
http://www.lrc.ctu.edu.vn/
http://www.cabi.org/default.aspx?site=170&page=1028
http://www.cabi.org/default.aspx?site=170&page=1028
http://www.cabi.org/default.aspx?site=170&page=1028
https://ezproxy.ctu.edu.vn:2077/cabdirect/search/
https://ezproxy.ctu.edu.vn:2077/cabdirect/search/
http://www.emeraldgrouppublishing.com/
http://www.emeraldgrouppublishing.com/
https://ezproxy.ctu.edu.vn/login?url=https://www.emerald.com/insight
https://ezproxy.ctu.edu.vn/login?url=https://www.emerald.com/insight
https://ezproxy.ctu.edu.vn/login?url=https://www.emerald.com/insight
http://www.emeraldgrouppublishing.com/
http://www.emeraldgrouppublishing.com/
https://ezproxy.ctu.edu.vn:2171/insight/products
https://ezproxy.ctu.edu.vn:2171/insight/products
https://ezproxy.ctu.edu.vn:2266/en-us/nam/journals
https://ezproxy.ctu.edu.vn:2266/en-us/nam/journals
http://www.ebrary.com/
https://ezproxy.ctu.edu.vn:2129/lib/ctuvn/home.action
https://ezproxy.ctu.edu.vn:2129/lib/ctuvn/home.action
https://ezproxy.ctu.edu.vn:2094/
https://ezproxy.ctu.edu.vn:2094/
http://www.lyellcollection.org/
http://www.lyellcollection.org/
http://www.lyellcollection.org/
http://www.lyellcollection.org/
https://www.jstor.org/
https://www.mdpi.com/
https://openlibrary.org/

TT Tén CSDL Tén nuwée Dia chi website Pai hoc Can Tho truy

dién tir cap

13 | AGORA (FAO) | Lién Hiép | http://www.fao.org/agora | Open Access
Quéc (UN)

14 | HINARI (WHOQO) | Lién Hiép | http://extranet.who.int/hi | Open Access
Quéc (UN) | nari/en/journals.php

15 | ARDI Lién Hiép | http://ardi.wipo.int/conte | Open Access
Quéc (UN) | nt/en/journals.php
16. | OARE Lién Hiép | http://oare.research4life.o | Open Access
Quéc (UN) | rg/content/en/journals.ph
P
17. | GOALI Lién Hiép | http://goali.ilo.org/conten | Open Access
Quéc (UN) | t/en/journals.php
18. | IMF IMF https://www.elibrary.imf. | Open Access
org

Nghién ctru sinh, hoc vién, sinh vién, va can b cua Truong DPHCT c6 tai
khoan truy nhap mién phi vao cac CSDL néu trén.

3.3 Mang CNTT va thiét bi phuc vu dao tao

Trong 10 nim qua, Truong DPHCT di dau tu nang cép lién tuc nham dam bao
trang bi diy du hé thong nén tang cong nghé thong tin (CNTT) hiéu qua phuc vu
cho nhu ciu 1am viéc ciing nhu day va hoc ciia GV va nguoi hoc. TAm quan trong
cua cOng tac dau tu phat trién CNTT tai PHCT duoc thé hién 1o trong Qui hoach
phat trién tong thé PHCT dén 2022, ké hoach trung han cua truong vé CNTT cing
v6i cac quyét dinh vé quy trinh cong tac va cic quy dinh vé chtrc ning, nhiém vu
cac don vi truc thude truong.

Trude hét, Nha truong luén dam bao hé théng CNTT hiéu qua va ddy du
phuc vu tét cho cong tac dao tao va nghién ciru. Pon vi chil quan phy trach CNTT
cua Truong la Trung tdm Thong tin va Qudn tri mang (TTTTQTM) va Phong Quan
tri - Thiét bi (QTTB) ctia Truong. TTTTQTM dugc phan giao nhiém vu phuy trach
toan b hé théng thong tin va thiét bi, dam bao phuc vu tdt nhat nhu cau lam viéc,
hoc tap, nghién ctru cua CB, NV, va nguoi hoc ciia Trudng. Véi tong sd gan 4.000
may tinh trong toan truong trong d6 90% phuc vu hoat dong day, hoc va NCKH, sb
con lai phuc vu cho nhu cu lam viéc cua doi ngiti NV. Ty 1€ binh quéan tinh theo
sinh vién chinh quy 1a 9,47 SV/ may tinh. DPéi v6i hoat dong dao tao tryc tuyén,
giang day E-learning, tap huan cic 16p vé CNTT, Nha truong sir dung 03 phong
may tinh v41 97 may truc thuoc TTTTQTM.
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http://www.fao.org/agora
http://extranet.who.int/hinari/en/journals.php
http://extranet.who.int/hinari/en/journals.php
http://ardi.wipo.int/content/en/journals.php
http://ardi.wipo.int/content/en/journals.php
http://oare.research4life.org/content/en/journals.php
http://oare.research4life.org/content/en/journals.php
http://oare.research4life.org/content/en/journals.php
http://goali.ilo.org/content/en/journals.php
http://goali.ilo.org/content/en/journals.php
https://www.elibrary.imf.org/
https://www.elibrary.imf.org/

Ngoai h¢ théng may tinh ¢d dinh ngudi hoc co thé st dung cic may tinh
duoc bd tri tai TTHL véi téng s6 411 may tinh duogc két ndi mang Internet phuc vu
nhu cau hoc tap va nghién clru cia nguoi hoc,cac thu vién cép khoa va cac phong
may tinh, toan bd khudn vién trudong va cac khu nha hoc déu duoc trang bi h¢ théng
mang wifi 6n dinh phuc vu tdt cho nhu cau truy cdp mang va tiép can dit liéu phuc
vu cho nghién ctru va giang day. Pi kém voi hé théng mang 13 viéc trang bi cac
thiét bi trinh chiéu nhu mdy chiéu (projector) va TV man hinh khé 16n trong ting
phong hoc. ciing d3 tan dung tot thé manh ctia CNTT trong khau thong tin lién lac
va quan 1y hau hét tit ca cac hoat dong lién quan dén day, hoc va nghién ctru cia
Nha truong théng qua hé théng phan mém tich hop. V&i sy phdi hop giita
TTTTQTM, Phong QTTB cua Truong, can bd phu trach dao tao va CNTT c6 mat &
timng Khoa, Nha truong ludn dam bao hé thong CNTT hoat dong hiéu qua, an toan
va 6n dinh phuc vu cho cac yéu cau ciia HV va GV. Vi hon 40 may tinh chu
chuyén dung hién dai, gan 4.000 may phuc vu ngudi hoc va hé théng phan mém
quan ly tich hop, cong tac quan ly cua nha trudng da timg budc tin hoc hod. Mdi
ngudi hoc va GV déu c6 tai khoan ca nhén riéng dé truy cap vao tai khoan do Nha
truong cung cap, ¢ email riéng. Ngudi hoc thyc hién tat ca cac khau 1ap ké hoach
hoc tap, dang ky hoc phan, 1ap thoi khoa biéu ca nhan, theo ddi lich hoc, thong bao
tor Nha truong va GV, kiém tra tién dd hoc tap, két qua hoc tap, diém trung binh,..
qua viéc str dung hé thong truc tuyén.

Nha truong ciing thiét 1ap hé théng hoc tip truc tuyén giup cong khai va
truyén tai cac thong tin vé chuong trinh hoc, dé cuong hoc ph?ln, tai liéu hoc tap, 6n
tap truc tuyén. Cac ngudn thong tin quan trong khac con dugc cdp nhat thudng
xuyén qua hé thong cic websites va fanpage cua ting don vi dao tao trong d6 c6
KNN.

Nhim dép tng dap tng nhu cau da dang cua nguoi hoc, Truong DPHCT con
dau tu phat trién hé thong day hoc va danh gia truc tuyén, trong d6 c6 16ng ghép sir
dung cac chuong trinh day hoc truc tuyén phé bién hién nay nhu Dokeos, Edmodo,
Moodle. Trong giai doan diéu kién hoc tap va giang day thay doi do dich bénh trong
nam 2020, Nha trudng cling timg budc trién khai va khuyén khich GV nghién ctru
thue hién cong tac giang day truc tuyén thong qua viéc st dung cac phan mém
chuyén dung nhu Zoom hay livestream. Cac hinh thirc hoc truc tuyén nay giit vai
tro kha quan trong dbi véi cong tac trao doi thong tin, thao luan gitta GV va HV,
theo doi qua trinh ty hoc ctia ngudi hoc ngoai 16p hoc dac biét 1a voi loai hinh dao
tao tir xa. D& dam bao chat luong giang day va hoc tap, TTTTQTM va TT Lién két
dao tao da ban hanh cac huéng dan stir dung phan mém day hoc truc tuyén va huéng
dan st dung hé théng E-learning.
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Dé dam bao hé thdng hoat dong t6t, hang nim, Nha trudng déu co ké hoach
bao tri, bao dudng, ning cdp hé théng CNTT trong pham vi toan truong.
TTTTQTM thuong xuyén thuc hién cac dot ra quét, nang cap va xir Iy cac 15i lién
quan dén may tinh va phan mém. Bén canh d6, viéc tdp hudn CNTT cho can bd
nhim kip thoi cip nhét va c6 thé st dung hiéu qua hé thdng cong nghé ciing dugce to
chutrc thuong xuyén.

Trong giai doan 2015-2020, Nha trudng da tiép tuc dugc dau tu hé thong
phan mém luyén tip, kiém tra danh gia truc tuyén trong day va hoc ngoai ngir véi
von dau tu 618.000.000 dong tir D& an Ngoai ngir Qudc gia 2020 (HD s 2112-
18/HD-DHCT-NNGD ngay 21/12/2018). Nha truong ciing ky két hop dong “Sé
hoa va tao trang web cung cap tai khoan hoc tap truc tuyén CT tiéng Anh Béc 2
danh cho sinh vién khong chuyén ngir va GD thudng xuyén voi tong gia tri HD
458.000.000 (HD s6 29/HD-DHCT-BM ngay 27/12/2017).

Cong tac theo ddi tinh hinh st dung céc thiét bi CNTT cua Nha truong duoc
theo ddi hang nim théng qua hé théng can bd quan 1y phong may tinh. Dbi véi
KNN, trong giai doan trudc thang 10/2020, viéc theo doi sit dung CSVC va céc
trang thiét bi CNTT dugc thuc hién chung boi van phong KNN. Tuy nhién, tir thang
10/2020, KNN di c6 quyét dinh phan cong chinh thirc nhan sy phu trach chung cho
cong tac quan 1y cac ngudn luc ndy va phan giao nhiém vu cu thé cho nhan sy, dam
bao quan 1y, theo ddi va kip thoi cap nhat, sira chita ciing nhu toi uu hod hiéu suét
st dung CSVC cua Khoa.
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Bang 5: Danh muc séch/tap chi phuc vu cho dao tao tién si

o R o Nim S6 Tén hoc
S6 ~Ten s’a ch, ten ta!) Ch: (CI}l ghi B lwong | phén/chuyén dé sir
nhirng sach, tap chi xuat ban trong | xuat X , i
TT < oy e aA i ban dung sach, tap chi
10 nam tré lai day) ban ] : :
sach
Fraenkel, J. R., & Norman, E. 01 Phuong phap NCKH
Wallen. How to Design and Evaluate nang cao trong giang
Research in Education. pp. 27-28, 91 X
1. 7| 2011 day t Anh
111-149, 458, 459, 488, 557-558). ayHeng An
New York, NY: McGraw-Hill
Education.
Paltridge, B., & Phakiti, A. (Eds.). 01 Phuong phap NCKH
2 :?esearch methods iln applied | 5415 nang cao trong giang
inguistics: A practical resource. dav tiéne Anh
Bloomsbury Publishing. ay Heng An
McKinley, J., & Rose, H. (Eds.). The 01 Phuong phap NCKH
3 Routledge _handboqk of _ resga!rch 2019 nang cao trong giang
methods in applied linguistics. day tiéng Anh
Routledge.
01 Xu hudng nghién
Mishan, F., & Timmis, |. Materials ctru vé Phat trién
4. Development for TESOL. Edinburgh | 2015 chuong trinh va tai
University Press. liéu day hoc tiéng
Anh
01 Xu hud hié
Tan, L.S., Ponnusamy, L.D., & u uoﬁiigt ,lfn
Quek, C.G. Curriculum for High e ve ‘a r}er},
S. . 2017 chuong trinh va tai
ability learners: Issues, trends and N y
ractices. Springer li¢u day hoc tieng
Y - Opringer. Anh
. 01 Xu hud hié
Schunk, D.H. (2013). Learning ,u u(mg n% lerf
. . i ctru vé Ly luan va
6. theories: an educational perspective | 2013

(6th ed.). Pearson.

Phuong phap day
hoc tiéng Anh
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o R o Nim S6 Tén hoc
S6 ~Ten s’a ch, ten ta!) Ch: (CI}l ghi B lwong | phén/chuyén dé sir
nhirng sach, tap chi xuat ban trong | xuit X , i
TT < o tas AA . ban dung sach, tap chi
10 nam tré lai day) ban ] : :
sach
Polat, N., Gregersen, T. & 01 Xu hudng nghién
Maclntyre, P. Research driven ctru vé Ly luan va
7. pedagogy:  Introduction  (Eds.). | 2020 Phuong phap day
London: Routledge, Taylor & hoc tiéng Anh
Francis Group
: : 01 Xu hud hié
Ellis, R. Language teaching research ,u uolilg lng lel?
. cuu veE uan va
8. and language pedagogy. Maiden, | 2012 Ph yh’ i d
. uon a a
MA. Wiley-Blackwell. & phap €ay
hoc tiéng Anh
Renandya, W. A. & Widodo H. P. 01 Xu hudng nghién
9 (Eds). English language teaching 2016 ctru vé Ly luan va
' today: Linking theory and practice. Phuong phap day
Springer: Singapore hoc tiéng Anh
Richards, J. C., & Rodgers, T. S. 01 Xu hudng nghién
10. ,IApproaches ar;]ql met(k:\odsb _dln 2014 ctru vé& Phuong phép
anguage  teaching. ambridge giang day tiéng Anh
university press.
Russell, V., & Murphy-Judy, K. 01 Xu hudng nghién
Teaching Language Online: A Guide ctru vé& Phuong phap
for Designing, Developing, and s £
11. . ) 2020 dayt Anh
Delivering Online, Blended, and glang day tieng An
Flipped Language Courses.
Routledge.
Carrio Pastor, M. L.. Technology 01 Xu hudng nghién
implementation in second language ctru vé& Phuong phap
12. | teaching and translation studies. | 2016 . 4
o : : day t Anh
New Frontiers in Translation Studies, slang Cay tieng An
June 2016.
May, S. & Thorne, S. Language, 01 Xu hudng nghién
n gdu_catlorll tand t_TecrImF?Ig?_yh_Cham: 2017 ctru v& cong nghé
pringer International Publishing. théng tin trong day
hoc tiéng Anh
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o R o Nim S6 Tén hoc
SO ~Ten s’ach, ten ta!) ChA,l (d}l ghi B lwong | phén/chuyén dé sir
nhirng sach, tap chi xuat ban trong | xuit X , i
TT < oy e AA i ban dung sach, tap chi
10 nam tré lai day) ban ] : :
sach
Trede, F., Markauskaite, L., 01 Xu hudng nghién
McEwen, C., & Macfarlane, S.. ctru v& cong nghé
14. | Education for Prz_;\ctlce in a Hybrld 2019 théng tin trong day
Space:  Enhancing  Professional hoe tiéne Anh
Learning with Mobile Technology. oc tieng An
Singapore: Springer Singapore.
Rahimi, M. & Pourshahba, S. EFL 01 X,u hu;énfg nghiér}
15 teachers’ TPACK: emerging | 2n1g ctru vé cong nghé
" | research and opportunities. Hershey, thong tin trong day
01 Xu hudng nghién
Shohamy, E., Or, I. G, & May, S. ctra vé Kiém tra va
16. | (Eds.). Language testing and | 2017 o .
. danh gia trong giang
assessment. Springer. =
day tiéng Anh
Cheng, L., & Fox, J. Assessment in 01 >’(u hf(’m% nghién‘
17 the language classroom: Teachers 2017 ciru vé Kiém tra va
" | supporting student learning. danh gia trong giang
Palgrave. day tiéng Anh
Creemers, B., Kyriakides, L., 01 Xu huf"ng ngh_ixén
1g. | Antoniou, P. Teacher professional | 54,4 ctru vé Phat trién
" | development for improving quality of chuyén moén giang
teaching. Springer. day tiéng Anh
Martin, C., & Polly, D. Handbook of 01 Xu hu?ng ’ngh.if’n
19 | research on teacher education and | 54,7 ctru vé Phat trién
" | professional  development.  IGI chuyén moén giang
Global. day tiéng Anh
01 Xu hudng nghién
Mishan, F., & Timmis, I. M_aterials clru va Phat tridn
20. | development for TESOL. Edinburgh | 2015

University Press.

chuyén mon giang
day tiéng Anh
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So

Tén hoc

: én sich, t& {(chighi | Nim : :
SO ~Ten s’ach, ten ta!) ChA,l (d}l ghi B lwgng | phan/chuyén dé st
nhirng sach, tap chi xuat ban trong | xuit X i i
TT < o tas AA . ban dung sach, tap chi
10 nam tré lai day) ban ch
sac
Murray, J., & Swennen, A. Xu huong ngh'ivén
,1 | International research, policy and | 5419 01 ctru vé Phat trién
" | practice in teacher education. chuyén mon giang
Springer. day tiéng Anh
_ _ Xu hudng nghién
Pinar, WF International handbook o1 ctru va Phat tridn
22. | of curriculum research. New York: | 2014 N
chuyén mon giang
Routledge iy
day tiéng Anh
Wedell, M., & Grassick, L. Xu hutng ngh_ivén
o3 | International perspectives on teacher | 54g 01 ctru vé Phat trién
" | with curriculum change. Palgrave chuyén mon giang
Mcmillan day tiéng Anh
Hinkel, E. Handbook of Research in Xu hudng nghién
24. ieconq Lil/ngluage II-IreaISIhmg Yankd' 2017 01 ctru trong linh vuc
earning, volume 1l New york: giao tiep lién van hoa
Routledge.
Pham Thi Hong Nhung. Xu hudng nghién
Communicating with Vietnamese in o1 ctru trong linh vuc
25. | Intercultural Contexts: Insights into | 2011

Vietnamese Values. NXBGD, Viét
Nam.

giao tiép lién van hoa

4. Hoat dong nghién ciru khoa hoc

Nghién ctru khoa hoc 1a mét trong cac nhi€ém vu trong tdm cua Truong Dai

hoc Can Tho nham nang cao chét lugng dao tao va phuc vu phat trién kinh té - x&

hoi ving PBSCL va ca nudc. Truong di ddy manh hop tac trién khai nghién ctru

khoa hoc vdi cac S& ban nganh va cac huyén cua céac tinh thanh vung BDBSCL.

Nhiéu dé tai nghién ctru khoa hoc da dugc tuyén chon hoac duogc chi dinh chu tri da

trién khai gop phan giai quyét cac van dé thyc tién cia dia phuong véi sy tham gia

cua céc don vi trong truong.
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4.1 Pé tai NCKH di thyc hién

Céac dé tai NCKH ctia GV lién quan dén nganh hodc chuyén nganh dé nghi

cho phép dao tao do co sé dao tao thuc hién (kém theo ban liét ké c6 ban sao quyét

dinh, ban sao bién ban nghi¢m thu).

Bang 6: Danh sach cac dé tai NCKH

Sb Ten db tai Cap quyét dinh, ?0 Q}?’ e et .clua
T én de tai ma s thang nam/ ngay | nghiém
nghiém thu thu
1 | Phat trién ning lyc nghién Cip B9, S6 6240/QD- | Pat
ctru vé khoa hoc gido duc | MS: B2013-16-21 | BGDDT
cua céc truong, kho su pham Ngay 30/12/2016
vung DBSCL.
2 CAu trac tu tir phan din nhap Cép trudng SH 2991/QD- | Tot
bai bdo nghién cliu ngon DHCT
ngir 1:1(_)0 ung dun’g tié'n’g Anh Ngay 25/8/2015
va tiéng Viét: Boi chicu trén
co s& thé loai”
3 | Khao sat cu trac tu tir trong Cép truong, S6 716/Qb — | Tét
phan din nhap bai bdo MS: T2015 — 87 DHCT
nghién ciu tiéng Anh Ngay 16/3/2016
chuyén nganh ngon ngit hoc
rmg dung trén co so thé loai.
4 | Tim hiéu thuc trang va dé Cép truong, S6 5342/Qb - | Tét
xudt giai phap ddy manh MS: T2016-50 DHCT
hoat dong NCKH cho GV 06/12/2016
tieng Anh tai  Truong
DPHCT.
5 | Hiéu qua ctia md hinh dao Cép truong, S6 956/Qb —| Tét
tao tiéng Anh cé Gmg dung MS: T2016 — 49 DHCT
day hoc du an trong chuong Ngay 30/3/2017

trinh dao tao nganh Su pham
tiéng Anh
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té chat luong cao.

S6 NN Cip quyét dinh, | >0 D>nedy | Ketqua
TT Tén de tai ma s thiang l.lam/ ngay | nghiém
nghiém thu thu
6 | Cai tién chuong trinh tiéng | Cap truong, SH 4929/QP- | THt
Anh cta cidc nganh Coéng | MS: T2017-46 DHCT
nghé Sinh hoc va Nudi trong Ngay 15/12/2017
Thuy san tién tién tai
Truong PHCT
- | Danh gia chwong trinh dao | Cap truong, S6 02/QP-PHCT | Tot
tao nganh Ngon Ngit Anh tai | MS: T2017 —47 | Ngay 02/01/2018
Truong PHCT va dé xuat
giai phdp nham cai tién
chuong trinh.
g |Thuc trang va giai phép | Cap truong, S6 5389/QP{ Téot
nang cao nang luc tiéng Anh | MS: T2018 —83 | PHCT
cho sinh vién chuyén ngir Ngay 23/11/2018
trudng PHCT.
g |Panh gia higu qua cua | Cap truong, S6 1241/QP- | Tt
chuong trinh tiéng Anh ting | MS:T2018-83 PHCT
cudng dén viéc hoc chuyén 26/4/2019
moén bang tiéng Anh (EMI)
cia cac nganh tién tién va
chat luong cao tai trudng
PHCT.
10 | Thuc trang va giai phép | Cap truong, MS: | So 4448/QP- | Tt
nang cao hiéu qua cua viéc | T2018-46 DHCT
hoc két hop trén lép va truc 09/10/2019
tuyén trong chuong trinh
tiéng Anh cia nganh chat
lugng cao va tién tién.
11 | Thuyc trang va giai phap viét | Cap truong, MS: | S6 5790/Qb — | Tét
tiéng Anh hoc thuat cho sinh | T2019 — 55 PHCT
vién nganh kinh doanh quéc 02/12/2019
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, . . S6 QD, ng: Két qui
sb N Cip quyétajnh, | S0 QD-meay e qud
Tén de tai . X thang nam/ ngay | nghiém
TT ma so n
nghiém thu thu
12 | Nghién cau tinh thich tng | Cap truong, SH 1008/Qb- | Tét
Cua chuong trinh dao ta0 | \rs. T9019_54 |PHCT
chuyén nganh’Blén dich - Ngay 21/5/2020
Phién dich tieng Anh véi
nhu cau ctia nha tuyén dung
13 | Panh gia cac loai hinh phat | Cap truong, Sb 3582/Qb- | THt
trién chuyén mon cho GV MS: T2017-45 DbHCT
giang day tiéng Anh cdn ban Ngay 23/10/2020
tai Truong DHCT.
14 | Khao sat nang lyc ung dung | Céap trudng S6 3582/QP- | Tot
CNTT trong day hoc tiéng MS: T2020-56 DHCT
khu vuc BPBSCL

4.2 Cac hwéng nghién ctru dé tai, ludn an

Cac huéng nghién ciru dé tai luan an va sb luong NCS c6 thé tiép nhan duoc

trinh bay trong bang sau.

Bang 7:

Danh sach cac hwéng nghién ciu dé tai, luan an

S6
TT

Huwéng nghién ctru, linh vuce
nghién ctru c6 thé nhin
hwéng din nghién ciru sinh

Ho tén, hoc vi, hoc ham
ngudi nguwoi cé thé huwéong
din NCS

S6 lwong
NCS ¢6 thé
tiép nhan

Nghién ciru chwong trinh va phdt trién tai ligu day hoc (Curriculum Studies

and Materials Development)

1. Curriculum innovations/ | PGS. TS. Trinh Qudc Lap 2
Change TS. Nguydn Vin Loi
2. Text-driven approach to | TS. Nguyén Vin Loi 2

materials development

PGS.TS. Phuong Hoang
Yén
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S6
TT

Hwéng nghién ctru, linh vuc
nghién ctu c6 thé nhin
hwéng din nghién ciru sinh

Ho tén, hoc vi, hoc ham
nguwdi nguwoi cé6 thé hudng
din NCS

S6 lwong
NCS c6 thé
tiép nhan

Dao tago gido vién phdt trién chuyén mén (Teacher Professional Learning and
Development

3. Models/Approaches for | PG.TS. Trinh Quéc Lap 2
teach.ers’ professional TS. Nguyén Anh Thi
learning

4, Models/  Approaches for | PGS.TS. Nguyén Biru Huin 2
teachers’ professional TS. Nguyén Duy Khang
development

Phwong phdp day hoc tiéng Anh (English Language Pedagogy)

5. Classroom discourse TS. Lé Xuan Mai 2

6. Effects of teaching methods | TS. Nguyén Vin Loi 2
from socio-cultural
perspective

7. Blended learning TS. Nguyén Duy Khang 1

Sw phdt trién ciia ngwoi hoc (Learner development)

8. Learner autonomy PGS. TS. Phuong Hoang 2
Learner mindset/ Multiple | ¥ <"
Intelligences TS. Nguyén Vin Loi

9. Communicative TS. Nguyén Anh Thi 2
Competence
(Inter-culturalcommunicative
competence)

Kiém tra va danh gid trong GD tiéng Amh (Testing- Assessment)

10. Alternative assessment PGS. TS. Phuong Hoang 1

Yén
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Sé Hwéng nghién ctru, linh vec | Ho tén, hoc vi, hoc ham S6 lwong
0 2 2 2
T nghién ctu c¢6 thé nhan | ngwdi nguwdi cé thé huwong | NCS cé thé
hwéng din nghién ctru sinh | din NCS tiép nhan
11. | Dynamic assessment TS. Nguyén Vin Loi 2
PGS.TS. Trinh Quéc Lap
12. Constructing and validating | TS. Nguyén Vin Loi 1

self-assessment measures

4.3 Cac cong trinh da cong bd ciia can bd co hiru

Dudi day 1a cac cong trinh dd cong bd cia cic can bo co hitu thudc nganh

hodc chuyén nganh dé nghi cho phép dao tao ciia co s dao tao. O dy chi liét ké

cac cong trinh tiéu biéu trong 5 nim qua ctia cac GV. Danh sich day du xin tham
khao tai Phu luc 3.

Bang 8: Danh sach céc cong trinh khoa hec tiéu biéu

S6 A X NPT A A £

TT Tén cbng trinh Tén tac gia Nguon cong bo

1 English Proficiency Gain And | Nguyen Van | International Journal of
Mediating Factors in | Loi & Chung | Learning, Teaching and
Training: A Self-Evaluation | Thi Thanh | Educational Research
of Pre-Service Teachers Hang (2021), 20(1), 259-274

(Q4 - Scopus)

2 Implementing  Task-Based | Nguyen Anh | ITL-International Journal
Language Teaching in an | Thi, Koen | of Applied Linguistics
Asian Context: Is It a Real | Jaspaert. (2020), 172(1), 121-151.
Possibility or a Nightmare? A (Q1 — Scopus)

Case Study in Vietnam

3 English Language Teaching | Le Thanh | Innovation in Language
Reforms in Vietnam: EFL | Thao, & Le | Learning and Teaching,
Teachers’ Perceptions of | Xuan Mai | 1-12. (Q1 — Scopus)
Their Responses And the | (2020).

Influential Factors.
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Tén cong trinh

Tén tac gia

Nguon cong bo

TT

4 Online Meaning Negotiation: | Pham Kim Chi | Language Learning and
Na’Five-Speaker Versus Non- Nguyen Van Technology (2020), 24
native  Speaker  Teachers Loi (3) (Q1-Scopus)
&Vietnamese EFL learners

5 Vietnamese EFL Teachers’ | Nguyen Van | The Asian EFL Journal
Beliefs And Practice of | Loi (2020), 24(2)31-57 (Q2-
Alternative  Assessment in Scopus)

Teaching English At
Secondary School

6 A Case Study of Vietnamese | Nguyen Van | Journal of Language and
EFL Teachers’ Conception of | Loi Education (2020), 6(1),
Language Output and 55-71 (Q3-Scopus)
Interaction

7 Unpacking Perceptual And | Nguyen Van | PASAA: Journal  of
Contextual Influences on | Loi Language Teaching and
Task-based Instruction: A Learning in  Thailand
Framework  of  Teacher (2020), vbh9, 154-180
Beliefs and Practice (Q3, Scopus)

8 Lecturers’  Beliefs =~ And | Nguyen Buu | International Journal of
Agency about Active | Huan Learning, Teaching and
Learning in English for Educational Research
Specific Purposes Classes (2020), 19(3), 86-105.

(Q4 — Scopus)

9 Teachers’ Perceptions About | Nguyen Cam | Universal  Journal  of
Using Songs in Vocabulary | Tien, Nguyen | Educational Research
Instruction to Young | Buu Huan (2020), 8(6):2678-2685
Language Learners (Q4 — Scopus)

10 EFL Teachers' Beliefs and | Tran Thi Diem | Universal Journal  of
Practices of Teaching | Phuong, Educational Research
Pronunciation in a | Nguyen Buu | (2020), 8(12), 7022-7035
Vietnamese Setting Huan (Q4 — Scopus)
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S6 N X A s en A A £

TT Tén cong trinh Tén tac gia Nguon cong bo

11 Unravelling Vietnamese | Tuyen Son | Universal  Journal  of
Students' Critical Thinking | Nguyen, Educational Research
and Its R_elatlon_s.hlp with Nguyen Buu (2020), 8(11B), 5972-
Argumentative Writing Huan 5985. (Q4 — Scopus)

12 Challenging ESP  Teacher | Nguyen Buu | Teacher Development
Beliefs about Active Learning | Huan, Penny | (2019), 23(3), 345-365.
in a Vietnamese University Haworth, Sally

Hansen

13 Today's Teachers' CEFR |Nguyen Duy |Theoria et  Historia
Competence in the Classroom | Khang Scientiarum (2018),
- A View of Critical 15:121-148, (Q3 —
Pedagogy in Vietnam Scopus)

14 A New Application of | Nguyen Duy | The International Journal
Raymond Padilla’s Unfolding | Khang of Qualitative Methods
Matrix in Framing Qualitative (2018) 17(1),1-8 (Q4 -
Data and the Follow-Up Scopus)

Activities for Educational
Research

5. Hop tac quéc té trong hoat dong dao tao va nghién ciru khoa hoc

Truong Pai hoc Can Tho rat chu trong day manh cic chuong trinh hop tac
quéc té nham phuc vu viée nghién ciru khoa hoc, ddo tao, bdi dudng can bo va nang
cAp co s& vat chat nham ning cao chét lugng ddo tao va nghién ciru khoa hoc. Uy
tin cua Trudng ngdy cang dugc khang dinh d6i voi ban bé qudc té. KNN da hop tac
v6i cac truong dai hoc va to chirc trén thé gidi va trong nude nhu Pai hoc Su pham
Naruto (Nhat Ban), Pai hoc Tours (Phép), Pai hoc Phranakhon, Nakhon Pathom,
Rangsit (Thai Lan), T6 chirc Princeton in Asia, T6 chtc Teachers for Vietnam trong
hoat dong dao tao va NCKH

6. Kiém dinh chit lwong

Nganh Su pham tiéng Anh (trinh do dai hoc) va Ly luan va phuong phap day
hoc bd mon tiéng Anh (trinh d§ thac si) da duogc kiém dinh theo tiéu chuin cua
BGD&DT va cép giéy ching nhan dat chuin chat luong dao tao (Phu luc 3).
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PHAN 3. CHUONG TRINH VA KE HOACH PAO TAO
1. Chwong trinh dao tao

1.1. Thong tin chung vé chwong trinh dao tao

Tén nganh dao tao: LY LUAN VA PHUONG PHAP DAY HOC
BO MON TIENG ANH

Ma sb: 9140111
Tén co s¢ dao tao: Truong Pai hoc Can Tho
Trinh d6 dao tao: Tién si

1.2. Nhirng cin cir xay dung chwong trinh

Dé 4n mé nganh Tién si Ly luan va phuong phap day hoc bo mén tiéng Anh
duoc 1ap dua trén cac co sé sau:

Nghi quyét s6 45-NQ/TW ngay 17/02/2005 cta Bo Chinh tri vé xay dung va
phat trién thanh phd Can Tho trong thoi ky cong nghiép hoa, hién dai hoa dat nudce
c6 ndi dung “Nang cip Truong Pai hoc Can Tho thanh trudng dai hoc trong diém
quéc gia theo hudng phat trién da nganh”;

Quyét dinh s6 1982/QD-TTg ngay 18/10/2016 ciia Phé Thu tudng Vil Puc
Pam ban hanh Khung trinh d Quéc gia Viét Nam, qui dinh chuan diu ra ddi véi
tung bac trinh dg, trong d6 c6 qui dinh vé trinh d6 thac si;

Thong tu s6 08/2017/TT-BGDDT ngay 04/04/2017 ciia Bo truong BGD&PT
vé Quy ché dao tao tién si.

Thong tu s6 09/2017/TT-BGDDT ngay 4/4/2017 caa Bo trudng B Gido duc
va Pao tao ban hanh Quy dinh diéu kién, trinh ty, thu tuc m& nganh hodc chuyén
nganh dao tao va dinh chi tuyén sinh, thu héi quyét dinh mé nganh hodc chuyén
nganh dao tao trinh do thac si, trinh d6 tién si;

Thong tu sé 18/2021/TT-BGDDT ngay 28 thang 6 nim 2021 cua Bo trudng
Bo6 Gido duc va Pao tao vé Quy ché tuyén sinh va dao tao trinh dd tién si.

Dé 4n 89 cia Bo GDDT vé nang cao nang lyc doi ngil giang vién, can b quan
1y cac co so gido duc dai hoc dap ing yéu cau d6i méi cin ban, toan dién gido duc
va dao tao giai doan 2019 — 2030

Nghi quyét s6 12/QN-HDT ciia Hoi dong Truong DPHCT ngay 22/01/2019 vé
Ké hoach mo nganh dao tao dai hoc, thac si, TS giai doan 2019 — 2022 va dinh
huéng dén nam 2030.
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Cin ct trén sb luong sinh vién di tot nghiép cac nganh gan, nganh khac bac
dai hoc dugc dao tao tai Truong Pai hoc Céan Tho, cling nhu cac co s¢ dao tao khac
trong vung va Viét Nam;

Can cu nguff)n nhén luc va co sé vat chat d3 duoc trang bi tai Khoa Ngoai ngit
va cac don vi khac cia Truong Pai hoc Can Tho du dé dap tmg nhu cau giang day
va hd tro cho hoc vién tich lity kién thirc, k§ ning va trach nhiém nghé nghiép;

Nhu céu vé nguén nhan lyc chat lugng cao cua BPBSCL dé phuc vu cho viéc
nghién ctru, giang day ¢ cac trudng Pai hoc, Cao ding va Vién nghién ciru trong
khu vuc.

Chuong trinh dao tao TS LL&PPDHBMTA da duogc nhiéu truong dai hoc
danh tiéng trong va ngoai nudc xay dung va trién khai. Tham khao cac chuong trinh
dao tao twong ung giup chon loc cau trac hoc phan phu hop véi bdi canh cua Viét
Nam va xu huéng phat trién ciia thé gioi.

- Chuong trinh dao tao TS nganh LL&PPDHBMTA cua truong dai hoc
Sydney, Uc tai dia chi website:

https://www.sydney.edu.au/research/opportunities/opportunities/523

- Chuong trinh dao tao TS nganh Giang day tiéng Anh cia truong dai hoc
Assumption, Thai Lan tai dia chi website: https://www.grad.au.edu/phd-elt.

Ngoai ra, nhim muc dich ting cudng nim bat nhu ciu thyc té va tinh can thiét
cho viéc mé nganh, dé an di tién hanh khao sat bang bang cau héi ciu trac duoc
thiét ké chat ché (co tham khao y kién chuyén gia Trung tdm Quan ly Chat luong
cua Truong Pai hoc Can Tho) cho 82 ddi tuong thude cac nganh nghé, linh vuc, va
vi tri khac nhau. Gi6i thiéu myc tiéu rd rang va tham khao y kién dé xay dung
chuong trinh dao tao cho d6i tugng diéu tra 1a myc dich hudéng dén cia cudc khao
sat va két qua tra 101 cua cac dap vién rat kha quan va tich cuc d6i véi trién vong
phat trién ctia nganh.

1.3. Tém tit chwong trinh dao tao
1.3.1. Muc tiéu dao tao
a. Muc tiéu chung

bao tao nguoi hoc co trinh do TS co kién thirc chuyén sau, toan dién vé linh
vuc nghién ctru lién quan dén chuyén nganh LL&PPDHBMTA; c6 k¥ ning tu
nghién ciru, tu xac dinh van dé va doc 1ap giai quyét cac van dé c6 ¥ nghia trong
linh vyc giang day tiéng Anh; c6 nhitng pham chat va ki ning c4 nhan va nghé
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nghiép ¢ trinh d6 cao dé tré thanh chuyén gia, cac nha quan 1y, lanh dao hang dau
trong linh vyc chuyén mon ctia minh.

b. Muc tiéu cu thé
Chuong trinh dao tao trang bi cho nguoi hoc

a. Kién thic chuyén sau, toan dién vé linh vuc nghién ctru lién quan dén
chuyén nganh LL&PPDHBMTA,;

b. K§ ning ty nghién ctru, tu xac dinh van dé va doc lap giai quyét cac van dé
¢6 ¥ nghia trong linh virc giang day tiéng Anh;

c. Cac phuong phap nghién ctru tién tién dé thuc hién doc 1ap va hudng dan
thyc hién mdt cach hi¢u qua cac NCKH thudc chuyén nganh LL&PPDHBMTA;

d. Kha nang thich ung, ty dinh huéng va dan dit ngudi khac dong thoi cé
trach nhiém cao trong viéc hoc tip dé phat trién tri thirc chuyén nghiép, kinh
nghiém va sang tao ra y tudéng mdi va qua trinh mdi.

1.3.2. Chuan dau ra
Sau khi hoan thanh CTDT, nguoi hoc s€ dat dugc cac chuin dau ra nhu sau:
1.3.2.1. Kién thirc

LO.1. Nam viing va van dung hiéu qua kién thtrc cbt 13i, nén tang, tién tién,
chuyén sdu va toan dién vé cic van dé thudc chuyén nganh LL&PPDHBMTA;

LO.2. Van dung thanh thao cac kién thtrc vé t6 chirc NCKH trong nghién ctru
cac van dé thudc chuyén nganh LL&PPDHBMTA.

1.3.2.2. Ky nang:

LO.3. Phat hién, phén tich, giai quyét dugc cac van dé phuc tap trong thuc
tién nghién ctru, giang day va quan 1y thudc linh vuc LL&PPDHBMTA;

LO.4 Doc lap nghién ciru va hudng dan thuc hién mot cach hiéu qua cac
NCKH thugc chuyén nganh LL&PPDHBMTA;

LO.5 Tham gia thiao luan trong nuéc va qudc té thudc linh vuc
LL&PPDHBMTA va pho bién cac két qua nghién ciru.

1.3.2.3. Thai do/Muec do tw chui va trach nhi¢m ca nhdn

LO.6. Sur dung kién thirc va k¥ ning di hoc dé dua ra nhimg quyét dinh c6
tinh chuyén mon cao trong linh vuc LL&PPDHBMTA.

LO.7. Thich tng, tu dinh huéng va dan dat nhitng ngudi khéc.
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LO.8. Trach nhiém cao trong viéc hoc tdp dé phat trién tri thic chuyén
nghiép, kinh nghiém va sang tao ra y tréng maéi va qua trinh maéi.

1.3.3. Lwong kién thikc toan khéa va cac phan kién thirc

Chuong trinh dao tao LL&PPDHBMTA cau tric theo Thong tu sb
08/2017/TT-BGDDT ngay 04/04/2017 ctua Bo truong BGD&DT vé Quy ché dao
tao tién si; Thong tu sd 09/2017/TT-BGDDT ngay 4/4/2017 cia Bo truong Bo
Gido duc va Pao tao ban hanh Quy dinh diéu kién, trinh tu, tha tuc mé nganh hoac
chuyén nganh dao tao va dinh chi tuyén sinh, thu hdi quyét dinh mé& nganh hoic
chuyén nganh do tao trinh d6 thac si, trinh do tién si; va Thong tu s6 17/2021/TT-
BGDDT ngay 22 thang 6 nim 2021 cua Bo truong BGD&DT vé Quy dinh vé
chuan chuong trinh dao tao; xay dung, thim dinh va ban hanh chuong trinh dao tao
cac trinh do cua gido duc dai hoc.

1.4. Chwong trinh dao tao chi tiét:

- Tbng sb tin chi: 90 TC cho ngudi cd bang thac si; 120 TC cho nguoi co bang
dai hoc.

- Thoi gian dao tao: 4 nam, t6i da 6 nam.
1.4.1. Cac hoc phan & trinh dd tién si, cac chuyén dé tién si va tiéu luan tong
quan
1.4.1.1. Hoc phan Tién si

M&i NCS phai hoan thanh 2 hoc phﬁn bat bude va 3 hoc phﬁn tu chon voi
tong khéi lwong 11 tin chi thudc trinh do TS. Tuy theo linh vuc cua dé tai luan an,
NCS s& chon hoc phan dudi su ¢b van ciia ngudi huéng din khoa hoc va hoi dong
Khoa.

Bang 9: Danh muc c4c hoc phan trinh dd Tién si (11 tin chi)

TT| Miso Tén hoc phin S6 | Bat Tw | So | So HP | HK
HP tin | budc | chon | tiét | tiét | tién | thuc
chi LT | TH | quyét | hi¢n
1 | SPA901 | Phuong phap NCKH néng | 3 X 45 I
cao trong giang day tiéng
Anh
2 | SPA902 | Xu hudéng nghién cuu |2 X 30 I
trong linh vyc 1y luan va
phuong phép day hoc tiéng
Anh
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TT | Miso Tén hoc phan S6 | Bat | Tw | S6 | S0 | HP | HK
HP tin | budc | chon | tiét | tiét | tién | thwe
chi LT | TH | quyét | hién
3 | SPA903 | Xu hudng nghién ctru vé | 2 X 30 1|
phat trién chuong trinh va
tai liéu day hoc tiéng Anh
4 | SPA904 | Xu hudng nghién ctru vé | 2 X 30 1|
phuong phdp giang day
tiéng Anh
5 |SPA905 | Xu huéng nghién ctu vé | 2 X 30 1|
ung dung cong nghé thong
tin trong giang day tiéng
Anh
6 |SPA906 | Xu huéng nghién ciu vé | 2 X 30 I
kiém tra va danh gia trong
giang day tiéng Anh
7 | SPA907 | Xu huéng nghién ctu vé | 2 X 30 Il
phat trién chuyén mén cho
gi4o vién tiéng Anh
8 | SPA908 | Xu huéng nghién cliu vé | 2 X 30 Il
giao tiép lién vian hoa
trong giang day tiéng Anh
9 |[SPA909 | Viét xuat ban nghién ctu | 2 X 30 I
khoa hoc
Cong: 11 TC (Bat budc: 5 TC; Tw chon: 6 TC)
‘ ‘ Tong cong ‘ 11 ‘ 5 ‘ 6

1.4.1.2. Chuyén d@é TS

Cac NCS phai thyc hién chuyén d& TS nhim cap nhat kién thic méi lién
quan tryc tiép dén dé tai cua NCS, nang cao niang luc NCKH, giup NCS giai quyét

mot s6 ndi dung cta ludn an. Mdi nghién ciru sinh phai hoan thanh 2 chuyén dé TS

v6i khéi luong 6 tin chi. Cac chuyén dé tién si duoc thiét ké tuy thude vao timg ndi

dung nghién ctru cua Luan an.

Hang nim, cac chuyén dé TS s& dugc GV dé xuét phi hop véi su phét trién

cia cac dinh hudng nghién ciru va duoc Hoi dong Khoa théng qua. Cac hudng

nghién ctru nay ciing s& duoc tiép tuc mo rong trong tuwong lai.

Thoi gian thyc hién:

Péi vai NCS di c6 bang ThS, hoc tap trung lién tuc:
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- Chuyén dé 1: nim thi 1

- Chuyén dé 2: nim thi 2

Péi v6i NCS chua ¢6 bang ThS:
- Chuyén dé 1: HKI nam tht 2
- Chuyén dé 2: HKII nim thi 2

1.4.1.2 Bai tiéu ludn tong quan (3 TC)

NCS phai thyc hién mot bai tiéu luan tong quan vé tinh hinh nghién ctru va
cac van dé lién quan dén luan an. Bai tiéu ludn nay doi hoi NCS thé hién kha ning
phan tich, danh gi4 cac cong trinh nghién ctru da c6 cia cac tac gia trong va ngoai
nudc lién quan mat thiét dén luan an, néu nhiing van dé ton tai va chi ra nhiing van
dé luan an can tap trung nghién ctru giai quyét. Qua bai bao cdo nay, hoi dong s&
xem xét quyét dinh NCS ¢6 thé tiép tuc nghién ctru theo dé cuwong ban dau hay can
b6 sung, diéu chinh hudng nghién ctru cho phu hop.

Thoi gian thyc hién: trong thoi gian 24 thang ké tir khi trang tuyén.

1.4.2. Nghién ctru khoa hoc

NCKH la giai doan dic thi, bat budc thuc hién dé dat dugc tri thirc méi hodc
giai phap mdi va hoan thanh viét LATS. Nghién ctru sinh phai dam bao vé tinh
trung thuc, chinh xéc, tinh méi ctia két qua NCKH cta minh, chip hanh cac quy
dinh vé s& hitu tri tué cta Viét Nam va quéc té.

LATS phai 1a mot cong trinh NCKH sang tao cua chinh nghién ctru sinh, c6
dong gop vé mat 1y ludn va thyc tién trong linh vuc nghién ctru hodc giai phap méi
c6 gia tri trong viéc phat trién, gia ting tri thirc khoa hoc cua linh vuc nghién ciru,
giai quyét sang tao cac van dé dang dit ra cia nganh khoa hoc hay thuc tién kinh té
- xa hoi.

Céc hoat dong nghién ctru khoa hoc cia nghién ctru sinh duogc thé hién &
Bang 10.

Viéc danh gia luin an s& duoc thyc hién theo quy ché dao tao trinh d6 tién si.

Luan an dugc tién hanh danh gia qua 3 cap: cap don vi chuyén mon, phan
bién doc 1ap va cép co so dao tao.
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Bang 10: Cac hoat dgng nghién ciru khoa hec caa nghién ciru sinh

TT Cac ndi dung chinh Pinh | S6 | Bat | Tw | Tong | Ghi
mirc |lwong| budc | chon | TC cha
(T0) (TC) | (TC)
1 | Chuyén dé, tiéu luan tong quan 9 3 9 9
- Chuyén dé 1 3 1 3
- Chuyén dé 2 3 1 3
- Tiéu luan tong quan 3 1 3
2 Bai bao khoa hoc 10 10
Tap chi KH thuéc WoS/Scopus 6 1
Tap chi KH nuwoc ngoai co phan 5 2
bién
Ky yéu quoc té co phan bién 5 2
Tap chi trong nuoc (theo danh muc 4 1
HDCDGSNN, theo quy dinh cua
trinh dg tién si)
3 Bao cao hgi nghi khoa hoc (trong | 2-4 1-3 7 7 [Ty chon
nude/qudc té) muc
3.1 | Trong nudc (tieng Viét) trong 2
Oral 3
Poster 2
3.2 | Quoc té (tiéng nudc ngodi)
Oral 4
Poster 3
4 Seminar 0,25-2 | 4-11 5 5 |Tu chon
4.1 | Thuyét trinh seminar 1 4 trong
42 | Tham du bao cdo chuyén dé,| 0,25 8 muc 3
seminar
4.3 | Seminar vé ket qua nghién clru toan 2 1
luan an trudc bao vé co s¢
5 Tham gia gidng day/hwéng dan | 1-2 4-8 8 8 |Tu chon
thuc tap/ludn van PH trong
5.1 | Luan van dai hoc 2 1-3 muc 4
5.2 | Giang day, huéng dan thuc tap 1-5
6 Luin an 40 40
6.1 | Hoat dong nghién ctru 30 1 30
6.2 | Bdo cdo két qua nghién clru cho 10 10
NHD va BM theo tién do; hoan
chinh luén an
TONG CONG 49 30 79

2. Ké hoach tuyén sinh, dao tao va dam bao chat lwong dao tao

2.1. Ké hoach tuyén sinh

2.1.1. Phwong dn tuyén sinh

Truong dy Kién s& tuyén sinh tién si LL&PPDHBMTA bit dau tir nim

2021. K& hoach tuyén sinh tir naim 2021 dén nam 2025 duoc dé xuit & Bang sau:

35




Bang 11: Du kién quy mo tuyén sinh tién si nganh LL& PPDHBMTA

Nam 2021 2022 2023 2024 2025

S6 lwong tuyén sinh| 5 5 5 5 5

2.1.2. Doi twong tuyén sinh
1. Yéu cau chung d6i véi nguoi du tuyén:

a) ba tdt nghi¢p thac si hoac tdt nghi¢p dai hoc hang gioi tr¢ 1€n nganh phu hop
(quy dinh ¢ muc 2.1.3);

b) Pap tng yéu cau dau vao theo chuin chuong trinh dao tao do B6 Gido duc va
Pao tao ban hanh va ctia chuwong trinh dao tao tién si dang ky du tuyén;

¢) C6 kinh nghiém nghién ctru thé hién qua luan vin thac si ciia chuong trinh
dao tao dinh hudng nghién ctru; hoac bai bdo, bao cdo khoa hoc da cong bd; hodc o
thoi gian cong tac tir 02 nam (24 thang) trd 1én 1a gidng vién, nghién ctru vién cua
céc co s dao tao, to chire khoa hoc va cong nghé;

d) C6 du thao dé cuong nghién ctru va du kién ké hoach hoc tap, nghién cuu
toan khéa.

2. Ngudi du tuyén 1 cong dan Viét Nam phai dat yéu cau vé ning luc ngoai ngi
dugce minh ching bang mot trong nhitng vin bang, chimg chi sau:

a) Bang tot nghiép trinh d0 dai hoc tré 1€én do mdt co s& dao tao nudc ngoai,
phan hiéu ctia co s¢ dao tao nudc ngoai & Viét Nam hodc co s dao tao cua Viét
Nam cap cho nguoi hoc toan thot gian bang tiéng nudc ngoai;

b) Bang t6t nghiép trinh d6 dai hoc nganh ngén ngir tiéng nudc ngoai do cac co
s& dao tao ctia Viét Nam cap;

¢) C6 mdt trong cac chimg chi ngoai ngit quy dinh ctia Quy ché tuyén sinh va
dao tao trinh do tién si con hiéu lyc tinh dén ngay dang ky du tuyén hodc cac chimg
chi ngoai ngir khac tuong duong trinh d bac 4 (theo khung nang ngoai ngir 6 bac
dung cho Viét Nam) do Bo Gido duc Gido duc Do tao cong bo.

3. Nguoi du tuyén 13 cong dan nudc ngoai phai dap tng yéu cau vé ngoai ngit
do co s& dao tao quyét dinh, trir trudng hop 13 ngudi ban ngit cia ngdn ngir dugc sir
dung trong chuong trinh dio tao trinh do tién si.
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2.1.3. Cac nganh diing, nganh gin véi chwong trinh dao tao

- Nganh dung dbi véi ddi twong da c6 bang ThS la LL&PPDHBMTA
(8140111).

- Nganh dang ddi véi ddi twong chi tot nghiép dai hoc 13 Su pham Tiéng Anh
(7140231).

- Nganh gan ddi v6i d6i twong da c6 bang ThS 1a Ngon ngit Anh (8220201)
Danh muc cdc hoc phan hoc bé sung kién thirc
- Dbi tuong A2: C6 bang dai hoc chuyén nganh dung 1a Su pham tiéng Anh.

Péi twong A2 can hoc b sung 30 tin chi trong cac hoc phan trong Bang 12 sau
day va mot s6 hoc phan & bac dai hoc trong trudng hop can thiét va s& do hoi dong
tuyén sinh quyét dinh.

Biang 12: Danh muc cac hoc phan bd sung (ddi twong A2)

. X So . So | So | HP
Ma3 so R N . Bat | Tw |, X -
TT Tén hoc phan tin . tiét | tiet | tién
HP . | bugc | chon X
chi LT | TH | quyet

Phan Kkién thirc chung

1 \MLeos \Triéthgc \3 \x \ \45\ \

Céng: 3 TC (Bit bujc 3 TC)

Phan kién thire co' s&

2 | SPA621 | Phuong phap NCKH trong gidng day | 3 | X 45
tiéng Anh

3 | SPA631 | Nguyén Iy giang day tiéng Anh 3 |X 45

4 | SPA630 | K§¥ ning giao tiép su pham tiéng Anh | 2 X 30

5 | SPA608 | Xay dung méi truong hoc tiéng Anh | 2 X 30

6 | SPA619 | Phat trién nghiép vu va kha nang ty | 2 X 30
hoc tiéng Anh

7 | SPA603 | banh gid gido duc trong giang day | 2 X 30
tiéng Anh

Cong: 10 TC (Bit bujc: 6 TC; Tw chon: 4 TC)

Phan kién thirc chuyén nganh

9 | SPA625 | Giao tiép lién vin hoa 2 | X 30

10 | SPAG22 | Tiép thu ngon ngir thi hai 2 | X 30

11 | SPA635 | Viét tiéng Anh hoc thut sau dai hoc |3 [ x 45

12 | SPA614 | Phuong phap giang day tiéng Anh 3 |X 45

13 | SPA634 | Kiém tra va danh gid trong giang day | 3 | x 45
tiéng Anh

14 | SPA615 | Giang day mon Poc hiéu tiéng Anh | 2 X 30
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Mi sb ; S0 B¢ | my | D0 | SO HP
TT Tén hoc phan tin R T | tiet | tiet | tién
HP . | budc | chon P
chi : ’ LT | TH | quyet
15 | SPA616 | Giang day mon Nghe Noi tiéng Anh | 2 X 30
16 | SPA637 | Giang day mén Viét tiéng Anh 2 X 30
17 | SPA617 | Giang day mén Cau trac ngdn ngit | 2 X 30
tiéng Anh
18 | SPAG01 | Thu thadp va phan tich dir li¢u trong | 2 X 30
nghién ciru gido duc tiéng Anh
Céng: 17 TC (Bit buéc: 13 TC; Tw chon: 4 TC)
‘ ‘ Tong cong ‘ 30 ‘ 22 ‘ 8 ‘ ‘ ‘ ‘

- Pbi twong A3 (Tt nghiép ThS chuyén nganh gan): Véi d6i twong da co
bang ThS 1a nganh Ngon ngit Anh (8220201).
Déi tugng A3 can hoc b sung 6 tin chi (Bang 13) va mot s6 hoc phan & bac
dai hoc trong truong hop can thiét va s& do hoi dong xét duyét chuong trinh dao tao
ctia Trudng quyét dinh.

Bang 13: Danh muc cac hoc phan bd sung (ddi twong A3)

L S6 . S6 | S6 | HP
Ma so . N . Bat Tw| & X i
TT Tén hoc phan tin R C | tiet | tiet | tién
HP . | budc | chon p
chi : 1 LT | TH | quyet
1 | SPAG31 | Nguyén ly giang day tiéng Anh |3 X 45
2 | SPA614 | Phuong phap giang day tiéng | 3 X 45
Anh
Céng: 9TC (Bdt budc: 6 TC)
‘ ‘ Téng cong ‘ 6 ‘ 6 ‘ 0 ‘ ’ ‘

2.2. Ké hoach dao tao

Hinh thtc dao tao chinh quy tip trung; thoi gian dao tao toan khoa 3 nam ddi
v6i nguoi c¢6 bang thac si nganh ding va nganh gan; 4 nim d6i v6i nguoi tot
nghiép loai gidi nganh ding.

Thong tin vé tén cac hoc phﬁn, luong tin chi, hoc ky thuc hi¢n, té€n/chuyén
nganh va hoc vi ciia giang vién duoc trinh bay chi tiét trong Bang 14.
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Bang 14: Ké hoach dao tao caa CTDT tién si LL& PPDHBMTA

TT | Ma hoc Hoc phan S0 | HK | Téngiang | Chuyénnganh | Hoc vi
phin TC | thuce Vién Hoc
hién ham
1 | SPA901 | Phwong phap | 3 | | Trinh Quoc | Gido duc hoc — PGS.
NCKH nang cao Lap Thiét ké chuong TS.
trong giang day trinh giang day
tiéng Anh tiéng Anh
2 | SPA902 | Xu huong nghién | 3 | | Nguyén Vin | Gido duc hoc TS
ctru trong linh vuc Loi
Iy luan va phuong
phap day hoc tiéng
Anh
3 | SPA903 | Xu huoéng nghién | 2 Il | Nguyén Btru | Gido duc hoc PGS.TS.
ctru vé phét trién Huan
chuong trinh va tai
liéu day hoc tiéng
Anh
4 | SPA904 | Xu hudéng nghién | 2 Il | Phuong Giao duc va PGS.TS.
ctu vé phuong Hoang Yén | ngdn ngit
phap giang day
tiéng Anh
5 | SPA905 | Xu huéng nghién | 2 Il | Nguyén Duy | Su pham gidng TS.
ctru vé Ung dung Khang day tiéng Anh
cong ngh¢ thong
tin trong giang day
tiéng Anh
6 |SPA906 | Xu huéng nghién | 2 Il | Phuong Gido duc va PGS.TS.
ctru vé kiém tra va Hoang Yén | ngdn ngit
danh gia  trong
giang day tiéng Anh
7 | SPA907 | Xu hudéng nghién | 2 Il | Lé Xuan Mai | Gido duc hoc TS.
ciru vé phat trién
chuyén moén cho
gido vién tiéng Anh
8 |SPA908 | Xu huodng nghién | 2 Il | Lé Xuan Mai | Gido duc hoc TS.
ctu vé giao tiép
lién van hoa trong
giang day tiéng
Anh
9 |SPA909 |Viét xuat ban| 2 | Il |Trinh Quéc | Gido duchoc— |PGS.TS.
nghién ciu khoa Lap Thiét ké chuong
hoc trinh giang day
tiéng Anh
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2.3. Ké hoach dam bao chit lwgng

NCS phai hoan thanh chuong trinh dao tao trinh do tién si va yéu cau vé
trinh d6 ngoai dau vao (ngoai ngit dat duoc mirc twong duwong cap do B2 hoic
bac 4/6 theo Khung ning luc ngoai ngit Viét Nam (Quyét dinh sé 1982/Qb-
TTg ngay 18/10/2016 cua Thu tudéng Chinh phu vé Khung trinh d6 qubc gia).
2.3.1 Ké hoach phat trién di ngii gidng vién

Hién nay, Truong PHCT c6 1.076 giang vién, giang vién co trinh do sau dai
hoc chiém ti 1& 97,21%, trinh d6 tién si chiém 38,94%. Hién dang ctr di hoc 40 tién
siva 23 thac si.

Khoa Ngoai ngit, don vi phu trach nganh LL&PPDHBMTA, c6 72 giang
Vvién trong d6 c6 03 PGS, 18 TS, 50 ThS va 08 giang vién dang 1a nghién ciru sinh
trong va ngoai nudc. Ké hoach phat trién doi ngii giang vién dén 2025 tang 4 giang
vién co trinh do tién si, 3 giang vién c¢6 hoc ham Phé GS dé phuc vu cong tac dao
tao nganh LL&PPDHBMTA.

2.3.2 Ké hoach phat trién co sé ha ting

Co s& vat chit cua Truong DPHCT du diéu kién phuc vu dao tao (da duoc kiém
dinh nam 2018). Ké hoach dén nam 2022 sé& phat trién Truong Pai hoc Can Tho
ngang tim v4i cac trudng dai hoc trong khu vuc va thé gidi véi Du an "Néang cip
Truong Pai hoc Can Tho" bang ngudn vén vay ODA cua chinh phu Nhat Ban véi
tong von 1a 10.456 triéu Yén (2.250 ti dong) trién khai thyc hién tir 2015 dén 2022.
2.3.3 K¢ hoach hgp tic quoc té

Vé hop tac quéc té, Khoa di phat trién nhiéu chuong trinh hop tac véi cac di
tac Phap, Bi, My, Uc, Théi Lan, Han Qudc, Nhat Ban... Cac chuong trinh hop tac
nham nang cao ngudn nhan luc caa Khoa, gép phan nang cao ngudn nhan lyc cho
PBSCL va cho viéc nang cao chat luong boi dudng, NCKH & CGCN cua Khoa.
Trong thoi gian qua cac chuong trinh hop tac quoc té ciia Khoa da tap trung nhiéu
dén cac hoat dong trao ddi gido vién va sinh vién voi cac ddi tac. Phat huy thé manh
nay, KNN s& tiép tuc hop tac dé diy manh dao tao va nghién ctru khoa trong thoi
gian sip t6i theo cac hudng nghién ctru sau:

- Nghién ciru chuong trinh va phat trién tai liéu giang day tiéng Anh;

- Pao tao gido vién phat trién chuyén mon;

- Phuong phép day hoc tiéng Anh;

- Su phat trién ctia ngudi hoc;

- Kiém tra va danh gia trong giang day tiéng Anh.
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2.3.4 T6 chirc hdi nghi

Hang nam, Truong va Khoa to chirc nhiéu Hoi thao, hoi nghi khoa hoc quéc
té va rat nhiéu Hoi thao, hoi nghi khoa hoc trong nudc véi da dang chu dé, trong
d6 c6 linh vuc vé 1y luan va phuong phap day hoc bé mon tiéng Anh. Tiép tuc
phat huy thé manh nay, cac nim téi khi hoan thanh du an nang cip Trudng DPHCT
s& ¢6 nhiéu co hoi td chirc nhiéu Hoi thao, hoi nghi chuyén vé linh vuc 1y luan va
phuong phap day hoc bd mén tiéng Anh hon nira.

2.3.5 Hoc phi

Mirc hoc phi dugc ap dung theo quy dinh hién hanh cua Truong DPHCT. Déi
v&i hoc phi nam hoc 2021-2022 1a 24.500.000 d/nam hoc, 815.000 d/tin chi. Hoc
phi thu theo ting ndm hoc; qué thot han dao tao ma NCS chua hoan thanh xong
chuong trinh thi phai dong hoc phi tét nghiép cham tién do theo ting hoc ky, mirc
thu bang 50 % mirc hoc phi ciia hoc ky tré han. Cac chi phi lién quan dén hoi dong
bao vé ludn van tot nghiép do Nha trudng chi tra.

Mirc hoc phi nay chi 4p dung cho nhitng NCS d t6t nghiép ThS nganh ding
va hoc chuong trinh chinh thirc toan thoi gian ciia TS bao gom: 2 chuyén dé + 1
tiéu luan tong quan + cac hoc phan TS + luan 4n.

Truong hop NCS t6t nghiép dai hoc va t6t nghiép ThS nganh gan thi ngoai
chuong trinh chinh thic ctia TS phai hoc nhitng hoc phan ThS, hoc phan b sung
bac TS va phai dong hoc phi cho nhiing hoc phan phai hoc ngoai chuong trinh
theo quy dinh chung cta Trudng vé mirc hoc phi theo tin chi cua trinh d6 ThS va
TS.

Dy kién mdi nim mirc hoc phi s& thay ddi theo quy dinh chung cua B
GD&DT (Nghi dinh sé 86/2015/ND-CP ngay 2/10/2015, Quy dinh vé co ché thu,
quan 1y hoc phi ddi véi co s gido duc thudc hé thdng gido duc quéc dan).
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PHAN 4. CAC MINH CHUNG KEM THEO DPE AN

PHU LUC 1: Quyét nghi ctia Hoi dong Truong vé viéc dong ¥ mé nganh LL&
PPDH b6 mén tiéng Anh.

PHU LUC 2: Phiéu tu danh gia thuc hién diéu kién m& nganh cua co s¢ dao tao
PHU LUC 3: Cac diéu kién thuc té vé doi ngii giang vién co hiru, k¥ thuat vién,
co s& vt chat, thiét bi, thu vién, giao trinh, tai liéu phuc vu dao tao; 1y lich khoa
hoc; bang t6t nghiép; xuét ban khoa hoc
PHU LUC 4: Minh chimng bién soan, thim dinh va ban hanh CTDT

4.1. Quyét dinh thanh 1ap Hoi ddng bién soan;

4.2. Bién ban y kién cua cac bén lién quan vé mé nganh dao tao

4.3. Bién ban cua Hoi dong KH&PT Truong thong qua CTPT sau khi
lay ¥ kién cac bén lién quan va thong qua danh sach HDTD

4.4. Quyét dinh thanh l1ap Hoi dong tham dinh chuong trinh dao tao va
cac diéu kién dam bao chat lugng thyc té;

4.5. Hb so va bién ban tham dinh chuong trinh dao tao va cac diéu
kién dam bao chat lwong thuc té

4.6. Vin ban giai trinh viéc tiép thu ¥ kién ctia hoi dong tham dinh
chuong trinh dao tao va cac diéu kién dam bao chét luong thuc té;

4.7. Bién ban thong qua dé an cua Hoi dong Khoa hoc va Do tao cia
Truong Pai hoc Can Tho;

4.8. Quyét dinh ban hanh Chuong trinh dao tao.
PHU LUC 5: Dé cuong chi tiét hoc phan va chuyén dé cia CTDT tién si

LL&PPDHBMTA

PHU LUC 6: Minh chtng dap tng yéu cau Thong tu 09

6.1. Bao cao khao sat nhu cau;

6.2. Quyét nghi cia Hoi dong trudng vé chu truong mé nganh
(Ké hoach phat trién cua Trudng);

6.3. Minh chirng hop tac voi cac trudng dai hoc trén thé gigi trong
hoat dong dao tao;

6.4. Quyét dinh cip Gidy ching nhan kiém dinh chat luong gido duc
cép co s0O gido duc cho Truong Pai hoc Céan Tho;

6.5. Quyét dinh thanh 1ap Khoa Sau Pai hoc - Pon vi quan 1y chuyén
trach dap tng yéu cau chuyén mon nghiép vu quan 1y dao tao trinh d thac si;

6.6. Quyét dinh ban hanh quy dinh dao tao trinh 4o tién si cua co s&
dao tao.

6.7. Minh chirng nganh dao tao thac si va dai hoc dugc kiém dinh theo
chuan cua Bo Gido duc va dao tao;
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6.8. Minh chirng 2 chuong trinh dao tao tham khao 675

6.9. Minh chtng vé dao tao thac si nganh LL&PPDHBMTA 681
PHU LUC 7: Minh chting vé giao quyén tu chil va quy ché lam viéc, quy ché 690
tu chii tai chinh cta Hoi dong trudng.
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PHU LUC 1:

QUYET NGHI CUA HOI PONG TRUONG VE VIEC
MO NGANH

LY LUAN VA PHUONG PHAP DAY HQC BQ MON
TIENG ANH



BO GIAODUC VADAOTAO  CONG HOA XA HQI CHU NGHIA VIET NAM

HQI PONG TRUONG Pic 1ip - Ty do - Hanh phiic
TRUGNG DAT HOC CAN THO
S6: 28 /NQ-HDT Cdn Tho, ngay 25 thang 6 ndm 2021
NGHI QUYET

K¥ hop thir tir ciia Hi ddng trrdmg
Trudng Pai hoc Cin Tho nhiém k¥ 2020 - 2025

HOI PONG TRUONG TRUONG PAI HQC CAN THO

Cén cir Ludt Gido duc dai hec ngay 18 thang 6 ndm 2012 va Lu@t sua
dsi, bé sung mét s6 diéu cia Ludt Gido duc dai hoc ngdy 19 thdng 11 ndm
2018;

Can cte Nghi dinh so 99/2019/NP-CP ngay 30 thang 12 ndm 2019 cua
Chinh phii quy dinh chi tiét v lnedmg dén thi hémh mot 56 diéu ctia Ludt stra
déi, b6 sung mét s diéu ciia Ludt Gido dyc dai hoc;

Céin ctk Quyét dinh s6 3054/0D -BGDDT ngay 16 thing 10 ndm 2020 cua
Bg trudng B¢ Gido duc va Dao tao vé viée cong nhin Hpi dong trieomg Truong
Pai hoc Can Tho;

Céin ¢tk Nghi quyét 56 29/NQ-HDT ngay 19 thang 5 ndm 2020 cua Hoi
dong truomg Truong Bai hoc Cén Tho vé quy ché 16 chitc va hoat dpng ciia
Truong Pai hoc Can Tho;

Can cik Nghi quyét sé 09/NQ-HDT ngay 27 thdng 11 ndm 2020 cia HEi
déng trucng Truong Pai hoc Cén Tho vé quy ché lom vige cia Hpi dong
truong Truong Pai hoc Can Tho nhiém kp 2020-2025;

Xet cdc to trinh cua Chit tich Hi dong truong va Higu trudng Trudng Dai
hoc Can Tho tai Ky hop thir te clia Hoi dong Truong;

Sau khi Hoi dong Truong thdo ludn va biéu quyét tai kp hop thir ne 16 chirc
vao ngay 25 thdng 6 nam 2020.

QUYET NGHI:

Pidu 1. Hoi ddng Trudng da hoan thinh ndi dung chuong trinh ky hop thi
tur, nhigm k¥ 2020-2025 va d4 xem xét, quyét dinh cc ndi dung sau day:

1. B nhiém 6ng Nguy&n Chi Ngén, Phé Gido su, Tién si, Giang vién cao
chp gitt chire vy Pho Ch tich Hoi ddng truémg Truwdng Dai hoc Cin Tho nhiém
ky 2020-2025.

2. Bé nhiém lai dng Vii Xuan Nam, Thac si, Phé Trudng phong Tai chinh
gift chire vu K& toan trudéng Trudmng Dai hoc Can Tho nhiém ky 2020 - 2025.
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3) Théng qua ndi dung didu chinh, bd sung quy ché T chirc va hoat dong
ciia Trurdmg Pai hoe Can Tho.

4) Thong qua Quy dinh vé tuyén dung vién chirc Trudmg Bai hoc Cén Tho.

5) Théng qua tr trinh clia Hidu truéng vé co c4u lai cac bd mén thube khoa
Khoa hoc Chinh tri

6) Thong qua t& trinh cia Higu trudng vé chu trwong chuyén dbi Tredmg
Pai hoc Cin Tho thinh Dai hoe Cin Tho vi giao cho Higu trudng xte tién xay
dung d& én chi tiét trinh Hoi ddng truong quyét dinh trong Phién hop thir 5.

7) Thing qua t& trinh cua Hléu trudng vé chu trirong thanh 14p 4 tnrong
thugc Trudng Pai hoe Cén Tho (gbm Trudng Nong nghiép, Trudng Kinh td,
Trudng Cong nghé Thong tin va Truyén thong vé Trudmg Bach Khoa), glao
Higu truéng chi dao hoan thanh dé 4n dé géi xin y kién thanh vién Hoi dong
truong trude khi ra nghi quyét thanh 4p.

8) Thong qua cac d& an dio tao trinh d tién si 02 chuyén nganh Nudi
trong thiy san, giang day biing tiéng Anh (mi nganh cﬁp Iv: 9620301) va
chuyén nganh Ly luén va Phuong phép day hoc b mén tiéng Anh (m3 sé nganh
chp IV: 9140111).

N Thong qua céc dé &n dao tao trinh d¢ thac sf cia 02 nganh Chinh sﬁch
Céng (ma s6 nganh cp IV: 8340402) va nganh Céng nghé thong tin (mA )
nganh clp IV: 8480201),

10) Thong qua td trinh ctia Higu trudng vé tiép tuc dio tao bing tiéng Anh
nganh Cong nghé thyc phém trinh do thac st (ma sd nganh cép IV: 8540101).

11) Théng qua tO trinh ctia Hiéu truéng vé chi trwong cai tao Nha 4T2 tix
nha & sang Nha hoc t4p trung va giao Hiéu truéng xem xét céc vén d& k§ thudt
dé dam bao khai thac hidu qua va an toan.

12) Théng qua to trinh ctia Higu trudng vé chi trirong x4y dyng 06 cong
trinh trong ké hoach dau tu trung han tix nay dén 2025 bﬁng ngudn kinh phi hop
phap ciia Trumg dé trinh B$ Gi4o duc va Pao tao gdm Nha hoc Khoa Ngogi
ngtt va Nha hoc Khoa Lugt tai Khu I, Trung tdm Nghlen ctru Phiét trién Cong
ngh& phin mém tai Khu 111, Khu lién hep thé dyuc thé thao, Nha hoc Trudng
Thye hanh su pham tai Khu II va Ky tic x4 Trung tdm Gido dyc Qudc phong va
An ninh 360 chd (Khu Hoa An). Giao Hiéu truéng cin ddi va bd trf ngén séch
hop phap ciia Trudmg va cic cac ngudn huy dong khac theo phén ky dau tr béo
céo Hoi ddng truong phé duyét trong ké hoach ngan sich hang ngm cia Trudng.
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Diéu 2.

1. Thuong truc Hoi ddng Truomg, Hiéu trudng, cic Ban cia Hoi dong
Truong, cac don vi thude truong theo chitc niing, nhiém vy duwoc giao to chirc
thue hién cé hiéu qua Nghi quyét.

2. Thudng true HOi dong Trucmg, cdc Ban cuia Hoi dong Truong va thanh
vién Hoi dong Truong phdi hop gidm sét vige thyc hién Nghi quyét.

Nghi quyét nay da dugc Hoi dong Hoi ddng trudng Truomg Dai hoe Cin
Tho nhigm ky 2020-2025, ky hop thtr tr thong qua ngay 25 thang 6 ndm 2021
va c6 hiéu luc ké tr ngay thong qua./.

TM Hol PONG TRUONG

Noi nhin:

- Bd Gigo duc va Bio tgo (b/c);
- Nhu Bidu 2;

- Céc don vi thufe trnrdng;

- Luru; VT, HPT.

Nguyén Thanh Phwong
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PHU LUC 2:

PHIEU TU PANH GIA THUC HIEN PIEU KIEN
MO NGANH CUA CO SO PAO TAO



BO GIAO DUC VA PAO TAO

TRUONG PAI HOC CAN THO

CONG HOA XA HOQI CHU NGHIA VIET NAM

Déc lap - Tw do - Hanh phuc

Can Tho, ngay 24thang 6 nam 2021
PHIEU TU PANH GIA PIEU KIEN MO NGANH PAO TAO
Tén nganh: Ly luén va phwong phap day hoc b mén Tiéng Anh
Ma sb: 9140111
Trinh d6: Tién si

A pen o . Diéu kién thyec té, Pap wng/

TT | Diéu kién mé nganh theo quy dinh minh chimg thé hién trong hd so Khopg
dap ung
1 1. Vé nganh dao tao Dap tng

1.1. Nganh d& nghi cho phép dao
tao phu hop Vvé&i nhu ciau ngudn
nhan luc (trén co so két qua khao
sat);

1.2. Bugc xac dinh trong phuong
hudng/ké hoach phat trién ctia co so
dao tao;

1.3. Nganh phai thugc Danh myc
gido duc, dao tao cap IV trinh do dai
hoc hién hanh.

14. Quyét nghi cua Hoi dong
truong/HO1 dong quan tri thong qua
viéc md nganh dang ky dao tao;

1.5. Nganh méi (thuyét minh dugc
tinh thyc tién va kinh nghiém dao
tao cia mot s6 nudc);

- Nganh nay da dugc dao tao ¢ nude
ngoai; dang thi diéem ¢ Viét Nam
hodc 1a truong dau tién thi diém;

- Chuong trinh dao tao tham khao
cua 2 truong dai hoc da dugc kiem
dinh ¢ nudc ngoai;

- Nhu cdu mé nganh tién si Ly luan
va phuong phép day hoc bo moén
tiéng Anh (LL&PPDHBMTA) da
duoc khao sat véi két qua tng ho
ctia 16/17 nha tuyén dung (94.1%)
va 48/56 nguoi hoc tiém ning
(73.9%).

- Puoc xéac dinh trong ké hoach tur
nam 2018.

- Ma nganh: 9140111

- Nganh dai hoc 1a nganh dung: Su
pham tiéng Anh da dao tao tir nim
1976.

Quyét nghi sé6 12/QN-HPT ngay
22 thang 01 nam 2019 cua Hoi
dong Truong DHCT.

Khong phai 1la nganh moi; tuy
nhién CTDT da tham khao cua 2
PH nudc ngoai va c6 ¥ kién vé su
can thiét.

Khong phai thi diém

Dai hoc Sydney (Uc):
ttps://www.sydney.edu.au/research/
opportunities/opportunities/523

-Chuong trinh dao tao TS nganh
Giang day tiéng Anh ciia truong




TT

Piéu kién mé nganh theo quy dinh

Piéu klen thuc te,
minh ching thé hién trong hd so

Pap wng/
khong
dap ung

- C6 it nhat 02 y kién vé su can thiét
dao tao cua 02 co quan, to chirc €O
nhu cau sir dung ngudn nhan lc sau
dao tao.

1.6. Nganh dao tao trinh do dai
hoc/thac si la nganh dung hodc nganh
gan (néu khong co6 nganh dung) 1a
diéu kién dau vao cua nganh dang ky
dao tao trinh do thac si/tién si da
duoc dao tao hinh thirc chinh quy tai
co s& dao tao va co sinh vién/hoc
vién da t6t nghiép.

dai hoc Assumption, Thai Lan tai
dia chi website:
https://www.grad.au.edu/phd-elt

S¢ Gido duc Pong Thap, Trudng
Dai hoc An Giang, Truong Pai hoc
Kién Giang ...

Phu hop

Nganh dao tao trinh d0 ThS I3
nganh ding: ma s6 nganh 8140111,
da c6 quyét dinh mé nganh theo vin
ban s6 2919/QD-BGDDT, ngiy
06/8/2012; CTDT da tuyén sinh va
dao tao 14 khoa; thong tin tdt
nghi¢p cia HV cao hoc déu duoc
dang tai  cong  khai  trén
https://gs.ctu.edu.vn/quyet-dinh/qd-
tot-nghiep-thac-si.html

2. Poi ngii giang vién:

a) C6 it nhat nam (5) giang vién co
hitu c6 chtrc danh giao su, phé gido
su, cO béng tién si khoa hoc, tién si
nganh dung hoic nganh gan voi
nganh ding ky dao tao va khong
trung véi danh sdch giang vién co
hitu 14 diéu kién mo nganh dao tao
cung trinh d6 ctia cac nganh khac;
trong d6 co it nhat 01 gido su hodc
pho gido su dung nganh chiu trach
nhiém cha tri, t6 chic thuc hién
chuong trinh dao tao va cam két
dam bao chat luong dao tao trude co
s& dao tao va xa hoi;

b) Giang vién giang day du diéu
kién; cac giang vién khac phai co
trinh d§ thac si tré 1€n. Gidng vién
co hitu tham gia giang day it nhat
70% khdi lugng chuong trinh dao
tao; khdi luong kién thirc con lai do
giang vién thinh gidng (trong va
ngodi nudc) di duoc ky két hop

C6 nam (5) giang vién co hitu
trong d6 c6 3 PGS va 2 TS ¢6 bang
tién si nganh dang chiu trach
nhiém, t6 chirc thuc hién chuong
trinh dao tao. Cu thé

- PGS. TS. Trinh Québc Lap

- PGS. TS. Phuong Hoang Yén

- PGS. TS. Nguyén Btru Huan

- TS. Nguyén Vin Loi

- TS. Nguyén Anh Thi

C6 10 CBGD co hiru c6 trinh do
Tién si.

C6 phan cong GV co hitu dam
nhiém giang day cac khdi luong
chuong trinh dao tao

Dap ting




TT

Piéu kién mé nganh theo quy dinh

Piéu klen thuc te,
minh ching thé hién trong hd so

Pap wng/
khong
dap ung

dong thinh giang véi co s& dao tao
thuc hién. Cac giang vién co hitu va
thinh giang déu phai c6 bang cip
phu hop vé6i nodi dung cac hoc phan
duoc phan cong giang day;

¢) Pam bao diéu kién vé nghién ctru
khoa hoc dbi voi mdi giang vién
dung tén cha tri mo nganh va moi
giang vién giang day 1y thuyét phan
kién thirc co s nganh, chuyén
nganh theo quy dinh tai diém d,
khoan 2 Diéu 2 va diém d, khoan 2
Diéu 3;

d) 30% khéi luong kién thtrc con lai
do gidng vién thinh gidang da duoc
ky két hop dong thinh giang véi co
s dao tao thuc hién;

d) Ddi voi co sd dao tao ngoai cong
1ap, phai c6 toi1 thiu 40% giang vién
¢ trong do tudi lao dong;

e) P6i v6i mo nganh theo Danh muyc
giao duc dao tao c6 ma 50 gom 7 chit
s néu duoc ghép tir nhiéu chuyén
nganh cua danh muc gido duc dao tao
c6 ma sd gom 8 chit sb thi doi ngi
giang vién phdi dam bao theo quy
dinh ctia khoan 2 Diéu 2 va Diéu 3.

g) Pdi voi mé nganh trinh d6 thac si
thuoc nhom nganh stc khoé: moi
moén hoc co s¢ nganh hodc chuyén
nganh phai c6 01 giang vién theo quy
dinh tai diém b trén day; néu c6 hoc
phan lién quan dén kham bénh, chita
bénh thi cic giang vién va nguoi
huéng dan thyc hanh phéi c6 ching
chi hanh nghé khdm bénh, chita bénh,
da hodc dang lam viéc truc tiép tai cac
co s¢ khdm bénh, chira bénh du dicu
kién 1a co sé thyc hanh trong dao tao
khdi nganh strc khoé theo quy dinh.

Dap tng quy dinh

C6 bang ligt ké cac cong trinh
nghién ctru cua GV, cac cong bd
khoa hoc lién quan di duoc kiém
tra trén hé théng va c6 minh ching
dinh kém trong dé an.

GV co hitu cua truong du dam
trach cac ndi dung hoc phan theo
chuong trinh dao tao.

Khong thudc truong ngoai cong
1ap.

bép tng quy dinh
Khong thudc nhom nay.

Khoéng thudc nhom nganh strc khoe




Piéu klen thuc te,

Pap wng/

TT | Diéu kién mé nganh theo quy dinh minh chimg tha hi¢n trong hd so ‘fhf’,”g
dap ung
3 3. Co s6 vat chat: Dap tng

a) Co6 du phong hoc, thu vién cé
phong tra ciru théng tin cung cap Cac
ngudn théng tin tu liéu duoc cip
nhat trong 5 niam, tinh dén ngay dé
nghi mo nganh hodc thu vién dién tu
¢ ban quyén truy cap co so dir licu
lién quan dén nganh dé nghi cho
phép dao tao, dap tng yéu cau giang
day, hoc tap va nghién ctru khoa
hoc;

b) C6 du phong thi nghiém, xudng
thuc hanh, co s& san xuat thir
nghiém véi cic trang thiét bi can
thiét dap ung yéu cau giang day, hoc
tap va nghién cuu khoa hoc cua
nganh dé nghi dugc dao tao va dam
bao dil theo danh muc trang thiét bi
tdi thiéu phuc vu cong tadc dao tao
nganh/nhém nganh da dugc quy
dinh (néu co);

¢) C6 phong may tinh ndi mang
internet dé hoc vién truy cdp thong
tin;

d) Co6 website cua co so dao tao
dugc cap nhat thuong xuyén, cong
b cong khai theo ding quy dinh tai
Diéu 2, 3 ciia Thong tu.

d) Co6 tap chi khoa hoc cong nghé
riéng cua co s¢ dao tao (doi voi mo
nganh trinh do tién si).

- C6 du phong hoc, phong chuyén
dé véi trang thiét bi can thiét bao
dam dé nghién ctru sinh c6 thé trién
khai thyc hi¢n d€ tai luan én;

- Trung tdm hoc li¢u Truong Dai
hoc Can Tho ¢6 di ngudn thong tin
tu liéu va phuong tién dé nghién
ctru sinh tim hiéu, tra ctru khi thuc
hién dé tai luan an, viét luan an nhu
sach, giao trinh, tap chi khoa hoc
trong va ngoai nudc, thu vién dién
tir ¢6 thé lién két véi cac co so dao
tao cung linh vuc, cung chuyén
nganh dao tao trong va ngoai nudc;

Nganh LL&PPDH BMTA khéng
st dung phong thi nghiém; tuy
nhién c6 day du cac phong chuyén
dé dé NCS nghién ciru.

Trung tam hoc liéu Truong Pai hoc
Can Tho ¢6 trang bi 500 may tinh
truy cdp mang téc do cao voi hon
60 nhan vién phuc vu.

Website cia Khoa Ngoai ngir
(sfl.ctu.edu.vn), va website cua
Truong Pai hoc Cain Tho
(www.ctu.edu.vn) duoc cap nhat
thuong xuyén

Tap chi khoa hoc Truong Pai hoc
Can Tho. Nam bat dau: 1995 (theo
Gidy phép hoat dong bao chi do Bo
Vian hoéa Thong tin cdp, sb
3426/GPXB ngay 20/11/1995);
hinh thirc: 6 ky/nam, khd 19x27cm,
50 trang, 400 ban/ky.



http://www.ctu.edu.vn/

Diéu ki¢n thyc te,

Pap wng/

TT | Diéu kién mé nganh theo quy dinh minh chiing thé hién trong hd so ‘fhf’,”g
dap ung
4 | 4. Chuong trinh dao tao va mgt so Pép (g

diéu kién khac dé thuc hién
chuwong trinh dao tao:

a) Chuong trinh dao tao theo dinh
huong nghién ctu hoac theo dinh
hudng ing dung;

b) C6 chuong trinh dao tao cua
nganh dé& nghi cho phép dao tao
dugc xay dung theo quy dinh; phu
hop véi Khung trinh do quéc gia
hién hanh; dugc thu truéng co so
giao duc dai hoc ban hanh theo quy
dinh;

c) Pid cong bd chuan dau ra cac
nganh dao tao ing vdi céc trinh do
khac nhau, trong d6 chuin dau ra
dao tao trinh d6 thac si tdi thiéu phai
dat bac 7, trinh d tién si tdi thiéu 14
bac 8 theo Khung trinh d6 qubc gia
Viét Nam;

d) Co két qua hop tac véi cac trudng
dai hoc trén thé gidi trong hoat dong
dao tao va hoat dong khoa hoc cong
nghé (trr cidc nganh phai bdo mat
thong tin theo quy dinh ctua phap
luat);

d) C6 chuong trinh phdi hop véi
doanh nghiép, don vi stt dung lao
dong lién quan dén nganh thac si dé
nghi cho phép dao tao néu chuong
trinh dao tao theo dinh hudéng tng
dung;

- Chuong trinh dao tao theo dinh
hudng nghién ctru (90TC).

- C6 chuong trinh dao tao phu hop
v6i Khung trinh do qudc gia hién
hanh ban hanh theo Quyét dinh
1982/Qb-TTg ngay 18/10/2016.

-Trong CTDT dd cong bb chuan
dau ra dat bac 8 theo Khung trinh
do quodc gia Viét Nam.

- C6 nhiéu két qua hop tac véi rat
nhiéu truong dai hoc trén thé gi6i
trong hoat dong dao tao va khoa
hoc cong ngh¢ nhu BPH KNN da
hop tac véi cac truong dai hoc va
t6 chirc trén thé gidi va trong nudc
nhu Pai hoc Su pham Naruto (Nhat
Béan), Pai hoc Tours (Phép), Dai
hoc Phranakhon, Nakhon Pathom,
Rangsit (Thai Lan), T6 chirc
Princeton in Asia, TO chirc
Teachers for Vietnam trong hoat
dong dao tao va NCKH.

- Nganh dao tao tién si theo dinh
hudng nghién ctru.




TT

Piéu kién mé nganh theo quy dinh

Diéu kién thue té, .
minh chirng thé hién trong ho so

Pap wng/
khong
dap ung

e) D ding ky kiém dinh chét luong
gido duc hodc dugc cong nhan dat
tiéu chuan chat luong gido duc theo
quy dinh hién hanh va theo ké hoach
kiém dinh cua B Gido duc va Pao
tao;

g) C6 don vi quan 1y chuyén trach
dap (mg yéu cau chuyén mon nghiép
vu quan ly dao tao trinh do thac si;
da ban hanh quy dinh dao tao trinh
do thac si cua co so dao tao;

h) Khong vi pham cac quy dinh hién
hanh vé diéu kién mé nganh dao tao,
tuyén sinh, t6 chic va quan 1y dao
tao & cac nganh dang dao tao va cac
quy dinh lién quan dén gido duc dai
hoc trong thoi han 3 nam, tinh dén
ngay dé nghi mé nganh.

- Truong da dugc danh gid ngoai
theo chuin cua B Gido duc va
Pao tao va dat chuan nim 2018.
Qb )

14/Qb-TTKD  ngay
19/5/2023; vao s6 dang ky soO
2018.04/CEAHCM/DH.

- 02 nganh dung trinh d¢ dai hoc va
thac si déu duoc cong nhan dat
chuén kiém dinh CTDT:;

- Nganh Su pham tiéng Anh (trinh
d6 dai hoc): Qb sé 161/Qb-
KDCLGD, ngay 14/6/2021 va vao
s6 GCN sb CTPT2021.15/CEA-
AVU&C.

- Nganh LL&PPDHBMTA (trinh
d6 thac si): Qb sb 161/Qb-
KDCLGD, ngay 14/6/2021 va vao
s6 GCN s6 CTPT2021.15/CEA-
AVU&C.

-PBon vi quan 1y chuyén trach quan
Iy dao tao trinh do sau dai hoc 1a
Khoa Sau dai hoc.

- Khong vi pham.

* Tham dinh chuong trinh dao tao va
di€u kién dam bao chat luong thyc té:
- Quyét dinh thanh 1ap Hoi dong
tham dinh ghi rd nganh dao tao,
trinh do, chic danh, don vi cong tac
cua thanh vién. i

- Bién ban hdi dong tham dinh va
két luan.

- Giai trinh cua co s¢ dao tao theo
gbp v cua hoi dong tham dinh (néu
co).

QD 1791/QD-DHCT, 18/06/2021

Bién ban hop HP tham dinh ngay
20/6/2021, kém nhén xét va bién
ban kiém phiéu.

To trinh vé vige diéu chinh theo
gop v cua HD tham dinh, ky ngay
21/6/2021

Dap ting




Piéu klen thuc te,

Pap wng/

TT | Diéu kién mé nganh theo quy dinh minh chimg tha hi¢n trong hd so khéng
dap ung
* Truong hop st dung chuong trinh | Khong thudc treong hop nay. Dap ung
dao tao cua tru’ong khac/nuéc ngoai
néu rd cua nude nao, da duge klem
dinh chit lugng chua? ban quyén st
dung. )
* Bién ban cta hoi dong khoa hoc | Bién ban s6 1229/BB-DHCT-
dao tao truong thong qua dé 4n. HDPKHDT phién hop 22/6/2021
6 Diéu kién thuc hién: Ngudn luc con | Nha truong co du nguén luc con | Pap ung

nguoi khéc va tai chinh

ngu:cn dé quan 1y va giang day bac
tien si nganh LL&PPDH BMTA,
V& tai chinh, thu tir nguon hoc phi
theo qui dinh va chia sé nguoén luc
tai chinh chung cua truong dam
bdo qué trinh dao tao.

Két luan ciia co sé dao tao/don vi dé nghl Piéu kién mo nganh trinh do tién si
nganh Ly luan va Phuong phép day hoc bd mén tiéng Anh da dép ng cac tiéu chi theo
Thong tu s6 09/2017/TT-BGDBT ngay 04/4/2017.

Kinh de ngh1 B6 Gido duc va Pao tao cho phép Tru’ong bai hoc Can Tho dao tao
trinh d6 tién si nganh Ly luan va Phuong phap day hoc bo mén tiéng Anh (mi sé nganh
cap IV: 9140111).

I HIEU TRU’ONG &

PHO HIEU TRUC

Tran Trung Tinh




PHU LUC 3

CAC PIEU KIEN THUC TE VE:
-POI NGU GIANG VIEN CO HUU
- KY THUAT VIEN, CO SO VAT CHAT
- THIET BI, THU VIEN, GIAO TRINH
- TAI LIEU PHUC VU PAO TAO
-LY LICH KHOA HQC
- BANG TOT NGHIEP

- XUAT BAN KHOA HQC
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M3u 3: Danh sich cin b quin Iy phu trich nganh dao tao

Ho va tén, " n—
TT nim sinh, Lk i':lo dao.t}m, Nganh/Chuyén nganh Ghi cha
< aia oo nim tot nghiép
chire vu hién tai
Phuong Hoang
Yén " n SR Quan ly dao tao
1 1978 Tién si, 2014 Ngon ngir va gido duc Khoa Ngoai ngit
Pho truomg khoa
Nguyén Anh Thi
1985 " —_— 5 " iz kR
2 Trubng B mbn Tién s, 2018 Ngo6n ngir va gido duc |Quan ly B§ mon
1 3. a . A ~ -
\ Il\lég;lgen Hai Quan Tién si, 2018 Gido duc hoc Quin I chuyén
nganh dao tao
?TRU@NG PHONG TCCB TRUONG KHOA/VIEN
(Ky tén x4c nhan)
T T
W

et~

. Ll i Trinh Qudc Lép
Nguyen Thi Kim Loan

Ghi chii: Xéc nhan doi ngil giang vién co hitu ciia co s¢ dao tao (danh sich va nganh, chuyén
nganh dao tao) kém theo bang lwong (d6i voi giang vién ngoai do t.uéi lao ddng) cta co so dao
tao trong 06 thang lién tyc (tinh dén thoi diém xdc nhan), s0 bao hiém (doi v6i giang vién trong
do tudi lao dong), quyét dinh tuyén dung, hop dong tuyen dung; d6i chiéu tén nganh/chuyén
nganh trén vin bing v6i tén nganh/chuyén nganh cia giang vién co hitu ghi trong danh séch.
Dbi v6i nhimg gidng vién co hiru 1am vige theo ché dj hop dong lao dong/hop dong 1am vice
thi hop ddng phai ghi rd 1am viéc toan thoi gian cho co so dao tao.
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2. Co sé viit chit, trang thiét bj, thw vién phyc vy cho thye hién chwong trinh dao tao

Méu 4: Trang thiét bi phuc vu cho thyc hién chuong trinh dio tao

TT| Tén goi ciia may, thiét bi, ky | Nwdc séin xuit, S6 Tén hoc phén Ghi

1 | May tinh Dell Inspiron 3647; 17" China,2015 6 VP

Dell 1715s
2 |Tivi TOSHIBA 55L3650VN/150W Nhit, 2018 5 Nha hoc
3 May diéu hoa Mitsubishi SRK- Nhit, 2019 VP
12CM-5(1,5HP;2 dan)12CM- 6
5(1,5HP;2 dan)
4 | May tinh dé ban HP 280G3-LCD Nhat, 2019 2 VP
19.5 HP
s Nhat, 2018 20 Phuc vu nghién clru va lam
Laptop HP core i5 vige
May diéu hoa Mitsubishi PLY- Nhiét, 2020 . Phong hoc CLC
6 | P24BALCM;3Hp am trin, 1 chidu !
lanh

7 Hop d/khién Hiclass V-IK 220 Nhat, 2012 32 Phong hoc da phuong tién
8 Hop d/khién Hiclass V-IK 180 Nhat, 2012 2 Phong hoc da phuong tién
9 LCD 18.5" AOC Nhat, 2012 2 Phong hoc da phuong tién
10 LCD 185" HP LV1911 Nhdt, 2012 8 Phong hoc da phuong tién
11 UPS Santak 1000 VA Nhit, 2012 2 Phong hoc da phuong tién
12 Switch 48 port Nhat, 2012 2 Phong hoc da phuong tién
13 Microphone Nhat, 2012 58 Phong hoc da phuong tién
14 Ghé xép inox,mouse Nhat, 2012 60 Phong hoc da phuong tién
15 Ban vi tinh (0,4x0,8)m Nhat, 2012 56 Phong hoc da phuong tién
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16 Ban vi tinh (0,7x1,6)m Nhat, 2012 2 Phong hoc da phuong tién
17 UPS Santak TG1000 Nhat, 2012 1 Phong hoc da phuong tién
18 | Hop d/khién Hiclass V-IK 220 Nhaét, 2012 32 Phong hoc da phuong tién
19 | May in canon LBP 2900 (NMY Nhat, 2016 8 Vian phong
A467979)
20 | Tivi LED LG 55UM7300 PTA HQ, 2019 2 Phong hoc
TRUGNG PHONG QTTB TRUONG KHOA/VIEN

sin, héa don, chimg tir ban géc). Déi véi cic may

Nguyén Vin Tri

Trinh Quéc Lap

Ghi chi: Xac nhan co s& VAt chat, trang thiét bi thuc té cua co s¢ dao tao: phong hoc,
phong thi nghiém, xuéng thuc hanh, co s& san xudt thir nghigm, thu vién, cdc cong trinh xay
dung phuc vu hoat dong giai tri, thé thao, vin héa, cac cong trinh y té, dich vu phuc vu cén bd,
giang vién, sinh vién; danh muc sach, tap chi phuc vu dao tao nganh dang ki dao tao kém theo
céc minh chimg xdy dung, thué, mua, dugc ting, duge cdp, chuyén nhuong (d6i chiéu véi sb tai

s A

méc, thiét bi duge ting tir cdc td chirc, c4 nhén

nurGe ngodi thi phai cé gidy to clia co quan ¢ tham quyén cho phép tiép nhan va nhap khau.
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Miu 5: Thw vién

X A
6 Nude xuit I b T]:gnh;};
e Tén sach, tén tap chi ban/Niam | —ore| P
T xult ban | PAn [dung sich,
siach | tap chi
1 Fraenkel, J. R., & Norman, E. Wallen. How to Design and 2011 01 Phuong
Evaluate Research in Education. pp. 27-28, 91, 111-149, 458, sk
Paltridge, B., & Phakiti, A. (Eds.). Research methods in applied 01 Phuong
o (linguistics: A practical resource. Bloomsbury Publishing. 2015 bhap NCKH
ndng cao
McKinley, J., & Rose, H. (Eds.). The Routledge handbook of 01 Phuong
3 research methods in applied linguistics. Routledge. 2019 bhap NCKH
nang cao
ishan, F., & Timmis, I. Materials Development for TESOL. 01 | Xu huimg
4 2015 nghién ciru
dinburgh University Press. ‘
vé Phat
Tan, L.S., Ponnusamy, L.D., & Quek, C.G. Curriculum for High Bl | Sehotag
5 . 2017 nghién ctru
ability learners: Issues, trends and practices. Springer. ‘
ve Phat
01 | Xuhud
Schunk, D.H. (2013). Learning theories: an educational WHEEE
6 2013 nghién ciru
perspective (6th ed.). Pearson. :
vé Ly ludn
Polat, N., Gregersen, T. & Maclntyre, P. Research driven 01 | Xuhuwdng
7 Ipedagogy: Introduction (Eds.). London: Routledge, Taylor & 2020 nghién ctru
[Francis Group vé Ly ludn
01 | Xuhud
IE]lis, R. Language teaching research and language pedagogy. o
8 2012 nghién ciru
Maiden, MA. Wiley-Blackwell. -
veé Ly ludn
Renandya, W. A. & Widodo H. P. (Eds). English language 01 | Xu hudng
9 Veaching today: Linking theory and practice. Springer: 2016 nghién ciru
Singapore vé Ly luan
01 | Xuhudng
10 Richards, J. C., & Rodgers, T. S. Approaches and methods in 2014 nghiéh ciru
language teaching. Cambridge university press. i
vé Phuong
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Russell, V., & Murphy-Judy, K. Teaching Language Online: A 01 | Sniuwng
11 |Guide for Designing, Developing, and Delivering Online, 2020 nghién ctru
Blended, and Flipped Language Courses. Routledge. vé Phuong
Carri6 Pastor, M. L.. Technology implementation in second Ol |-Aalmmg
12 {language teaching and translation studies. New Frontiers in 2016 nghién ctru
Translation Studies, June 2016. 3
vé Phuong
May, S. & Thorne, S. Language, Education and Technology. 01 | Xu hudng
13 Cham: Springer International Publishing. 2017 nghién ctru
vé cong
Trede, F., Markauskaite, L., McEwen, C., & Macfarlane, S.. 01 | Xuhuéng
14 Educarafm for Prac{:ce ina Hybr.Jd Space: Enham:mg 2019 nghién ctru
Professional Learning with Mobile Technology. Singapore: i
Springer Singapore. ve cong
01 | Xuhuong
15 Rahimi, M. & Pourshal'.ll:?a, S. EFL teachers’ TPACK: emerging 2018 nhiia ol
research and opportunities. Hershey, PA: IGI Global y
vé cdng
01 | Xuhuéng
Shohamy, E., Or, L. G., & May, S. (Eds.). Language testing and i
1 6 ] ] L] E] 20 I 7 A ’
assessment. Springer. nghién ciru
ve Kiém tra
01 | Xuhudng
Cheng, L., & Fox, J. Assessment in the language classroom:
17 ’ > 2017 PP
Teachers supporting student learning. Palgrave. Bginco ol
vé Kiém
01 | Xuhuéng
18 [Creemers, B., Kyriakides, L., Antoniou, P. Teacker. professional| 2013 “ohién ciru
development for improving quality of teaching. Springer. 2
vé Phat
01 | Xu hudng
artin, C., & Polly, D. Handbook of research on teacher 2017 "
9 nghién ciru
ducation and professional development. 1GI Global.
vé Phat
Eﬁ 01 | Xuhuéng
ishan, F., & Timmis, I. Materials development for TESOL. 2015 a2
dinburgh University Press. nghién cira
vé Phat
01 | Xuhuong
51 Murray, J., & Swennen, A. International research, policy and 2019 I
practice in teacher education. Springer. ngh‘ STLEE
vé Phat
01 | Xuhudng
Pinar. W.E. International handbook of curriculum research. 2014 —_—
22 ’
New York: Routledge ngh‘l s
ve Phat

62




01 | Xuhudng
23 Wedell, M., & Grassick, L. International perspectives on 2018 hién ci
feacher with curriculum change. Palgrave Mcmillan nghien cuu
vé Phat
Hinkel, E. Handbook of Research in Second Language Teaching 01 | Xu hudng
24 and Learning, Volume III. New York: Routledge. 2017 e
trong linh
Pham Thi Hong Nhung. Communicating with Vietnamese in 01 | Xuhudng
25 Intercultural Contexts: Insights into Vietnamese Values. 2011 it o
NXBGD, Viét Nam. gnitn ¢
trong linh
F GIAM POC THU VIEN TRUONG KHOA/VIEN
) (Ky tén xdc nhén)
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3. Nghién ciru khoa hoc, d¢ tai luin vin, luin 4n
Maiu 6: Cdc dé tai nghién ciru khoa hoc ciia giding vién, nha khoa hoc lién quan dén
nganh LL&PPDHBMTA

- ' >
"?"ﬁr Tén d tai f:i:fll:, 4 és% % _?h?i,n;‘gay I:;ltl%l;?
nam/ngay thu
1 |Phat trién ndng lyc nghién ctru vé khoa |Cip B, S0 6240/QP- Pat
hoc gido duc clia cdc trudong, khé sy |MS: B2013-16- | BGDDT
pham ving DBSCL. 21 Ngay 30/12/2016
b (CAu tric tu tir phan dn nhép bai bao  [Cap truong SH 2991/Qb- Tot
nghién ciru ngdén nglr hoc Uimg dung PHCT
tiéng Anh va tiéng Viét: D6i chiéu trén Ngay 25/8/2015
s thé loai”
3 40 sat cau tric tu tir trong phan dan  [Cép trudmg, S6 716/QP — Tot
nhap bai bao nghién ciru tiéng Anh ~ [MS: T2015 — 87 PHCT
chuyén nganh ng6n ngir hoc img dung Eg&y 16/3/2016
trén & s thé loai.
4 [Tim hiéu thyc trang va dé xuét giai phapCép trudng, S5 5342/QPb -  [T6t
¢4y manh hoat dong NCKH cho GV MS: T2016-50 [DHCT
tiéng Anh tai Truong PHCT. 06/12/2016
5 iéu qua ciia m6 hinh dao tao tiéng Anh/Cap trudng, S6 956/QP — Tot
c6 img dung day hoc dur én trong MS: T2016 — 49 [PHCT
chuong trinh dao tao nganh Su pham Ngay 30/3/2017
tiéng Anh
6 |Cai tién chuong trinh tiéng Anh cua céc [Cap trudng, S6 4929/QP- Tot
nganh Cong nghé Sinh hoe vaNubi ~ [MS: T2017-46 |DHCT
trong Thiy san tién tién tai Truong Ngay 15/12/2017
DHCT
7 |Danh gia chuong trinh do tao nganh  [Cap trudng, S6 02/QP-DHCT [Tot
Ngon Ngit Anh tai Truong DHCT va déMS: T2017 — 47 Ngay 02/01/2018
xuét giai phap nhim cai tién chwong
inh.
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Lé Nguyén Poan Khoi
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8 Thyc trang va giai phap ning cao nang Cép truong, SO 5389/QP- Tot
luc tiéng Anh cho sinh vién chuyén ngir MS: T2018 — 83 [PHCT
truong DPHCT. Ngay 23/11/2018

9 Dénh gia hi¢u qua cua chuong trinh Cap truong, S6 1241/QP- Tot
tiéng Anh ting cudng dén viéc hoc MS:T2018-83 [PHCT
chuyén mén bang tiéng Anh (EMI) cia 26/4/2019
c4c nganh tién tién va chét luong cao tai

10  [Thuc trang va giai phap ning cao hiéu [Cap truomg, MS: [So 4448/QD- Tot
qua cua viéc hoc két hop trén 16p va T2018-46 DHCT
truc tuyén trong chuong trinh tiéng Anh 09/10/2019
ciia nganh chit lugng cao va tién tién.

11  [Thuc trang va giai phap viét tiéng Anh [Cap trudng, MS:[S6 5790/QP —  [T6t
hoc thudt cho sinh vién nganh kinh T2019 - 55 PHCT
doanh quéc té chét luong cao. 02/12/2019

12 INghién ctru tinh thich tmg ctia chuong [Cép trudng, S6 1008/QP- Tt
trinh dao tao chuyén nganh Bién djch — [MS: T2019 — 54 PHCT
Phién dich tiéng Anh véi nhu cu cua Ngay 21/5/2020
nha tuyén dung

13 Danh gia cac loai hinh phat trién chuyén|Cap trudmg, Sb 3582/Qb- Tot
mon cho GV giang day tiéng Anh cin  [MS: T2017-45 PHCT
ban tai Truomg DHCT. Ngay 23/10/2020

14 [Khao sat nang lyc ung dung CNTT  [Cép trudng S0 3582/Qb-  [Tot
trong day hoc tiéng Anh cta gido vién MS: T2020-56 [PHCT
THPT khu vuc DPBSCL Ngay 23/10/2020
TRUONG PHONG QLKH TRUONG KHOA/VIEN

(Ky tén xéc nhén)




Miu 7: Cic cong trinh céng bo ciia giing vién, nha khoa hoc co hiru lién quan nganh
LL&PPDHBMTA ciia Trudng Pai hoc Cin Tho trong 05 niim tré lai day

TT Tén cong trinh Tén tac gia Nim va ngudn cong bd
1 English Proficiency Gain And INguyen Van Loilnternational Journal of
Mediating Factors in Training: A & Chung Thi F_eaming, Teaching and
Self-Evaluation of Pre-Service Thanh Hang IEducational Research (2021),
Teachers . 20(1), 259-274 (Q4 - Scopus)
A Implementing Task-Based Language [Nguyen Anh  [[TL-International Journal of
Teaching in an Asian Context: Is It a [Thi, Koen Applied Linguistics (2020),
3 English Language Teaching Reforms |[Le Thanh Thao, [Innovation in Language
in Vietnam: EFL Teachers’ & Le Xuan Mai [Learning and Teaching, 1-12.
4 Online Meaning Negotiation: Native- Pham Kim Chi &Language Learning and
Speaker Versus Non-native Speaker [Nguyen Van LoiTechnology (2020), 24 (3) (Q1-
5 Vietnamese EFL Teachers’ Beliefs |[Nguyen Van Loi The Asian EFL Journal (2020),
And Practice of Alternative 24(2)31-57 (Q2-Scopus)
6 A Case Study of Vietnamese EFL.  [Nguyen Van Loi| Journal of Language and
Teachers’ Conception of Language Education (2020), 6(1), 55-71
7 Unpacking Perceptual And INguyen Van LoiPASAA: Journal of Language
Contextual Influences on Task-based Teaching and Learning in
3 Lecturers’ Beliefs And Agency about Nguyen Buu  [International Journal of
Active Learning in English for uan Learning, Teaching and
9 Teachers’ Perceptions About Using [Nguyen Cam  |[Universal Journal of
Songs in Vocabulary Instructionto  [Tien, Nguyen [Educational Research (2020),
10 EFL Teachers' Beliefs and Practices [Tran Thi Diem |[Universal Journal of
of Teaching Pronunciation in a [Phuong, Nguyen [Educational Research (2020),
11 Unravelling Vietnamese Students'  [Tuyen Son Universal Journal of
Critical Thinking and Its Relationship|Nguyen, Educational Research (2020),
12 Challenging ESP Teacher Beliefs guyen Buu  [Teacher Development (2019),
labout Active Learning in a f:luan, Penny  [23(3), 345-365.
13 Today's Teachers' CEFR CompetenceNguyen Duy  [Theoria et Historia Scientiarum
in the Classroom - A View of Critical ﬁhang (2018), 15:121-148, (Q3 -
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Tén cong trinh

Tén tic gia | Nam va ngudn cong bd

14

A New Application of Raymond
Padilla’s Unfolding Matrix in

Nguyen Duy

El(hang

The International Journal of

Qualitative Methods (2018)

TRUONG KHOA/VIEN

(K tén xéc nhan)
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Trinh Quéc Lap



BO GIAO DUC VA PAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM
TRUONG PAl HQC CAN THO Péc lap — Tw do — Hanh phac

LY LICH KHOA HOQC

I. LYLICHSOLUQC

Hovatén:  TRINH QUOC LAP Gigi tinh: Nam

Ngay, thang, nam sinh: 09.12.1967 Noi sinh: Nhon Ai, Phong Dién, Can Tho
Qué quan: Nhon Ai, Phong Bién, Thanh phé Can Tho) Dan toc: Kinh

Hoc vi cao nhat: Tién si Nam, nudc nhan hoc vi:2005

Chuc danh khoa hoc cao nhat: Phé Gido su, Giang vién cao cap; Nam bo nhiém: 2018
Chuc vu (hién tai hodc trudc khi nghi huu): Truong khoa

Pon vi céng tac (hién tai hoac trudc khi nghi huu): Khoa Ngoai ngir

Chd ¢ riéng hogc dia chi lién lac: Khoa Ngoai ngir- Truong Dai hoc Can Tho, s0 411-
buong 30/4- Phuong Hung Loi- Thanh pho Can Tho

bién thoai lién hé: 0939411261
E-mail: tglap@ctu.edu.vn

S6 CMND/CCCD: 092067002855 Ngay cap: 11.03.2020
Noi cap: Cuc quan ly hanh chéanh vé trat tu x& hoi

II. QUA TRINH PAO TAO
1. Pai hoc:

Hé dao tao: tap trung

Noi dao tao: Truong Pai hoc Can Tho

Nganh hoc: Su pham Anh vén

Nudc ddo tao: Vit Nam Nam t6t nghiép: 1990

2. Sau dai hoc o
- Thac si chuyén nganh: Ngon nglt hoc tng dung; Nam cap bang: 1999
Noi dao tao: UMass Boston , Hoa ky
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- Tiensi

Nganh: Khoa hoc x& hoi va khoa hoc hanh vi (Social and behavioral sciences)
Chuyén nganh: Ly luan day hoc (Didactics)
Nam cap bang: 2005

Noi dao tao: Pai hoc Amsterdam, Ha Lan

Tén luan an: Stimulating learner autonomy in English language education
A curriculum innovation in a Vietnamese context

QUA TRINH CONG TAC CHUYEN MON

1. Cac hoat dong chuyén mon da thwc hién

Thoi gian Noi cong tac

Cong viéc dam nhiém

07/1990 - 07/2005

Khoa Su Pham, Truong Dai hoc

Giang vién; Giang vién chinh

Can Tho
08/2005 - 05/2012 Ktloa Su pham, Truong Pai hoc P_hqo Tmong\ khoa_,ATlerll si
Can Tho giang day va nghién cuiru
05/2012 - 02/2015 Ktloa Su pham, Truong Pai hoc Tru:crr}g kh(_’f" Tlren si, giang
Can Tho day va nghién clru

03/2015- 3/2018

Khoa Ngoai ngtr, Truong Pai hoc
Can Tho

Truong khoa, Tién si, giang
day va nghién ctru

4/2018- nay

Khoa Ngoai ngit, Truong Pai hoc
Can Tho

Truong khoa, PGS. Tién si,
giang day va nghién clru

2. Huéng din luin vin thac si

STT Tén hoc vién Tén dé tai Nam a0
x R \ Metacognitive strategy use and reading
Thi Minh Th .
1 Neguyen Thi Min a0 comprehension: a case study at an upper 2009
secondary school in the Mekong Delta
x o The effects of problem-based learning on non-
2 Neuyén Thi Khdnh Doan English major seniors’ critical thinking 2010
enhancement
R Teacher’s evaluative questions and learners’
3 Lé Thi Thanh Long critical thinking: insights from an English 2010
speaking course in the Mekong Delta
Pham Ngoc Thuy The impact of teacher indirect feedback on
4 e ey .. 2010
learners writing ability in EFL writing classes
R . Meeting the demands of the IELTS speaking
H D . L
5 V6 Hong Dung test: An investigation into learners accuracy, 2011
fluency and complexity
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L& Bich Thuan

EFL learners major problems in writing
argumentative essays in the IELTS test: Insights
from a Vietnamese context

2011

Tran Quoc Vinh

Meeting the demands of the IELTS speaking
test: Issues of coherence and cohesion

2011

Huynh Thi Huong

The Impact of Evaluative Questions on High
School Learners Critical Thinking in Their
Speaking English

2012

Nguyén Thanh Triic

The Impacts of Genre - Based Approach on
Learners Argumentative Essays

2012

10

Cao Hoang Yén

Peer Feedback in English Writing : A Case
Study in a Vietnamese Context

2012

11

Lé Thi Van

Effects of Outlining and Depicting Strategies on
Novice EFL Learners Decriptive Writings

2013

12

Pinh Yén Phuong

The Impact of Practicum Experiences on English
as a Foreign Language Student Teachers
Attitudes Towards Teaching Profession

2013

13

Nguyén Thi Ngoc Ha

The Effects Of Different Reading Task on EFL
Learners Incidental VVocabulary Acquisition: A
Case Study at a Private University in the
Mekong Delta.

2013

14

Duong Doan Trang

Lecturers and Students Perception of EFL Policy
and Practice at Can Tho University

2014

15

Ha Diém Trang

The Impact of Task-Based Learning on EFL
Students Reading Comprehension: A Case Study
at a High School in The Mekong Delta

2014

16

Huynh Thi Thai Ngan

Teaching Writing Descriptive Paragraphs by
Using Extensive Reading

2014

17

Tran Thi Anh Pao

The impacts of the instructions of predicting and
visualizing strategies on EFL learners reading
comprehension.

2015

18

Nham Thanh Lap

Students Difficulties in Doing Thesis: A Case
Study in a Master Program in TEFL

2015

19

Bui Nhda Quyén

EFL Teachers Perceptions and Practices of
Action Research as a Tool to Professional
Development: The Mekong Delta Case

2015

20

Ding Thi Ngoc Huyén

Challenges and Support for Novice EFL
Teachers

2016

21

Lé Minh Thu

EFL Teachers Perceptions and Practices of
Accommodating Students Learning Styles

2016

22

V& Diém Trinh

EFL teachers use of ICT tools to teach listening
and non-English majored students attitudes

2018

23

Bui Hu¢ Phuong

The impact of using picture cues on students
coherence in speaking English

2018

24

bang Vi Hoai Nhan

EFL teachers use of trained knowledge from
professional development courses

2018
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25

Tran Thi Duong Diép

EFL Students Perceptions of the Impact of
Professional Learning Courses on their Teaching
Practices

2019

26

Nguyén Thi Hong Lién

The Interaction between EFL Teachers Efficacy
and Their Choice of Instructional Strategies and
Classroom Management

2019

27

Pham Minh Hai

EFL teachers learning needs in relation to
pedagogical knowledge

2019

28

Nguyén Thi Nién Hoa

Investigating the Impact of Online Peer and
Teacher Written Corrective Feedback using
Google Docs on EFL High School Students
Writing Performance: A Comparative Study

2020

29

Nguyén Thi Diéu Lién

The Effects of the learning of the International
Phonetic Alphabet on adult learners
pronunciation

2020

30

Nguyén Thi Diém Thay

The perceptions and practices of EFL teachers in
adapting speaking activities to develop students
communicative competence

2020

31

Nguyén Mai Thy

The impact of storytelling on young learners
reading comprehension

2020

IV. QUA TRINH NGHIEN CUU KHOA HQC

1. Cac dé tai nghién ciru khoa hoc di thyc hién

STT

Tén dé tai nghién ciru/linh vue dp dung | hoan | s&, bd, nganh,

Nam | Pé tai cAp(Co

thanh treong)

Tréch
nhiém
tham gia

trong dé tai

treong Pai hoc

Phat trién nang luc nghién ctu khoa hoc
gido duc cho giang vién su pham tai cac 2017 | Dé tai cap Bo | Chu nhiém

2. Sach va gido trinh xuit ban

Nam Pong
STT Tén sach Nha xuét ban| xuat | S6 ISBN |Tac gia| tac
ban gia
1 Giao trinh Pai hoc Can 2010 DPong
Learning Breakthrough 1 Tho chu bién
5 Giao trinh Pai hoc Can 2010 DPong
Learning Breakthrough 2 Tho chu bién
3 |Giao trinh Pai hoc Can 2010 DPong
Learning Breakthrough 3 Tho chu bién
Sach chuyén khao 978-0- bon Tac
4 Investigazing Issues in The DEPISA | 2016 9923846-23 |chu bigén gia
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Teaching and Learning
English
Sach tham khao . A A
5 | Developing English Teaching }T)El hoc Can | 5919 978'2620;;1965' C}?O]:I;Iigén
Practices in the Mekong Delta © Y

3. CAc cong trinh nghién citu khoa hoc di cong bd

Trinh Quoc Lap (2017). Inferring the meaning of unknown words, using the context cues: A
Vietnamese high school case. European Journal of English Language Teaching, ISSN 2501-
7136, Volume 3, Issuel,180-197.

Trinh Quoc Lap & Huynh Vuong Uyen Thy (2017). EFL teachers’ challenges in maximizing
classroom interaction. Studies in English Teaching, ISSN 2372-9740 (print), ISSN: 2329-311X
(online) Volume 5, Number 4, 695-7009.

Trinh Quoc Lap & Ha Diem Trang, The effect of task-based learning on EFL students’ learning
reading: A case study in the Mekong Delta of Vietnam. Studies in English Teaching, ISSN 2372-
9740 (print), ISSN: 2329-311X (online) Volume 5, Number 1, 34-48, 2017

Duong Poan Trang & Trinh Quoc Lap (2016). Lecturers’ and students’ perception of EFL policy
and practice at a higher education institute. Can Tho University Journal of Science, ISSN: 1859-
2333, Volume 3, 49-56.

Chau Ngo, Lap Trinh & Kevin Laws (2016). Implementing a project-based learning approach in
a Vietnamese secondary school, Monograph: Investigations into Professional Practice Learning
from Action Research Projects: Australia and Southeast Asia, ISBN: 978-0-9923846-3-0, 95-
111.

Nguyén Thi Hong Nam, Trinh Quéc Lap & V& Huy Binh (2015). Chiém nghiém- mot bién phéap
hiéu qua dé phat trién chuyén mén cho giao vién, Tap chi Khoa hoc Pai hoc Can Tho, 1SSN:
1859-2333; Volume 41, 97-101.

Trinh Quoc Lap & Nguyen Thanh Truc (2014), Enhancing Vietnamese learners’ ability in
writing argumentative essays, The Journal of Asia TEFL, Indexed in Scopus- (Q1lLanguage and
Linguistics, Q2: Education), ISSN: 2466-1511 (online); ISSSN: 1738-3102 (print), Volume 11,
Number 2, 63-91.

Trinh Quoc Lap & Nguyen Thi Hong Nam (2014). Boi dudng nghiép vu su pham cho giang

vién, gido vién: Nhitng bai hoc kinh nghiém ciia Khoa Su pham, Pai hoc Can Tho, Tap chi Gio
duc,, ISSN: 21896-0866-7476, Sb dic biét, 84-86 & 144.

Chau Ngo, Lap Trinh & Kevin Laws (2014). Continuing teacher professional development
through lesson study for learning community (LSLC) in a Vietnamese secondary school,
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Monograph: Improving Teaching and Learning: Perspectives from Australia & Southeast Asia,
ISBN: 978-0-9923846-1-6. 73-86.

Trinh Quoc Lap, Kevin Laws & Son-Jang-Ho (2014). Developing attributes of global
citizenship: Lessons for Vietnamese higher education from partnership programs with Australian
and Korean universities. Monograph: Improving Teaching and Learning: Perspectives from
Australia & Southeast Asia, ISBN: 978-0-9923846-1-6. 20-28.

Lesley Harbon, Trinh Quoc Lap & Kevin Laws (2014), A five-pointed star: Enhancing
explorations into English teaching in the Mekong. Pacific-Asian Education, ISSN:10109-8725,
Volume 26, Number 1, 2014.

Trinh Quoc Lap & Cao Hoang Yen (2013). Vietnamese learners’ ability to write English
argumentative paragraphs: The role of peer feedback giving, Tap chi I-manager’s Journal of
English Language Teaching, ISSN: 2231-3338 (Print), 2249-0752 (online), Volume 3, Number
4, 12-20.

Trinh Quoc Lap & Kevin Laws (2013). Facilitating professional development through
developing a learning community: Lessons learned from the case of Can Tho University and the
University of Sydney, Monograph: Supporting Professional Development with Learning through
Action Projects: Research from Australia & Southeast Asia, ISBN: 978-0-9923846-0-9, 23-30.

Chau Ngo, Lap Trinh & Kevin Laws (2013). The process-based approach and the teaching of
argumentative English writing in secondary schools in Vietnam Monograph: Supporting
Professional Development with Learning through Action Projects: Research from Australia &
Southeast Asia, ISBN: 978-0-9923846-0-9, 97-112.

Nam Ta & Lap Trinh (2013). Power-point as a potential tool to learners’ vocabulary retention:
Empirical evidences from a Vietnamese secondary education setting, Tap chi l-manager’s
Journal of English Language Teaching, ISSN: 2231-3338 (Print), 2249-0752 (online), Volume
3, Number 4, 14-20.

Nguyén Vin Pé & Trinh Qudc Lap (2011). Poi nét vé dao tao nghé & Australia, Tap chi Gido
duc, ISSN: Tap chi Gido duc,, ISSN: 21896-0866-7476, Sb 269, 64-65 & 57.

Nguyén Thi Hong Nam, Trinh Qudc Lap & Bui Lan Chi (2011). Nhiing van dé ly thuyét va kinh
nghiém thyc tién trong viéc phat trién chuyén mén cho gi4o vién trung hoc, Tap chi Khoa hoc
Pai hoc Can Tho, ISSN: 1859-2333; Volume 18a, 128-138.

Lé Thi Huyén & Trinh Quédc Lap (2011). Nang lyc tu danh gia trong viéc hoc tiéng Anh khéng
chuyén caa sinh vién tai truong Pai hoc Can Tho, Tap chi Khoa hoc Pai hoc Cdn Tho, ISSN:
1859-2333; Volume 19b, 97-103.

Chau M. Ngo & Lap Trinh (2011). Lagging behind writing pedagogical developments: The
impact of implementing process-based approach on learners’ writing in a Vietnamese secondary
education context, Tap chi I-manager’s Journal of English Language Teaching, 1SSN: 2231-
3338 (Print), 2249-0752 (online), Volume 1, Number 3, 59-70.
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Lap Trinh, Chau Ngo & Kevin Laws (2011). The impact of coaching on in-service teachers’
professionalism in developing and using evaluative questions in Vietnamese secondary
education, Monograph: Teacher Professional Development in Southeast Asia: Perspectives from
Indonesia, Laos, Thailand and Vietnam, ISBN: 978-0-646-56895-9, 92-113.

Thao Nguyen & Lap Trinh (2011). Learners’ meta-cognitive strategy use and reading
comprehension: Insights from a Vietnamese context, Tap chi l-manager’s Journal of English
Language Teaching, ISSN: 2231-3338 (Print), 2249-0752 (online), Volume 1, Number 1, 9-19.

Huynh Minh Hién & Trinh Quéc Lap (2010). Panh gia truc tiép theo ban cung l6p: Mot bién
phap tiang cuong dong co hoc va kha ning viét tiéng Anh, Tgp chi Khoa hoc, Pai hoc Sw pham
Thanh phg Hé Chi Minh, ISSN: 1859-3100, s6 22, 16-27.

Trinh Quéc Lap & Kevin Laws (2010). Phat trién nang lyc nghé nghiép théng qua viéc xay dung
cong dong hoc tap, Tap chi Khoa hoc, Pai hoc Sw pham Thanh phé Ho Chi Minh, ISSN: 1859-
3100, s6 19, 130-139, 2010.

Laws, K, Harbon, L, Trinh, L. & Nguyen, N (2009). Professional development for teacher
educator: A cross-border story. Proceeding of the international conference “Crossing borders,
cultures, contexts and communities and curriculum. Australian Teacher Education Association
(ATEA), ISBN: 978-0-9752324-4-6, 1-13.

Trinh Quéc Lap (2008). Phét trién nang luc tu hoc trong hoan canh Viét Nam, Tap chi Khoa hoc
Dai hoc Can Tho, ISSN: 1859-2333; Volume 10, 169-175.

Nguyén Thi Hong Nam & Trinh Qudc Lap (2008). Nguoi hoc tu danh gia va danh gia 15{1 nhau:
Mot cach lam moi trong viée danh gia két qua hoc tap, Tap chi Khoa hoc Pai hoc Can Tho,
ISSN: 1859-2333; Volume 9, 28-36.

Nguyén Thi Hong Nam & Trinh Quéc Lap (2007). B6i méi phuwong phap danh gia két qua hjoc
tap cua sinh vién su pham, truong Pai hoc Can Tho, Tgp chi Gido duc,, ISSN: 21896-0866-
7476, S6 174, 37-39.

John Dirkx, Kris Renn, Trinh Quoc Lap & Nguyen Thi Hong Nam (2009). Project-based faculty
development: A collaborative project of Can Tho University and Michigan State University.
American Educational Research Association (AERA), Post Secondary Education Network, 9-11,
2009
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4. Linh vue nghién ciru khoa hoc chinh

STT

Tén linh vuc

1

Nghién ctru chuong trinh (Curriculum studies)

2 | Do tao va boi dudmg gido vién (Teacher professional learning and
development ) _
3 | Phuong phap giang day tiéng Anh (EFL Pedagogy)

Can Tho ngay 1 thang 7 nam 2021

X#c nhén cia Truong Pai hoc Can Tho
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BO GIAO DUC VA BPAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM
TRUONG PAI HOC CAN THO Poc lap - Tw do - Hanh phic

LY LICH KHOA HQC

I.LY LICH SO LUQC

Ho va tén: PHUONG HOANG YEN Giéi tinh: Nit
Ngay, Nam sinh: 16/06/1978 Noi sinh:
Dan toc: Kinh ~ T6én gido:

& quan: TX.Sa Péc, Pdng Thap, .
Qué quan a bec, bong Thap Khong

Cho & riéng hodc dia chi lién lac: 178/44/11, duong 3/2, P.Hung Loi, Q.Ninh Kiéu, Can
Tho

Dién thoai lién hé: 0919756660 Email: phyen@ctu.edu.vn
Chure vu: Pho Trudng khoa D({n Vl cfing téC: B0 mon Neon
ngir va Van héa Anh

Ngach vién chirc: Giang vién cao cip Tham nién cong tac: 21 nam
Trinh d6 chuyén mén cao nhat: Phé gido su, Tién sy

II. QUA TRINH PAO TAO
1. Dai hoc
Noi dao tao: Truong
PH Cén Tho
Nganh hoc chuyén moén: SP Anh van Nam t6t nghiép: 2000

H¢ dao tao: Chinh quy

2. Thac si
Noi dao tao: Truong
Thoi gian dao tao: 01 na '
01 glan dao tao nam PH Leuven
Chuyén nganh dao tao: Nghién ctru Giao duc
Tén luan van: Individual Differences among EFL Learners in Learning English

Niam duoc cap bang: 2006

3. Tién si
Noi dao tao: Truong

Thoi gian dao tao: 04 nam
DH Leuven

Chuyén nganh dao tao: Ngon ngi
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Tén luan an: The Impact of PPP and TBLT on Vietnamese students’ writing
performance and self-regulation
Niam duoc cap bang: 2014

4. Ngoai ngir
Mitrc d6 thanh thao: B1

1. Pha >
» theo khung Chau Au

I11. QUA TRINH CONG TAC CHUYEN MON

1. Cac hoat dong chuyén mon da thwe hién.

Thoi gian

Noi cong tac

Cong viéc dam trach

01/2001 - 03/2018

Pai hoc Can Tho

Giang vién tai BM. Ngon ngit va Van
hoa Anh

08/2005 - 08/2006

Pai hoc Can Tho

Hoc lay bang Master nganh Giao duc
hoc tai Bi

02/2010 - 08/2014

Pai hoc Can Tho

Hoc 14y bang Tién sy nganh Ngon
ngir tai Bi

04/2018 - 03/2020

Pai hoc Can Tho

Giang vién chinh tai BM. Ngbn ngit
va Van hoa Anh

05/2018 - 06/2021

Pai hoc Can Tho

Truong BO mon BM. Ngon ngit va
Vin héa Anh

05/2018 - 04/2021

Pai hoc Can Tho

Pho Trudng khoa Khoa Ngoai ngi

04/2020 - nay

Pai hoc Can Tho

Giang vién cao cip tai BM. Ngon
nglt va Van héa Anh

04/2021 - nay

Pai hoc Can Tho

Pho Trudng khoa Khoa Ngoai ngir

06/2021 - nay

Pai hoc Can Tho

Truong BO mon BM. Ngon ngit va
Vian hoa Anh
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2. Hwéomg dan luan van thac si, luan an tién si.

2.1 Lun an tién si

STT

Tén nghién citu sinh Tén dé tai Nim bao vé

1

Ho Thi Phung Duyén
(Pdng hudng dan)

Teaching Intercultural
Communicative Competence
(ICC) to Business Students - a 2021
Case Study at a College in
Vietnam

2.2 Luan van thac si

STT A A A A Nim
Tén hoc vién Tén de tai A

bao vé

1 |Tran Hoang Oanh | High School Specialized Students 2016

English Learning Demotivating Factors

Ping Kiéu Tién

An Investigation of Gifted High School
Teachers and Students Perception on 2016
Pronunciation Instruction

L& Nhu Phuong Thuy

An Investigation into the Relationship
Between EFL High School Students
Self - Regulated Learning Strategies 2016
and Their Level of Writing
Performance

Nguyén Hoang Anh

Students’ Perception of Using
Authentic Materials for Medical 2017
English Terminology Retention

Nguyén Lam Giang

Teachers’ Questions in Reading
Classroom and Students’ Critical 2017
Thinking Development

Nguyén Van Thim

Factors Inhibiting Vietnamese Non-
majored English Students” Willingness | 2017
to Communicate.
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STT

Tén hoc vién

Tén de tai

Nam
bao vé

Ha Thi Bich Ngan

Non English Major Students’ Common
Errors in Paragraph Writing and Their
Preferences of Teachers Feedback: A
Case at a College in Can Tho City.

2018

Nguyén Trong Nghia

EFL Nursing Students Problems in
Reading Medical Academic Texts :
A Case in a Medical College in
Can Tho City

2018

Tran Thi Thanh Thay

The Impact of Semantic Map and
Questioning in pre-reading stage on
EFL Gifted High School Students
Reading Comprehension: A
Comparative study

2018

10

Phan Quéc Toan

The Impact of Using Analytic Rubrics
for Peer Assessment and for Self-
Assessment on Students Essay Writing

2019

11

Cao Thi Mai Thy

EFL Teachers Expectations and
Satisfaction about the Professional
Development Activities in a Foreign
Language Center

2019

12

Tran Thi Diém My

Employers Requirements for Bachelor
Graduates of English Translation and
Interpretation Program: A case in the
Mekong Delta of Viet Nam

2019

13

Nguyén Thi Kim
Sang

An Investigation into the
Implementation of a Mentoring
Program for EFL Novice Teachers at
an English Center in Mekong Delta

2020

14

Chung Kim Phuyng

The Impacts of the Implementation of
the Flipped Model on High School EFL

2020
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STT . - N R e Nim
Tén hoc vién Tén de tai A
bao v¢
Students Reading Comprehension and
Intrinsic Motivation
15 Nauvan Nhit Ph EFL Learners Speaking Anxiety -
guyen Nhat Phuong Aocio-Cultural Related Causes and 2020
Solutions

IV. QUA TRINH NGHIEN CUU KHOA HQC

1. Céc dé tai nghién ciru khoa hoc di thuc hién

STT | a o ve < .
Tén dé tai nghién ciu/linh | Nam hoan

vue ap dung thanh

Paé tai cip (Co
so, bo, nganh,
truwong)

Trach nhiém
tham gia
trong dé tai

Tim hiéu thuc trang va dé
xudt giai phap ddy manh
hoat d(f)ng. nghlé.n cuu khoa 2016
hoc cho giang vién tiéng
Anh tai Truong Dai hoc Can
Tho

Pé tai cap truong

Chu nhiém

Cai tién chuong trinh tiéng
Anh cua céc nganh Cong

2 |ngh¢ Sinh hoc va Nudi tréng 2017
Thuly san tién tién tai
Truong Pai hoc Can Tho

Pé tai cap truong

Chu nhiém

Thuc trang va giai phap
nang cao nang luc tiéng Anh 2019
cho sinh vién chuyén ngir

Truong Pai hoc Can Tho

Pé tai cap truong

Chu nhiém

Thuc trang va giai phap cia
4 | viéc hoc két hop trén 16p va 2019
tryc tuyén trong chuong

Pé tai cap truong

Thanh vién
chinh
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STT R s o . . Pé tai cé"lp (Co |Trach nhiém
Tén dé tai nghién ciru/linh | Nam hoan . . .
) . so, by, nganh, tham gia
vue ap dung thanh . X Lae
truong) trong de tai
trinh tiéng Anh nganh chat
luong cao va tién tién &
truong DH Can Tho
Nghién ctru tinh thich tng
1a chuong trinh dao t "

i cuac g trinh dao tao - N ‘ Thanh vién
nganh bién dich — phién dich ¢taicap truong| .
tiéng Anh v&i nhu ciu cua
nha tuyén dung
Khao sat y kién cta giang

ién va sinh vién vé chuo "
Vl‘el’l va sin ‘Av1ef1;ve c nig o ‘ Thanh vién

6 |trinh hoc phan tiéng Anh can 2021 be¢ tai cap truong chinh
ban 3 hudng t6i dat chuin
dau ra Bl

2. Séch va giéo trinh xuat ban.

Nam |
. , , Tac| Pon
STT Tén sach Nha xuat ban | xuat So ISBN ac ,O g
i gia |tac gia
ban
Giéo trinh Ngir . :
Nha xuat ban Dai
1 hap nang cao \ “| 2016 (9786049196775 X
phap nang hoc Can Tho
Giao trinh Noi Nha xUAt ban Dai
a an oa
2 trude co hi ) | 2016 (9786049197024 X
ruéc céng chlng hot Cin Tho
Ngt phap can ban
3 1 Pai hoc Can Tho| 2016 9786049197017 X
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Ngir phéap cin b3 ,
. gup azp can banl \ ha xuét ban Pai Jo17 | 878-604-919- y
hoc Can Tho 806-9
Ngir phap dirng
dung (English | Nha xuit ban Dai 978-604-965-
Grammar in Use)| hoc Can Tho -
Noi trude cd ,
3 o ;Ilj”: N9 | Nha xuét ban Pai 978-604-919- y
J hoc Cn Tho 702-4
Using Alternative
Assessment to
Improve EFL NOVA Science
Learners’ ) 978-1-53615-
7 Learnin Publishers, (New 161-9 X
-arming York) 2019.
Achievement:
From Theory to
Practice

3. Cac cong trinh nghién ctru khoa hoc di cong bo .

1. Phwong Hoang Yén, Kris Van den Branden, Elke VVan Steendam, Lies Sercu. 2015.
THE IMPACT OF PPP AND TBLT ON VIETNAMESE STUDENTS' WRITING
PERFORMANCE AND SELF-REGULATORY WRITING STRATEGIES. International
Journal of Applied Linguistics. 166. 37-93.

2. V6 Phuong Quyén, Ly Thi Bich Phuong, Phwong Hoang Yén. 2016. IMPROVING
ENGLISH TEACHING QUALITY USING ACTION-RESEARCH: MEKONG DELTA
TEACHERS’ PERCEPTIONS. Developing Educational Professionals in Southeast Asia
DEPISA Monograph no. 4. . 60-70.

3. Phuwong Hoang Yén, Nguyén Thi Qué Phuong. 2016. EFFECTS OF PEER
FEEDBACK ON FACEBOOK ON HIGH SCHOOL STUDENTS’ WRITING
PERFORMACE AND ATTITUDES. ICELT 2016 - Exploring new paths to a better
future of ELT in a globalised world - Ho Chi Minh City - Oct. 2016. . 250 - 267.
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4. Phwong Hoang Yén. 2016. CHALLENGES OF SHIFTING TO TASK-BASED
LANGUAGE TEACHING: A STORY FROM A VIETNAMESE TEACHER. Tap chi
Khoa hoc Truong Pai hoc Can Tho. Sb 02. 37-45.

5. Phwong Hoang Yén, Nguyén Phuong Thio. 2017. TEACHERS’ PERCEPTIONS
TOWARD USING COMMUNICATIVE LANGUAGE GAMES IN TEACHING
YOUNG EFL LEARNERS. IOSR Journal of Research & Method in Education. Volume
7, Issue 3 Ver. Il (May - June 2017). 55-60.

6. Phwong Hoang Yén, Pham Nguyén Thao Nguyén. 2017. THE IMPACT OF BOARD
GAMES ON EFL LEARNERS’ GRAMMAR RETENTION. IOSR Journal of Research
& Method in Education. Volume 7, Issue 3 Ver. Il (May - June 2017). 61-66.
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| Journal of Edwcational Research, 8(6), 2678-2685 (Scopus, 4) 1
I Nguyén Thi Thanh Nhan, Nguyén Bins Hudn (2020). Classroom participation |
in EFL speaking classes: Students’ perceptions. Imternational Journal of
| fnnovative Research and Development, 9 (4), 1-8,

32 Trdn Thi Didm Phuong. Nguyén Bire Hudn, (2020). EFL feachers’ beliefs and |

practices of leaching pronunciation in & Vietnamese setting. Universal Journal _

Pham Thj Hong Nhung, Nguydn Birw Huin (2021). Difficalties in English
speaking skills of non-majored English treshmen at a university. International

|| Journal of Innovative Research and Development, 1(8), 11-17

| Science and Management Studies, 4(3). 195-201

1 Nguyén Bio Tokn, Nguyén Biru Hudn (2021). Teachers’ beliefs about the .

impact of students’ peer correction at post-writing stage on letter writing.
| International Journal of Science and Management Studies, #3), 122-133

35 Trinh Minh Ly, Nguy&n Biu Huin (2021). FFL students’ perceptions of |

collaborative writing in a private university, Vietam. International Journal of

4. Linh vire nghién ciru khoa hoc chinh

ESEEITmRe - = - — . o ~oem s o)
I | Giang day tiéng Anh nhu mot ngdn ng
(Teaching English as a foreign language) R PO, 2
2 | Gidng day va hoc tip tich cyc (Active learning strategies)
3 | Xu hudmg phat trien chuyén mon gidng day (Research trends in ELT) |
Cen The ngay 1 tiing 7 ndm 2021
Xic¢ nhin cia Trwing Dai hge Cin Tho Ngwiri khai kv tén

TL.Hiu truwimg
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BO GIAO DUC VA PAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM
TRUONG DAI HQOC CAN THO Doc 1ap - Tw do - Hanh phiic

LY LICH KHOA HQC

I.LY LICH SO LUQC

Ho va tén: Nguyén Anh Thi Gi6i tinh: Nam

Ngay, thang, nam sinh: 02/12/1985 Noi sinh: Bén Tre

Qué quan: Mé Cay Nam Dan tdc: Kinh

Hoc vi cao nhét: Tién si Nam, nudc nhan hoc vi: 2018, Bi

Chtrc vy hién tai: Truwédng B mén
Don vi cong tac hién tai: Truong Dai hoc Can Tho
Chd ¢ riéng hodc dia chi lién lac: 128, dudng s6 5, Thoi Nhyt 2, An Khanh, Ninh Kiéu, Can Tho

bién thoai lién hé: CQ: NR: Db: 0919137545
Fax: Email: nathi@ctu.edu.vn

II. QUA TRINH PAO TAO

1. Pai hoc:

H¢ dao tao: Chinh quy tap trung

Noi dao tao: Pai hoc Can Tho

Nganh hoc: Su pham tiéng Anh

Nudce dao tao: Viét Nam Nam tét nghiép: 2007

2. Sau dai hoc

- Thac si nganh/chuyén nganh: Ly luan va Phuong phap day hoc B6 mén Tiéng Anh
Nam cap bang: 2010

Noi ddo tao: Khoa Su pham — Truong Pai hoc Can Tho

- Tién si chuyén nganh: Ngon ngit hoc Nam cap bang: 2018

Noi dao tao: KU Leuven — Bi

- Tén luan an: Task-based Language Teaching: English as a Foreign Language in Vietnam
3. Ngoai ngir: 1. Phép Mtrc d0 str dung: C

111. QUA TRINH CONG TAC CHUYEN MON
1. Céc hoat dgng chuyén mon da thuc hién

Chirc danh, chirc vu, don vi cong tac (dang, chinh quyén, doan thé, t6
chire xa hoi), ké ca thoi gian dugce dao tao, boi dudng vé chuyén mon,
nghiép vu,...

Tu thang, nam
dén thang, nam

12/2009 - 09/2011 | Giang vién, Khoa Thuy san
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10/2011 - 03/2012

T4 trudong cong doan, Khoa Thuy san

04/2012 - 12/2012

UVTYV Poan TN khoa, Khdi PB; T6 trudng cong doan, Khoa Thuy san

01/2013 - 04/2013

UVTV Doan TN khoa, Khéi PB; T6 truong cong doan, Khoa Khoa hoc Xa

hoi va Nhan van

04/2013 - 10/2013

Té trudong cong doan, Khoa Khoa hoc X3 hoi va Nhan vin

10/2013 - 03/2015

Giang vién, Khoa Khoa hoc Xa hgi va Nhan van

03/2015 - 04/2019

Giang vién, Khoa Ngoai ngit

05/2019 - 06/2021

Truong B mon, Khoa Ngoai ngil

06/2021 - 06/2021

Truéng B mon, Khoa Ngoai ngi

06/2021

Truéng B mon, Khoa Ngoai ngir

2. Huwéng din ludin vin thac si, luan an tién si.

STT Tén hoc vién Tén dé tai Nim bao vé

1 | V3 Phuong Anh Vietnamese EFL Teachers’ Perceptions of 2020
Task-based Language Teaching and its
implementation

2 | Nguyén Thi My Huong | Impacts of a training program on Task-based 2020
Language Teaching: Voices from Vietnamese
teachers

3 | V0 Xuan Thu Effects of Task-based Language Teaching on 2020

Vietnamese EFFL High school students’
speaking ability

IV. QUA TRINH NGHIEN CUU KHOA HQC

1. Cac dé tai nghién ciru khoa hoc di va dang tham gia (thudc danh muc Hdi dong Chiic
danh giao sw nha nwdéc quy dinh):

TT Tén dé tai nghién ctru dau/Niam B9, nganh,

Nam bat | Deé tai cap (NN,

hoan thanh treong)

Trach nhiém tham
gia trong de tai

1 | Khao sét sy hai long cua nguoi | 2020/2021 | Dé tai NCKH cip | Cha nhiém dé tai

hoc ddi voi Chuong trinh dao Truong
tao nganh Su pham tiéng Anh
tai Truong Pai hoc Can Tho
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2. Séch va gido trinh xuat bin
STT | Tén sach Nha xuat ban | Nam xuat ban | S6 ISBN Tac gia | Dong tac gia
1 A Handbook | Pai hoc Can 2021 978-604-965- X
of VSTEP Tho 467-1

Preparation
Test — Level 3

3. Csic cong trinh khoa hoc d3 céng b (thude danh muc Hoi dong Chire danh gido sw
nha nwéc quy dinh): Tén céng trinh, nim cong bo, noi cong bo.

Nguyén Anh Thi, Nguyén Thi Ngoc Lién. (Forthcoming). Vietnamese EFL Pre-service
1 Teachers” Perceptions of the Quality of a Training Course on English Language Teacher
Education. Can Tho University Journal of Science (Chd xudt ban).

Nguyén Anh Thi, Koen Jaspaert. 2020. Implementing Task-Based Language Teaching
2 in an Asian context: Is it a real possibility or a nightmare? A Case study in Vietnam. ITL
- International Journal of Applied Linguistics. Published online. 1-31. (Da xuét ban)

Nguyén Anh Thi, Phuong Hoang Yén. 2020. Impacts of a One-Shot Training Program
3 for in-service teachers on the application of Task-Based Language Teaching. Can Tho
University Journal of Science,12(3), 38-46. (D xuét ban).

Tran Thi Hué, Nguyén Anh Thi. 2018. Effects of English Collocation Instruction on
Vietnamese Students' Writing Performance. The VietTESOL International Conference

» 2017 - ENGLISH LANGUAGE EDUCATION IN DIVERSE CONTEXTS. 69-83. (D4
xuét ban).
Nguyén Anh Thi, Koen Jaspaert, Kris Van den Branden. 2018. EFL Teachers'

5 Perceptions of Task-Based Language Teaching in a Vietnamese university. The

European Journal of Applied Linguistics arid TEFL, 7(1), 73-90. (Da xudt ban).

4. Linh vue nghién ciu khoa hoc chinh

STT Tén linh vue
1 Task-based Language Teaching
2 Teacher training of Task-based Language Teaching
3 English teaching pedagogy

Can Tho, ngay (Y| thang “Jndm 2021

X#c nhén cia Truong Pai hoc Cin Tho Ngudi ké khai

TL. Hiéu trwéng

Nguyén Anh Thi




BO GIAO DUC VA PAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM

TRUONG PAI HOC CAN THO Poc lap - Tw do - Hanh phuc
LY LICH KHOA HOC
|. LY LICH SO LUQC
Ho va tén: NGUYEN VAN LQI iGidi tinh: Nam
Ngay, Nam sinh: 08/10/1972 Noi sinh: My phudc, Long Xuyén, AG

ué quan: Hoang Ngb, Qudc Oai, Ha Noi
Que g gNeo, Q ' Dan toc: Kinh

Hoc vi cao nhat: Tién si Nam nhan hoc vi: 2011

Chtre vu: Khéng

Pon vi cong tac: BO mon Phuong phéap day hoc tiéng Anh, Khoa Ngoai ngit, DHCT
Dia chi lién lac: 50/76 Tran Hoang Na, Hung Loi, Can Tho

DPién thoai lién hé: 0948709772 Email: loinguyen@ctu.edu.vn

II. QUA TRINH PAO TAO

1. Dai hoc
H¢ dao tao: Chinh quy tap trung Noi dao tao: Pai Hoc Can Tho
Nganh hoc: Anh van Nam tot nghiép: 1994

Nudc dao tao: Viét Nam

2. Sau dai hoc

Thac si nganh: Ngon ngit Anh Nim cap bang: 2000

Noi dao tao: Pai hoc Ngoai nglr, PHQG Ha Noi

Tén Luén Van: Causes of errors in written English of full-time Vietnamese students of
English at the intermediate level

Tién si chuyén nganh: Gido duc hoc (Ly ludn day hoc bo mon tiéng Anh)

Nim cép bang: 2011

Noi dao tao: BPH Waikato, New Zealand

Tén luan an: Dynamic conceptions of input, output and interaction: Vietnamese EFL
lecturers’ learning Second Language Acquisition theory

3. Ngoai ngtr: Phap van (B), Anh van (tuong duong C1)

4. Chtrng chi khac: Nghiép vu su pham giang day dai hoc

1
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I11. QUA TRINH CONG TAC CHUYEN MON
1. Qua trinh cong tac

Thoi gian | Noi cong tac Cong viéc dim nhiém
10/1994 - | Khoa Ngoai ngft, . .
: . 5 Tap su giang day
12/1996 | Truong Pai hoc Can Tho
01/1997- | Giang vién co hiru Khoa su| Hoc thac si tai Truong PH ngoai ngir, PHQG|
12/1999 |pham, truong DPHCT Ha Noi
Giang vién B6 mon su pham tiéng Anh: Giang
01/2000- |Khoa Su pham, day cac hoc phan k¥ ning tiéng Anh, Hinh vi
12/2006 | Truong Pai hoc Can Tho |hoc, Bién dich, Tiép thu ngon ngit 2, huéng dan|
luan van dai hoc
01/2007 Giang vién co hiru Khoa su| Nghién ciru sinh tién si nganh Gido duc hoc,
10/2010 pham, chuyén nganh 1y luan day hoc tiéng Anh tai
Trudng Pai hoc Can Tho | New Zealand
Giang vién chinh, Pho truéng bo mén Su pham|
tiéng Anh: Giang day c4c hoc phan ngon ngi
hoc din luan, qua trinh tiép thu ngdn ngit 2,
10/2010- |Khoa Su pham " hén dav hoe tibng Adh n 1 d
) vong phap day hoc tiéng Anh, nguyén a
07/2012 | Truong Dai hoc Can Tho P {g phap Gy - % ) gvy Y Ny
hoc tiéng Anh, huong dan luan van thac si,
nghién ctu khoa hoc; phu trach cong tac dao
tao.
Giang vién chinh, Truéng bd mon su pham
tiéng Anh: Giang day hoc phan ngén ngit hoc
dan luan, qua trinh tiép thu ngdn ngit, nguyén 1y
07/2012- |Khoa Su pham, 4 1P T MEOT TIRH, HSUYER )
. . \ day hoc tiéng Anh, ng dung CNTT trong giang
03/2015 |Truong Pai hoc Can Tho .; ] X L N
day tiéng Anh, huéng dan luan van thac si,
nghién ctru khoa hoc; quan 1y cong tac chuyén
mon
Trudéng bd moén, B mon Phuong phap day hoc
tiéng Anh: Giang day hoc phan ngén ngit hoc
dan luan, qua trinh tiép thu ngdn ngit, nguyén 1y
03/2015- |Khoa ngoai ngir ' (Al . b son e new s ’
. ) N day hoc tiéng Anh, ung dung CNTT trong giang
5/2019 Truong Pai hoc Can Tho

day tiéng Anh, huéng dan luan vin thac si,
nghién ctru khoa hoc; quan ly cong tac chuyén|
mon
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Giang vién chinh, B mon Phuong phap day
hoc tiéng Anh: Giang day qua trinh tiép thyl
5/2019- |Khoa ngoai ngir ngdn ngit, nguyén 1y day hoc tiéng Anh, tng
nay Truong Pai hoc Can Tho | dung CNTT trong giang day tiéng Anh, Phuong

phap nghién ctru khoa hoc, huéng dan luan van

thac si, nghién ctru khoa hoc

2. Kinh nghiém chuyén mon

TT Néi dung Pon vi té chiic Nim

1. | TOT workshop on English for SAMEO - Bé 4n 10/ 2014
Teaching and ICT in teaching English | NNQG2020

2. | Leadership skills development program | Institute of continuing & 12/2013
Tesol Education-
University of Queensland -

Australia
3. | Introduction to online learning for EFL | University of Oregon - 12/2012
educators American English Institute

4. | Vietnamese Teacher Training Program | English Language Institute | 12/2012
-Victoria University of
Wellington- NZ va Bé &n

NNQG 2020
5. | Designing and Implementing Case- Khoa su pham- DPai hoc 12/2010
based Instruction in Higher Education | Can Tho va Khoa su
(Active interpreter) pham dai hoc Michigan
University
6. | Creating ESP Materials: What and Pai hoc Can Tho va World | 01/2005
How? University Service of
Canada
7. | Methodology for ESP Teaching Pai hoc Can Tho va World | 04/2005
University Service of
Canada
8. | Quality Assurance in Language CAMTESOL - IDP 02/2010
Teaching
9. | Boi dudng Phuong phap giang day Pé an NNQG2020 Thang
tiéng Anh cho gi4o vién THCS céc tinh 7/2012
DBSCL
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10. | B6i dudng phuong phap giang day Pé 4n NNQG2020 Thang
tiéng Anh cho giéo vién THPT céc tinh 7/2013
PBSCL

11. | B6i dudng st dung CNTT trong day Dé 4n NNQG2020 Thang
hoc tiéng Anh cho giang vién DH Tién 9/2014
Giang

12. | Tap huan chuyén giao st dung CNTT | Bé &n NNQG2020 Thang
trong day tiéng Anh cho giang vién cét 7/2013
can céc trudng cao ding dai hoc dia
phuong

13. | B4o cao vé st dung chuan trong quan | Bé &n NNQG2020 Thang
1y dao tao - Hoi thao Tap huan xay 12/2014
dung don vi dién hinh day tiéng Anh
bac tiéu hoc

14. | Tap huan danh gia thuong xuyén cho | Bé an NNQG2020 Théng
giang vién cac truong Cb-bH dia 12/2015
phuong

15. | Tap huan nang cao ning luc phat trién | Bé &n NNQG2020 Théng
gido trinh giang day cho GV Cb-bH 3/2016
dia phuong

3. Pé tai ludin vin thac si da huéng din thanh cong trong 5 nim gin nhat

STT Tén dé tai Nim

1 Responses of high school EFL teachers in the Mekong delta to 2016
attaining the standards-based proficiency level

5 Teacher motivational strategies: EFL high school teachers’ practices| 2016
and students’ attitudes

3 An investigation into the validity of an English reading achievement| 2016
test at a university in Mekong delta

A Teachers’ perceptions and use of metacognition - promoting 2017
guestions in the general English classroom at a university
Negotiation of meaning in online voice interaction: native speaker 2018

5. |teacher - Vietnamese EFL learner and non-native speaker teacher -
Vietnamese EFL learner

6. | The effect of Moodle quizzes on EFL grade-10 students’ vocabulary| 2018
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retention

. Implementing project activities in Tieng Anh 10 and 11: EFL 2018
teachers’ challenges and strategies

3 The effect of a text-driven approach to task-based EFL language 2019
teaching on EFL teenager learners’ reading comprehension

9 The impact of Moodle-assisted activities for vocabulary recycling 2019
on EFL grade-11 students vocabulary retention

10, High school EFL teachers’ self-assessment of their technological 2020
pedagogical content knowledge: A case study in An Giang

11 The effect of idiom instruction on EFL teenage learners retention of 2020

idioms: A study at a private language center in the Mekong delta

IV. QUA TRINH NGHIEN CUU KHOA HQC

1. Céc @@ tai nghién ciru khoa hoc da thuc hién

Nam + ..| Trach nhiém
TT (Tén dé tai nghién ctru/linh vue dp dung hoan })eital tham gia trong dé
thanh | 7 tai
Ning lyc tiéng Anh cua sinh vién Su pham
1. |Anh van trong chuong trinh dao tao theo tin| 2012 |Co sé Chu nhi¢m
chi
INang cao tinh ty chu trong hoc tap cho sinh
2. [vién chuyén Anh van: Nhan thtc va viéc| 2014 Co so Chu nhiém
thuc hién ciia giang vién tiéng Anh
Hi¢u qua cia mé hinh dao tao két hop day )
3. ] o 2016 Co so Chu nhiém
hoc du an trong dao tao gido vién tiéng Anh
Khao sat nang lyc ung dung CNTT trong
4. |day hoc tiéng Anh cua gido vién THPT khu| 2021 Co so Chu nhiém

vuc DPBSCL
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2. Cac cong trinh nghién ciru khoa hoc xuit ban

TT | Tén codng trinh Niam | Trach | Tén tap chi/Nha XB
XB | nhiém

1. | Vietnamese EFL teachers’ beliefs | 2020 | Tac gia | Asian EFL Journal, s6 24 (2)
and practice of alternative SCOPUS (Q2)
assessment in teaching English at
secondary school

2. | Online Meaning Negotiation: 2020 | bong | Language Learning and
Native-Speaker Versus Non-native tac gia | Technology, s6 24 (3)
Speaker Teachers &Vietnamese SCOPUS, ISI (Q1)

EFL learners

3. | A Case Study of Vietnamese EFL | 2020 | Tac gia | Journal of Language and
Teachers’ Conception of Language Education, s6 6 (1)

Output and Interaction SCOPUS (Q3)

4. | Unpacking perceptual and 2020 | Tac gia | PASAA: A Journal of
contextual influences on task-based language teaching and
instruction: A framework of teacher learning, s6 59
beliefs and practice SCOPUS index (Q3)

5. | EFL student engagement in an 2020 | Pong | Chuong sach: “Technology
English-for-specific-purposes tac gia | and the Psychology of Second
tourism class: Flipping the class Language Learners and Users”,
with Facebook NXB Palgrave. ISBN 978-3-

030-34211-1

6. | Moodle Quiz to support vocabulary | 2020 | Bong | European Journal of Foreign
retention in EFL teaching and tac gia | Language Teaching, s6 4 (4)
learning

7. | EMI in Vietnam: What High 2020 | Dong | International Journal of
School Teachers Think and Do tac gia | Language Teaching and

Education, s6 4 (1)

8. | An investigation of Vietnamese 2020 | Dong | European Journal of Foreign
EFL teenage learners' knowledge of tac gia | Language Teaching, s6 5 (1)
common English idioms:

Implications for idiom instruction

9. | Motivational Practice in High- 2020 | Téac gia | International Journal of
Schools in Vietnam: EFL Teachers’ chinh | Foreign Language Teaching
Strategies from Student Perspective and Research, s6 8 (30)

104




10. | The effect of idiom instruction on 2020 | bong | European Journal of Applied
EFL teenage learners' retention of tac gia | Linguistics Studies, sb 3 (1)
idioms

11. | Implementing project-based 2019 | Tac gia | International Journal of
learning: The case of Vietnamese chinh | Foreign Language Teaching
High-school teachers’ challenges and Research, S6 7 (26)

12. | Flipped model for improving 2018 | bong | Can Tho University Journal of
students’ English speaking tac gia | Science, s6 8
performance

13. | Promoting learner autonomy: 2017 | Tac gia | Can Tho University Journal of
Lesson from using project work as Science, S6 7
a supplement in English skills
courses

14. | High school EFL teachers' self- 2017 |Pong | HCM City University of
directed strategies in response to tdc gia | Education Journal of Science:
the standards-based proficiency Education Science, 14 (1)
level

15. | Validating an English reading 2016 | Pong | Da Nang University Journal of
achievement test tac gia | Science, 10 (107)

16. | Learner autonomy in Vietnam: 2016 | Tac gia | Language Education in Asia,
Insights from English language Special Edition, Phnom Penh,
teachers’ beliefs and practices IDP Education Cambodia Ltd.

ISBN: 978 99963 584 3 2

17. | Determinants of pre-service English | 2016 | Tac gia | International E-Journal for
teachers' proficiency variation Research in ELT, S6 2, Ky 1

18. | Phat trién tu duy phé phan trong 2016 | bong | Ngon ngir va Doi song, So 8
viét luan: Tac dong cua dién dan tac gia | (250)
thao luan trén Facebook

19. | Lop hoc nghich ddo: M6 hinh day | 2014 | Tac gia | Tap chi khoa hoc Truong Dai
hoc két hop truc tiép va truc tuyén. hoc Can Tho, S6 34, 56-61.

NXB DHCT
20. | A report on secondary school EFL | 2014 | Tac gia | Conference Proceedings on

teachers’ beliefs regarding
alternative assessment.

Language Testing and
Assessment for School-Age
Learners. 23-24 July, Hue
University College of Foreign
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Languages.

21. | Nang lyc tiéng Anh cua sinhvién | 2013 | Tac gia | Tap chi khoa hoc Trudng Dai
su pham tiéng Anh dugc dao tao hoc Cén Tho, S5 26, 1-8. NXB
theo chuong trinh 120 tin chi. PHCT.

22. | Conceptions of language input in 2010 | Tac gia | Language Education in Asia,

second language acquisition: A chinh | 2010, 1(1), 62-76.
case of Vietnamese EFL teachers.

23. | Tong quan nghién ctru vé kién thirc | 2021 | Tac gia | Tap chi khoa hoc Truong Dai

irng dung cong ngh¢ thong tin trong hoc Cén Tho, Sb 57.1
giang day tiéng Anh 186-195

24. | Vietnamese high school teachers’ 2021 | Téac gia | European Journal of Education
perceptions of TPACK in teaching Studies; 8.4.
English as a foreign language 183-198

25. | English proficiency gain and 2021 | Téc gia | International Journal of
mediating factors in training: A chinh | Learning, Teaching and
self-evaluation of pre-service Educational Research

‘ teachers 20, 1, 22-47 (Scopus Q4)

3. Sach/gido trinh xuét bin

TT | Tén sach Nha XB [ Ndm |[S6ISBN | Trach
XB nhiém
1 | A course book: Principles of English bai hoc | 2016 | 978-604- Chu bién
Language Teaching Cén 919-923-3
Tho
2 | A course book: Methodology in Dai hoc | 2017 | 978-604- Chu bién
teaching English to young learners Cén 919-987-5
Tho
3 | A course book: Teaching English Dai hoc | 2021 | 978-604-
with information and communication | Can 965-452-7
technology Tho

Can Tho, ngay V) thang Jnam 2021
Xac nhén cia Truong Pai hoc Can Tho Nguoi ké khai

Nguyén Viin Loi
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BO GIAO DUC VA BPAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM

TRUONG DAl HQC CAN THO Péc 1p — Ty do — Hanh phiic

LY LICH KHOA HQC

l. LY LICH SO LUQC

Ho va tén: LE XUAN MAI Gidi tinh: Nix
Ngay, Nam sinh: 16/09/1980 Noi sinh: Can Tho
Qué quan: Xa An Loi, H.Phung Hiép, Hau Giang, Dén toc: Kinh ~ Tén gido: Khong

Cho & riéng hoic dia chi lién lac: 285,duong Hang Gon,Yén Thanh, P.Thudng Thanh, Q.Cai Ring, Can Tho
Pién thoai lién hé: 0939286161 Email: Ixmai@ctu.edu.vn

Don vi cong tac: BO mon Tiéng Anh can ban va
chuyén nganh

Chtrc vu: Truong BO mon
Ngach vién chuc: Gidng vién Tham nién cong tac: 19 nam

Trinh d¢ chuyén mon cao nhat: Tién s¥

Il. QUA TRINH PAO TAO

1. Pai hoc

H¢ dao tao: Tap trung Noi dao tao: PH Céan Tho
Nganh hoc chuyén mon: SP Anh van Nam tot nghiép: 2002

2. Thac si

Thoi gian dao tao: 1.5 nam Noi dao tao: DPH Monash

Chuyén nganh dao tao: Gido duc hoc

Tén luan van:
English Teachers’ Self-Efficacy in Blended Teaching at Can Tho University, Vietnam

Nam duoc cép bﬁng: 2008
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3. Tién si

Thoi gian dao tao: 04 nam Noi dao tao: PH Sydney
Chuyén nganh dao tao: Gido duc hoc

Tén luan an:

Lecturers’ adoption and integration of information and communication technology in English teacher
education at two universities in the Mekong Delta, Viet Nam

Nam dugc cip bang: 2016
4. Ngoai ngir

, Mitic d6 thanh thao: Trinh 46 B
1. Phap

I1l. QUA TRINH CONG TAC CHUYEN MON

1. Cac hoat dong chuyén mén da thwc hién.

Thai gian Noi cong tic Cong viéc dam trach
10/2002 - nay Pai hoc Céan Tho Giang vién tai truong Dai hoc Can Tho
05/2006 - 12/2007 | Pai hoc Can Tho Hoc ldy bang Master nganh Gigo duc hoc tai Uc
10/2009 - 01/2011 |Dai hoc Can Tho Pho Truong b mon
01/2011 - 03/2015 |Dai hoc Can Tho Hoc lay bang Tién sy nganh Gido duc hoc tai Uc
04/2015 — nay Pai hoc Cin Tho TI’I\IO‘Ilg B9 mon BM. Tiéng Anh can ban va chuyén
nganh
2. Hwéng dan luan van thac si.
STT Tén hoc vién Tén dé tai Nim bao vé

EFL teachers’ beliefs and practices of formative
1 |[Ta Thi Thanh Lan assessment in the classroom: A case of Vinh 2017
Long province

Lecturers’ and students’ perceptions towards
2 | Pham Thanh Loan using interactive whiteboard in EFL classrooms: 2017
A case at a university in the Mekong Delta
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Théai Thi Kim Ngoc

An Investigation into High School Students’
Motivation and Preparation for Internet
Olympiads of English (IOE) Contests: A Case in
Soc Trang Province

2017

Lé Thi Diém

EFL High School Teachers’ Strategies to
Promote Students’ Willingness to Communicate
in English: Teachers’ Perceptions and Practices

2018

Tran Thi Qué Nhi

High School Students’ Perceptions of the Use of
Facebook-based E-portfolios in Writing

2018

Nguyén Thi Minh Trang

Professional development for EFL high school
teachers: expectations and experiences. A case
study in Soc Trang province

2018

Nguyén Thi LAm Dan

Professional development needs of EFL
secondary and high school teachers: A case
study in Bac Lieu city

2018

Phan Thj Nguyét Qué

An Giang Medical College Teachers’ And
Students’ Evaluations Of English For Specific
Purposes CourseBook For Students Of Health
Sciences

2018

Bui Thi My Duyén

EFL Primary School Teachers’ Professional
Development in Can Tho city: Evaluation and
Post Training Stage

2018

10

Dinh Thanh Hung

Teachers’ perceptions of the use of E-textbooks
in EFL classes at Lower Secondary Schools in
Dong Thap Province

2019

11

Nguyén Thi T Quyén

EFL Teachers’ Evaluation of the Coursebook
“Skillful 02” for English Foundation Program at
a University in Can Tho

2019

12

Phan Thanh Dat

An investigation on EFL teachers’ expectations
and satisfaction on the teaching pedagogy
training courses in Can Tho

2019

13

Lé Thanh Thao

EFL High-School Teachers’ Perceptions of ELT
Pedagogical Reforms and Their Practice in
Response to These Reforms

2020

14

L& Khanh Ngoc

Factors Influencing Students’ Low Participation

2020

3
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in English Speaking Classrooms: Teachers’ and
Non-Majored English Students’ Perceptions

15

Huynh Thién Chi

Students’ Low Participation in English Speaking
Classes: High School Students’ Perceptions of
Influential Factors and Suggestions

2020

IV. QUA TRINH NGHIEN C’'U KHOA HOC

1. Cac dé tai nghién ctru khoa hoc da thwe hién.

STT

Tén dé tai nghién ciru/linh vue 4p dung

Peé tai cap(Co s,
b, nganh,
truong)

Nam
hoan thanh

Trach nhiém
tham gia
trong de tai

Danh gia cac loai hinh phat triénl chuyén . )
moén cho giang vién giang day tiéng Anh 2020 bé tai cap truong
can ban tai Truong Pai hoc Can Tho

Chu nhiém

2. Sach va giao trinh xuét ban.

STT Tén sach Nha xuft ban | YoM | Chu | Dong
xuat ban| bién | tac gia
1 Listening — Speaking 2 (Nghe Nai 2) Truong PHCT 2021 X
2 Reading 2 (Poc hiéu 2) Truong PHCT 2021 X
Anh van chuyén nganh Bao v¢ thuc vat
3 | (Academic English in Plant Protection) Truong PHCT | 2020 X
4 Ngir phap dimg dung (English Grammar in Use)| Truong DPHCT 2018 X
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3. Céc c6ng trinh nghién ctru khoa hoc da céng bé.

1. L& Xuan Mai. 2013. INTRODUCING ICT INTO AN ENGLISH LANGUAGE TEACHER
EDUCATION PROGRAM IN VIETNAM. DEPISA Monograph. 02. 113-129.

2. L& Xuan Mai, V3 Kim Hong. 2014. FACTORS AFFECTING SECONDARY-SCHOOL
ENGLISH TEACHERS' ADOPTION OF TECHNOLOGIES IN SOUTHWEST VIETNAM.
Giang day tiéng Anh. Volumn 5, Issue 2. 198-215.

3. L& Xuan Mai, Tran Thi Qué Nhi. 2018. HIGH SCHOOL STUDENTS’ PERCEPTIONS OF
THE USE OF FACEBOOK-BASED E-PORTFOLIOS IN EFL WRITING: A CASE IN THE
MEKONG DELTA, VIETNAM. European Journal of Education Studies. 4. 27-48.

4. L& Thi Diém, L& Xuan Mai. 2018. STRATEGIES TO PROMOTE STUDENTS’
WILLINGNESS TO COMMUNICATE IN ENGLISH: TEACHERS’ PERCEPTIONS AND
PRACTICES. The 6th Open TESOL international conference. . 192-210.

5. Lé Xuan Mai, Nguyen Thi Minh Trang. 2019. PROFESSIONAL DEVELOPMENT FOR
EFL HIGH-SCHOOL TEACHERS: A CASE STUDY IN THE MEKONG DELTA. 1st

International Conference on Innovation of Teacher Education; Dai hoc Qudc gia Ha Noi, thang
11/2019. . 74-85.

6. Lé Xuan Mai, Lé Thanh Thao. 2020. ENGLISH LANGUAGE TEACHING REFORMS IN
VIETNAM: EFL TEACHERS’ PERCEPTIONS OF THEIR RESPONSES AND THE
INFLUENTIAL FACTORS. Innovation in Language Learning and Teaching. 0. 1-12.

7. Lé Thanh Thao, L& Xuan Mai. 2020. EFL HIGH-SCHOOL TEACHERS’ RESPONSES TO
ELT PEDAGOGICAL REFORMS IN THE MEKONG DELTA, VIETNAM. European Journal
of Education Studies. 7. 157-170.

8. Huynh Thién Chi, L& Xuan Mai. 2020. SUGGESTIONS FOR PROMOTING STUDENTS’
PARTICIPATION IN ENGLISH SPEAKING CLASSES: STUDENTS’ PERCEPTIONS.
European Journal of Education Studies. 7. 514-534.

9. L& Kh&nh Ngoc, Lé Xuan Mai. 2020. FACTORS AFFECTING NON-MAJORED ENGLISH
STUDENTS’ LOW PARTICIPATION IN EFL SPEAKING CLASSROOM: A CASE IN
VIETNAM. European Journal of Education Studies. 7. 264-287.

10. Dinh Thanh Hung, L& Xuén Mai. 2020. EFL TEACHERS’ PERCEPTIONS OF THE USE
OF E-TEXTBOOKS AT SECONDARY SCHOOLS IN DONG THAP PROVINCE. Tap chi
Khoa hoc Truong Pai hoc Can Tho. Vol. 12, No 2. 15-24.

11. Lé Xuén Mai. 2020. EFL LECTURERS’ NEEDS FOR PROFESSIONAL DEVELOPMENT:

A CASE STUDY OF AN INSTITUTION IN THE MEKONG DELTA. Tap chi Khoa hoc Trudong
Pai hoc Can Tho. Vol. 12, No 3. 7-16.
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12. Lé XuéAn Mai, Lé Thanh Thao. 2021. ELT PEDAGOGICAL REFORMS: EFL HIGH-
SCHOOL TEACHERS’ PERCEPTIONS AND RESPONSES. Tap chi Khoa hoc Trudmg Dai hoc
Cén Tho. Vol.13, No.1. 48-56.

4. Linh vweec nghién cru khoa hoc chinh.

1 | Khoa hoc giao duc hoc ndi chung, bao gém ca dao tao. su pham hoc, ly luan gido duc....

2 | Cée vén dé khoa hoc gido duc khac

3 | Ngbn ngir hoc g dung

4 | Nghién ctru ngdn ngir va van hoa khac

Cén Tho, ngay / théng Jndm 2021
X#c nhin cia Trudong Pai hoc Can The (Ngudi ké khai ky tén va ghi rd ho tén)

TL. Hiéu truwong

p

Lé Xuan Mai
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BO GIAO DUC VA PAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM

TRUONG PAI HQOC CAN THO Poc 1ap - Tu do - Hanh phiic
LY LICH KHOA HOC
I.LY LICH SO LUQC
Ho va tén: NGUYEN HAI QUAN Gi6i tinh: Nam
Ngay sinh: 16/08/1979 Noi sinh: Binh Tan, Vinh Long
Qué quan: An Thanh, Tan An Thanh, Binh Tan, Vinh Long Dan tdc: Kinh
Trinh d6 chuyén mon cao nhét: Tién si Nim nhén bang: 2018

Chtre vu: Khong
Pon vi cong tac: Bo mon Ngon ngit va Vin hoa Anh, Khoa Ngoai Ngit — Pai hoc Can Tho
Dia chi lién lac: 39 Méau Than, Phuong Xuan Khéanh, Quan Ninh Kiéu, Tp Can Tho

Dién thoai lién hé: 093 99 88 747 E-mail: nhquan@ctu.edu.vn
I1. QUA TRINH PAO TAO

1. Pai hoc .

H¢ dao tao: Chinh quy Noi dao tao: Pai hoc Can Tho

Nganh hoc chuyén mén: Su pham Anh Vin Nam t6t nghiép: 2001
Nudc dao tao: Viét Nam

2. Sau Pai hoc X

Thac sy chuyén nganh: Thac s§ Ngon nglr va Van hoa Chau Au (Ngon ngir Anh)

Nam cap bang: 2006

Noi dao tao: Pai hoc Antwerpen, Vuong Quéc Bi

Tén luan van: “Qua trinh phat trién ngir nghia ctia dong tir khiém khuyét trong tiéng Viét va tiéng
Anh”

Tién sy Khoa hoc Chuyén nganh Giang day Tiéng Anh (TESOL)

Nim cép bang: 12/ 2018

Noi dao tao: Pai hoc Wollongong, Uc

Tén luan van: Phuong phap day k¥ nang Noi tiéng Anh: Nhirng hiéu biét tir goc do tu duy va thyc tién
16p hoc cua gido vién Viét Nam (Speaking Pedagogy: Insights from Vietnamese EFL Teachers’
Cognitions and Classroom Practices)

3. Ngoai ngir

1. Tiéng Anh Murc 3o str dung: luu loat
IELTS: 8.0
2. Tiéng Phap Mirc d9 str dung: can ban
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I11. QUA TRINH CONG TAC CHUYEN MON

1. Cac hoat dong chuyén mon da thuc hién

Thoi gian Noi cong tic Cong viéc dam trach
11/2018-nay | BO mon Ngon ngir va Van Chuong Anh — Khoa Giang vién
Ngoai Ngir
01/2014 — Pang theo hoc chuong trinh,Tién si Gido duc Theo hoc chuong trinh
11/2018 (chuyén nganh Giang day tiéng Anh) tai Pai hoc Tién si
Wollongong, Uc
07/2012- Bo mon Anh van, Khoa Khoa hoc Xa hoi va Nhan Giang vién;
12/2013 van, DPHCT Pho truéng BO mon Anh
van
08/2009- B moén Anh vian, Khoa Khoa hoc X3 hoi va Nhan Giang vién;
06/2012 van, PHCT Pho truéng Khoa
09/2006- B moén Anh van — Khoa Su pham, PHCT Giang vién;
07/2009 Pho truéng Bo mon Anh
van
08/2005- Pai hoc Antwerpen, Vuong Quoc Bi Theo hoc chuong trinh
08/2006 Thac Sy
11/2001- B mon Anh van — Khoa Su pham, PHCT Giang vién
07/2005

2. Huéng din luin vin t6t nghiép cir nhén: sinh vién nganh Ngon ngit Anh

STT Tén hoc vién Tén dé tai Niim bio vé

1 | Nguyén Duy Binh Vietnamese High School Teachers' Perceptions of the 2020
Impact of the Existing PD Activities and Their Needs
for Further Development

2 | Lé Tan Phat Teaching Listening Skills to Young Learners in a 2020
Vietnamese Context: An Investigation from
Teachers’ Perspectives

3. Bién, Phién dich vién:

Hoi thao phdt trién thity, hdi san bén viing khu viee Mekong 2016; Bo Cong Thuong Viét Nam
TRIG Project (Ké hoach phat trién chién luoc dén 2020): Pai hoc Can

Public Management: S& Noi vu Thanh phé Can Tho

Climate Change: Water Issues in the Mekong Delta Project: Vién phat trién Dong Bang SCL;
Pai hoc Can Tho

Vietnamese History: Chuong trinh Hoc phﬁn nhiét d6i; Pai hoc Can Tho

Peer Educators for Drug Addicts and Sex Workers (Chwong trinh gido duc Déng dang vién):
Hoi thao du an SIDA

7. Switching to the Credit System: Hoi thao Chuong trinh dai hoc theo tin chi; Pai hoc Can Tho

el oA

oo
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IV. QUA TRINH NGHIEN CU'U KHOA HQC

1. Cac dé tai nghién ciru khoa hoc da va dang tham gia

TT | Tén dé tai nghién ciru/linh vue tng | Nam hoan Peé tai cap Trach nhiém
dung thanh (Co sé, bo nganh, | tham gia trong
truomg) dé tai
1 | Vietnamese teachers’ cognitions about 2018 beé tai cap truong Nghién ctru chinh
teaching speaking skills Dai hoc Wollongong
2 | Holistic approach to teaching speaking | DPang thuc D¢ tai cap trudng DPong nghién ciru
in Vietnamese context: linking theory hién, Dai hoc Wollongong | (vgi Ts. Amanda
to practice 2020-2021 Baker, bH
Wollongong, Uc)
3 | Vietnamese learners’ perceptions of Dang thyc | Nghién ciru doc 1dp | Nghién ciru chinh
effective English teachers hién, 2021
4 | Cai tién chuong trinh tiéng Anh cac Pi hoan | Cap truong, PH Can | Pong nghién ciru
nganh Tién tién Pai hoc Can Tho thanh 2018 Tho
5 | Vietnamese EFL teachers’ definitions Pang thyc | Dé tai cip trudng | Pdong nghién ciru
of CLT: A revisiting hién, 2021 | Pai hoc Wollongong
6 | Vietnamese EFL teachers’ strategies in | DPang thuc be tai cap truong bé tai cap truong
teaching listening skills hién, 2021 | Pai hoc Wollongong Dai hoc
Wollongong
7 | Xay dung 16 trinh ddo tao trinh do dau Pang thuc Dé tai cap truong Chu nhiém dé tai
ra B1 (CEFR) cho sinh vién khong hién, 2021 | Dai hoc Can Tho
chuyén ngit tai PHCT
2. Sach va gido trinh xuit ban
TT Tén sach th‘lvxuﬁt D{Iﬁmv Téc D(‘A)nfg?téc
ban xuat ban gia gia
Learning Breakthrough 2: English Course | Dai hoc Can 2009 +
Book for General English Program Tho

3. Céc bai bao diing tap chi, ky yéu hoi nghi:

3.1 Céc bai bao dang tap chi

(1) Nguyen Hai Quan (2007). Action Research for Novice Teachers. Teachers’ Edition Journal,

Volume 2.

(2) Nguyen Hai Quan (2006). Using Songs to Teach English Grammar and Speaking. Teacher’s

Edition Journal, Volume 1.

(3) Nguyen Hai Quan (2010) Hé thong tin chi: 3 ndm thuc hién tai Pai hoc Can Tho; Ky yéu héi
nghi danh gia chwong trinh dao tao theo tin chi, Pai hoc Can Tho.
(4) Nguyen Hai Quan (2012) Better Grammar for Better Speaking: An Analysis of Grammatical
Mistakes Made by Vietnamese IELTS advanced and Intermediate Learners; CAMTESOL

Conference Proceeding, Phnompenh.

(5) Phuong Hoang Yén, Huynh Chi Minh Huyén, Nguyén Hai Quan (2018) English as a medium
of instruction: students’ evaluation of an English foundation program at a university in
Vietnam. Tap chi Khoa hoc Truong Dai hoc Can Tho. Vol. 54, No. 5. 30-37.

115




3.2 Bdo cdo hji nghi

1.

2.

Speaking Pedagogy. Insights from Vietnamese EFL teachers ' Reported Cognitions and
Practice; AALA Conference, Auckland, New Zealand, November, 2017.

Vietnamese EFL Teachers’ Knowledge Base and Practice in Teaching Speaking; Doctoral
Forum; TESOL Convention, Seattle, Washington, March, 2017.

Speaking Pedagogy: Vietnamese EFL Teachers’ Cognitions and Practices. Main Conference,
TESOL Convention, Seattle, Washington, March, 2017.

What Makes an Effective Teacher of English in Vietnam? 1* Mekong TESOL Conference,
Can Tho City, Vietnam:

The Role of Academic Counselors in Credit-based Teaching Programs, Can Tho University
Conference, 2009. :

Questions — Teachers’ Perception and Classroom Practices. CAMTESOL Conference
2005, Phnompenh.

4. Linh vire nghién ciru chinh.

STT | Tén linh vuc

1 | Language pedagogy and teachers’ professional development

2 | Language learners’ development

3 | Intercultural communicative competence (ICC)

Xdc nhdn Cin Tho, ngay 01 thing 07 nim 2021
ciia Trwong Pai hoc Ct‘}r; Tho

TL. Hi¢u truong
Trwéng phong Quan Ly Khoa hoc

Oqc

Poan Khoi Nguyén Hai Quin
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BO GIAO DUC VA BPAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM

TRUONG PAI HQC CAN THO Pic lap - Tw do - Hanh phic
LY LICH KHOA HQC
I.LY LICH SO LUQC
Ho va tén: Nguyén Thi Viin Sir Gi6i tinh: Nir
Ngay, thang, nam sinh: 10/04/1985 Noi sinh: Can Tho
Qué quan: Can Tho Dan toc: Kinh
Hoc vi cao nhét: Tién si Nim, nudc nhan hoc vi: 2017, Uc

Chtic danh khoa hoc cao nhat: Gidng vien  Nim bd nhiém: 2008

Chtre vu hién tai: khdng co

Pon vi cong tac hién tai: Truong Pai hoc Can Tho

Chd & riéng hodc dia chi lién lac: 39/13 Buong 3/2, P. Xuin Khénh, Q. Ninh Kiéu, TP Can Tho

bién thoai lién hé: NR: Db: 0903 960 557
Fax: Email: ntvsu@ctu.edu.vn
II. QUA TRINH PAO TAO

1. Dai hoc:

H¢ dao tao: Chinh quy tép trung

Noi dao tao: Pai hoc Can Tho

Nganh hoc: Su pham Anh van

Nuéc dao tao: Can Tho - Viét Nam Nam t6t nghiép: 2007

2. Sau dai hoc

- Thac si nganh/chuyén nganh: Phuong phap giang day Tiéng Anh Niam cap bang: 2010
Noi dao tao: Khoa Gido Duc va Cong Tac Xa Hoi — Truong Pai hoc Sydney (Uc)

Tén luan van: Motivational Strategies of non-English majored Students — A Case Study at Can
Tho University

- Tién si chuyén nganh: Gi4o Duc Hoc Nam cap bang: 2018
Noi ddo tao: Khoa Gigo Duc va Cong Tac X& Hoi — Truong Pai hoc Sydney (Uc)

Tén luan an: Conceptual changes in Higher Education Teaching and Learning: Insights from a
compulsory teacher training program for higher education teachers in Vietnam

3. Ngoai ngir: 1. Phéap Mtrc d6 sir dung: B1
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I11. QUA TRINH CONG TAC CHUYEN MON
1. Céc hoat dgng chuyén mon da thuc hi¢n

Thoi gian

Noi cbng tac

Cong viéc dam trach

Théng 03/2017 - | Khoa Ngoai ngtt, Truong Dai

nay

hoc Can Tho

Giang day (Giang day mon Viét tiéng Anh
cho hoc vién cao hoc, mon Viét Hoc Thuat
va Viét Nghién Ctu Khoa Hoc cho sinh
vién Su pham Anh).

Nghién ctru (huéng nghién cau: phat trién
boi duéng chuyén mon cho gido vién ngoai
ngtr, phat trién gido trinh va khung chuong
trinh).

H& tro Khoa trong dé 4n Ngoai ngit quéc
gia 2020 (giang day, soan gido trinh va
tham gia cong tac danh gia cac khoa boi
dudng gido vién tiéng Anh THPT va
THCS).

Thang 03/2010 — | Khoa Su Pham, Truong Dai

02/2012

hoc Can Tho

Giang day cac mén K¥ ning tiéng Anh
(Nghe, Noi, Poc, Viét) cho sinh vién Su
pham Anh, ESP (tiéng Anh Du Lich) cho
sinh vién nganh Du Lich.

Tham gia hd tro cac du an boi dudng
chuyén mén nghiép vu cho gido vién
DPBSCL tai Khoa.

Viét d& cuong va diéu phdi dé an “Using
Blended Learning for Vocational Colleges
in the Mekong Delta”, tai trg bai chinh phu
Bi trong khuén kho hop tac voi Pai hoc
Leuven (Bi) va Pai hoc Sydney (Uc).

Théng 10/2007 — | Khoa Su Pham - Truong Dai

Thang 01/2009

hoc Can Tho

Giang vién day tiéng Anh Can Ban cho
sinh vién khéng chuyén ng.

2. Huwéng din ludn vin thac si, luan an tién si.

STT Tén hoc vién

Tén deé tai Nam bao
vé

1 | Nguyén Nhyt Minh

EFL Learners’ and Teachers’ Perceptions of Written 2020

Corrective Feedback:
Classes of an English-Majored Writing Program

Insights into Three Writing

2 | Pham Quéc Thinh

A Comparison of Extrinsic and Intrinsic Motivations 2019

to Speak English: A Case Study of a University in the
Mekong Delta, Vietham

3 | Lé Thi Thuy Linh

EFL Teachers’ Questioning Techniques and Students’ 2019

Attitudes towards Questioning Techniques: Two Cases
in Vietnamese High School Classrooms
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IV. QUA TRINH NGHIEN CUU KHOA HQC

1. Cac dé tai nghién ciru khoa hoc di va dang tham gia (thudc danh muc Hdi dong Chic
danh giao sw nha nuwdc quy dinh):

A Nam bat bE tai cap (NN, Trach nhiém tham
TT Tén de tai nghién ctiru dau/Nam B§, nganh, . TR ens
hoan thanh truwong) gia trong dé tai
1 | Nghién ciru danh gia hoat dong 2018 Dé An Ngoai | Nghién ctu va bao
&p dung thi diém quy trinh “Té Ngit Qudc Gia | co vién
chuc hoat dong kiém tra danh (2020) — Bo
gia ngoai ngir bac cao dang va GD&DT
dai hoc tai Pai hoc Can Tho -
2018”

2. Sach va gido trinh xuét ban

STT | Tén sach Nha xuat | Nam xuit ban | S6 ISBN | Tac gia Pong tac
ban gia
1 Using Alternative | Nova 2019 978-1- Phuong, H. | Nguyen, T.
Assessment to | Science 53615- Y. V.S.
Improve  EFL’s | publishers 162-6

Learners Learning
Achievement:
From Theory to
Practice

3. Cac cong trinh khoa hoc di cong bé (thudc danh muc Hdi dong Chirc danh gido sw nha
nuéc quy dinh): Tén cong trinh, ndm cong bo, noi cong bo.

Book chapters

1.

Nguyen, T. V. S. (2019). English Curriculum Reform and Formative Assessment Policies:
Cross-Case Analysis and Implications for Alternative Assessment Research in Vietnam.
In H.Y. Phuong, & T. V. S. Nguyen (Eds.), Using Alternative Assessment to Improve
EFL’s Learners Learning Achievement: From Theory to Practice (pp. 23-40). New York:
Nova Science publishers.

Nguyen, T. V. S., & Laws, K. (2016b). Higher Education Teachers' Conceptions of
Teaching: Are Changes Feasible? In T. Doe & K. Sell (Eds.), Practitioners as
Researchers: Case Studies of Innovative Practice (pp. 70-85). Sydney, Australia:
Primrose Hall Publishing.

Peer-reviewed articles

1.

Nguyen, T. V. S., & Laws, K. (2019). Changes in higher education teachers’ perceptions
of curriculum. Journal of Applied Research in Higher Education, 11(1), 76-89.
doi:10.1108/JARHE-06-2018-0097

Nguyen, T. V. S., & Laws, K. (2016a). Higher Education purposes through teachers'
lenses: perspectives from Vietnam. Journal of Teaching and Education (JTE), 5(1),707-
718.
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3. Nguyen, T. V. S, & Khuu, Q. D. (2013). Planning a teachers' professional development
project: an action learning approach. In K. Laws, L. Harbon, & C. Wescombe (Eds.),
Supporting professional development with learning through action projects: Research
Jfrom Australia and Southeast Asia (pp. 81-96). Developing Educational Professionals in
Southeast Asia (DEPISA).

4. Nguyen, T. V. S. (2011). Reforming the Initial Teacher Training Education Program: An
Impact Evaluation. Ho Chi Minh University of Education, Viet Nam, 25(59), 36-44.

4. Linh vue nghién ciru khoa hec chinh
STT Tén linh vue
1 English Language Teachers’ Professiona] Development
2 English Language Curiculum Development and Assessment Practice
3 Language Policies — Comparative Education

Can Tho ngdy o1 thding ¥ nam 2021
Xac nhin ciia Truong Dai hoc Can Tho  ( Nguwoi ké khai ky tén va ghi ré ho tén)

TL. Hiéu truéong

hong Quan ly khoa hoc lﬂg_m.i
_ g

&n Poan Khbi Nguyén Thi Vin Sir
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BO GIAO DUC VA PAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM
TRUONG PAI HOC CAN THO Poc 1ap - Tu do - Hanh phiic

LY LICH KHOA HQC

I.LY LICH SO LUQC

Ho va tén: Nguyén ThiPhwong Hong Giéi tinh: Nit

Ngay, thang, nam sinh: 30/10/1973 Noi sinh: Thanh Chuong-Nghé An
Qué quan: Thanh Ha-H6i An-Quang Nam Dan toc: Kinh

Hoc vi cao nhét: Tién si Nam, nudc nhan hoc vi: 2013, Ha Lan
Chtc danh khoa hoc cao nhét: Giang vién Nam bd nhiém: 09/1998

Chtrc vu hién tai: Thu ky Ho1 d@)ng Khoa
Pon vi cong tac hién tai: Truong Pai hoc Can Tho

Chd & riéng hodc dia chi lién lac: CC12 duong s6 12 Khu D6 thi Méi Hung Phu, phuong Hung
Thanh, Quén Cai Rang, thanh pho Can Tho

Dién thoai lién h¢: CQ: NR: Db: 0794316280
Fax: Email: ptphong@ctu.edu.vn

Il. QUA TRINH PAO TAO

1. Pai hoc:

H¢ dao tao: Chinh quy tép trung
Noi dao tao: Pai hoc Can Tho
Nganh hoc: Cir nhan Anh van

Nudc dao tao: Viét Nam Nam tbt nghiép: 1995
2. Sau dai hoc
- Thac si nganh chuyén nganh: Hoa Ky hoc Niam cép bang: 2006

- Noi dao tao: Khoa Liberal Arts — Dai hoc Massachusettes-Boston (Hoa Ky)

- Tén luan van: American Multiculturalism — Contacts and Conflicts among Ethnic Groups (A
Curruculum Project)

- Tién si nganh/chuyén nganh: Ngon ngit hoc tmg dung va giang day ngoai ngir tiéng Anh
- Nam cép bang: 2013
- Noi dao tao: Khoa Arts — Truong DPai hoc Groningen — Ha Lan

- Tén luan an: A Dynamic Usaged-based Approach to Second Language Teaching

3. Ngoai ngir: 1. Phép Mtrc d6 sur dung: B
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4. Cac khéa tap huin chuyén mén nghiép vu ngin han

Nim | Noi dung cac khéa tip huin, seminars

2020 Seminar “ Using history and literature to study environmental problems Vién Bién
d6i khi hau-Deagon Institute, Can tho University, February, 10" 2020

2018 | Certificate for the 4™ International VietTESOL conference as peer reviewer and
attendee, Ho Chi Minh City, Vietnam. December 7-8, 2018.

2018 Certificate for the training course “VSTEP speaking and writing assessment”, Dai
hoc Su pham TPHCM, HCMC, Vietnam. October, 2018

2018 | Certificate for the international conference on Contemporary Trends in Translation.
Hoa Sen University, Ho Chi Minh City, Vietnam. January 13, 2018

2017 Certificate for the training course, “Pedagogy”. Can Tho University. October, 2017.
Certificate for the workshop, “Training course for Lecturers of English from
Universities”. Seameo Retract, Ho Chi Minh City, Vietnam. February 21-23, 2017

2017 Certificate for the workshop, ““ English Language Leaning Pedagogy”. Can Tho
University, Can Tho City, Vietnam. January 6, 2017.

2015 Certificate for the workshop, “Training ToTs on Testing and Assessment”, Can Tho
University, Vietnam (auspiced by Project 2020). October 22-27, 2015.

2015 | Certificate for the workshop, “Training Master Trainers on Action Research”, Thai
Nguyen University, Vietnam (auspiced by Project 2020). June 5-6, 2015.

2015 | Certificate for the workshop on professional development and TESOL, Can Tho
University and University of Queensland, Can Tho, Vietnam (auspiced by Project
2020). April 13-25, 2015.

2014 Certificate for the workshop “The practical aspects of doing research: Problem to
Publication”, Seameo, Ho Chi Minh City, Vietnam. March-August, 2014.

2014 | Certificate for the international conference “Leadership and Management in Higher
Education for Sustainable Development”, Seameo Retract, Ho Chi Minh City,
Vietnam. July, 2014.

2011 Certificate for the workshop on Young Learners’ Language Assessment: SOPA,
Center of Applied Linguistics and University of Groningen, the Netherlands. 2011.

1999- | Certificate for an Upgrading Course “TESOL-methodology” organized by Can Tho

2001 University and VVVOB (Flemish Association for Development Cooperation and
Technical Assistance), Can Tho City, Vietnam. 1999-2001.

I11. QUA TRINH CONG TAC CHUYEN MON

1. Cac hoat dong chuyén mén da thwe hi¢n

Nam cong tac | Noi cong tac Nhiém vu dam nhiém
2018-nay Khoa Ngoai ngit, Truong | - Thu ky Hoi dong Khoa — Khoa Ngoai ngit
DPHCT - Nhom truéng Nhom nghién ciru Ngon ngii-
Ngon ngit hoc Ung dung

- Nhém truéng Nhom hd tro ngudi hoc phat
trién nang luc ty hoc

- Giang day va huéng dan luan vin cho hoc
vién cao hoc nganh Ly luan va phuong phép
giang day bo mén tiéng Anh

- Giang day cac hoc phan chuyén nganh va
huéng dan luan van, tiéu luan cho sinh vién
chinh qui nam 3, 4: Ly thuyet dich, Dich thuat
dai cuong, Tiéng Anh dinh hudng viéc lam

- Giang day cho céac hé dao tao VLVH, tir xa.

3/2015- 4/2018 | Khoa Ngoai ngit, Truong | -Truéng Bo mon Ngon ngit va Van hoa Anh

PHCT - Thu ky Hoi ddng Khoa — Khoa Ngoai ngit

1222




- Trién khai xdy dung chuong trinh dao tao
nganh Ngon ngir Anh chét lugng cao

- Phién dich va bién dich cho cac su kién 16n
ctia Truong (LE ky niém 50 nim ngay thanh 1ap
Truong DHCT, déanh gid ngoai AUN chuong
trinh dao dao Kinh doanh qubc té thuéc Khoa
Kinh té)

- Tham gia Hoi ddng thim dinh Chuong trinh
dao tao nganh Ngon nglt Anh, truong Pai hoc
An Giang

1/2014 -3/2015

Khoa KHXH va NV —

- Pho truong B mon — B mon Anh van

Truong DPHCT - Trién khai danh gia trong dbi voi Chuong
trinh dao tao nganh Ngon ngtr Anh 120 tin chi
nam 2014
- Tham gia Hoi dong tham dinh Chuong trinh
dao tao nganh Ngbn ngit Anh, truong Cao dang
Cong dong Vinh Long
11/2009 — Khoa KHXH va NV — Nghién ctru sinh tai Truong Dai hoc
12/2013 Truong PHCT Groningen, Ha Lan
2007 -10/2009 | Khoa Su pham, Truong -To trudng T6 chuyén mon Dich thuét
Pai hoc Can Tho -Thu ky chwong trinh phat trién nghiép vu su

pham

-Xay dung chuong trinh dao tao chuyén nganh
Bién Phién dich tiéng Anh

-T6 phé Cong doan B6 mon

6/2005 - 2007

Khoa Su pham, Truong

Giang vién

Dai hoc Can Tho
9/2003- 6/2005 | Khoa Su pham, Truong Hoc Master tai truong Pai hoc Massachussetts
DPai hoc Can Tho — Boston, Hoa Ky
1998-2003 Khoa Su pham, Truong | Giang vién
bai hoc Can Tho
6/1998 Khoa Ngoai ngt, Truong | Gidng vién
bai hoc Can Tho
9/1995-9/1998 | Khoa Ngoai ngir, Truong | Giang vién tap sy
Pai hoc Can Tho

2. Hudéng din luin viin thac si, luin 4n tién si.

A N Tén dé tai Nim Noi cép
STT | Tén hoc vién bio vé bing thac si
1 XﬁuTn}; Cam English Language Learning Difficulties: 6/2015 BHCT
A case study at Can Tho University
Nguyén Thi Assessing Student Writing: EFL PHCT
2 | Mong Tuyén Teachers Actyal Practices angl _the 6/2015
. Effects of Using the Composition
Profile
A Dynamic Usage-Based Approach: bai hoc
3 Huynh Thi Thu | Using Video Segments in Teaching 6/2015 Groningen,
Nguyét Listening Skill (Co-supervised with Ha Lan
Prof. Marjolijn VVerspoor)
4 Bui Thanh Thao | EFL Learners Misuse of Collocatons: A 6/2016 DPbHCT
Case Study in Viet Nam
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5 Eggﬁgn])?g; The wrong use o_f formulaic sequences 6/2017 BHCT
Trinh of EFL learners in the Mekong Delta
Using lesson plan study for teacher 6/2017 DHCT
5 Tran Thi Ngoc professional development: Practices and
Vién perceptions on EFL high school
tecahers in Can Tho City
Factors hindering non-English major 6/2017 DHCT
7 | Lé Thi Théao students from performing in oral
presentation
8 Nguyén Thi Thu | The Effects of Peer Assessment on EFL | 6/2017 PHCT
Hién Learners’ Writing Performance
A comparative study on the effects of 6/2017 DPHCT
9 Tran Minh intuitive-imitative and analytic-
Khuyén linguistic approaches on EFL adult
learners’ pronunciation
10 Pham Thi Tuyét | Perception of EFL teachers and learners | 6/2017 DPHCT
Ngan of reflective journal writing
11 Nguyén Thi Mai | The effect of fortfolios on Vietnamese | 6/2017 DbHCT
Huong EFL learners’ writing performance
A comparative study on the lexical 2018 Pai hoc Thu
12 | Ngd Ngoc Thao | ambiguity that causes funniness in Dau Mot
English and Vietnamese verbal jokes
< . x| The Effects of Mind Mapping Activities | 6/2018 DHCT
13 ﬁ_)%nng Thi Huyén on EFL Students’ Writing Performance:
A Case at an Upper Secondary School
Ping Thi Tt EFL Teachersj Percep_ti(_)r_ls and Practice | 10/2019 | BHCT
14 Qﬁyén : of Using Physical Activities to Teach
Vocabulary to Young Learners
Nguyén LAm Deduc_tive and Inductive_ Approaches to | 10/2020 | BPHCT
15 Tric Pao Teaching Grammar: Attitude of Grade 9
EFL Teachers in the Mekong Delta
Nguyan Hoang EFL Preser\_/ice Teachers’ P_erceptions 10/2020 | BPHCT
16 Phuan of the Requirements of Their Future
& Teaching Career and Context
EFL Students’ Perspectives on 10/2020 | BPHCT
17 Nguyén Thi Conditions for Developing Their
Cam Tién Intercultural Communicative
Competence
. Effectiveness of Interactive Peer 10/2020 | BHCT
Tran Thi My Scaffolding (IPS) in Enhancing EFL
18 1 Linh

Learner's Speaking Skill

IV. QUA TRINH NGHIEN CUU KHOA HQC

dong Chirc danh gido sw nha nwéc quy dinh)

1. Céc deé tainghién ctru khoa hoc dd va dang tham gia thude danh muc Hoi

STT

Tén dé tai nghién ciru khoa hoc

Cap

Vai tro
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2. Sach v gido trinh xuit ban

STT | Tén sach Nha xuat ban | Nim Sb Tac | Pong tac gia
xuatban | ISBN | gia
1 Breakthrough | Pai hoc Can | 2008 BUi Minh Chéu, Nguyén
Tho Thi Phojong Hong, Ly
thi Bich Phuong, Truong
Kha Trinh

3. Cic cong trinh khoa hoc di cong bd thudc danh muc Hji dﬁng Chirc danh giao sop
nh nojéc quy dinh): Tén cong trinh, nim cong bo, noi cong bo.

Nam xuat | Tén bai bao/book chapters

ban

2016 Phan Thi Yén Khoa and Nguyén Thi Phojong Hong. (Nov-Dec, 2016).
Communicative Language Teaching (CLT): Learners’ Perspectives. IOSR
Journal of Research & Method in Education (IOSR-JRME) e-ISSN: 2320 -
7388, p-ISSN: 2320-737X Volume 6, Issue 6 Ver. VIII, pp. 31-40.
www.iosrjournals.org

2016 Huynh Thi Thu Nguyét and Nguyén Thi Phojong Hong. (2016). A Dynamic

Usage-Based Approach: Using Video Segments in Teaching Listening Skill In
Official Conference Proceedings, the Asian Conference on Language Learning
2016, ISSN: 2186-4691, Sakae Nagoya, Aichi Japan, pp. 235 — 248.
www.iafor.org

2015 Verspoor, M. and Nguyen, Thi Phuong Hong. (2015). A dynamic usage-
based approach to communicative language teaching. In Usage-Based
Perspectives on Second Language Learning, Ed. by Cadierno, Teresa and
Eskildsen, Sgren Wind (book chapter).

2013 Verspoor, M and Nguyen, Thi Phuong Hong. (2013). A dynamic usage-
based approach to Communicative Language Teaching. EuJAL 1(1): 1-33.

4. Cac bao cao hoi nghi, hgi thao khoa hgc trong va ngoai nwéc

Nam Noi dung bao cao

2021 | Nguyén Thi Phuong Hong. Mot s6 dé xuét ban dau nham nang cao ning lyc tu hoc
cho sinh vién Khoa Ngoai ngit. Bio cdo Seminar cap Khoa, Khoa Ngoai Ngit, truong
Dai hoc Can Tho. Ngay 3 thang 6 nam 2021.

2017 | Nguyén Thi Phuong Hong. A dynamic usage-based approach to L2 teaching. Paper
presented at Hoa Sen University workshop on Dynamic Trends in Communicative
Language Teaching. Ho Chi Minh City, Vietnam. June 1st, 2017.

2013 | Nguyén Thi Phuong Hong. A dynamic usage-based approach to L2 teaching, Paper
presented at the International Conference on Thinking, Doing, Learning: Usage Based
Perspectives on Second Language Learning. Odense, Denmark. April 24-26, 2013.

2013 | Nguyén Thi Phuong Hong. A dynamic usage-based approach to L2 teaching. Paper
presented at the Seminar at the School of Social Sciences and Humanities, Can Tho
University. Can Tho City, Vietnam. March, 2013.
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5. Linh vuc nghién ciru khoa hoc chinh

STT Tén linh vue

1 Second language acquisition from the theoretical perspective of usage-based
linguitics, with focus on the role of authentic input and input frequency in L2 learning

2 Curriculum design

3 Learner development

4 | Affective factors in language learning

Cén Tho, ngay 02 thang 7 nam 2021
Xac nhén cia Truong Pai hoc Can Tho Nguoi khai ky tén
. Hiéu Trudng

-

Lé Nguyén Doan Khoi Nguyén Thj Phuong Hong
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BO GIAO DUC VA DAO TAO CONG HOA XA HQI CHU NGHIA VIET NAM
TRUONG DPAI HOC CAN THO Doc lap - Tw do - Hanh phiic

LY LICH KHOA HQC

I. LY LICH SO LUQC

Ho va tén: Nguyén Duy Khang Gi6i tinh: Nam

Ngay, thang, nam sinh: 25/12/1979 Noi sinh: Vi Thanh - Hiu Giang

Qué quan: Long My - Hau Giang Dan toc: Kinh

Hoc vi cao nhét: Tién si Nam, nudc nhan hoc vi: 2017, Ba Lan

Chtrc danh khoa hoc cao nhat: Giang vién chinh  Nam bd nhiém: 04/2018
Chure vu hién tai: khéng cé
Pon vi cong tac hién tai: Truong Pai hoc Can Tho

Chd & riéng hoic dia chi lién lac: 268D Nguyén Vin Lau, Khom 5, Phuong 8, thanh phé Vinh
Long, tinh Vinh Long.

Dién thoai lién hé: 0868 43 63 47  Email: ndkhang@ctu.edu.vn
S6 CMND/CCCD: 363860454 Ngay cap: 25/5/2012
Noi cap: Cong An Tinh Hau Giang

II. QUA TRINH PAO TAO

1. Pai hoc:

H¢ dao tao: Chinh quy tép trung

Noi dao tao: Pai hoc Can Tho

Nganh hoc: Ctr nhan Anh van

Nudce dao tao: Viét Nam Nim tét nghiép: 2002
Bang dai hoc 2: Cir nhan Cong nghé Thong tin Nam tét nghiép: 2012

Noi ddo tao: Truong Pai hoc Céng nghé théng tin — Dai hoc Québc gia TP HCM
2. Sau dai hoc

- Thac si nganh/chuyén nganh: Ly ludn va Phuong phap day hoc B mon Tiéng
Anh Nam cap bang: 2010

Noi dao tao: Khoa Su pham — Trudng Pai hoc Can Tho

Tén luan van: The impact of Encouraging-Activating-Involving-Assisting (EAIA) Activities on
writing performance and students’ self- regulated learning.

- Tién si chuyén nganh: Su pham Nam cap bang: 2017
Noi dao tao: Vién Su pham — Khoa Khoa hoc X& hoi — Truong Pai hoc Gdansk — Ba Lan

- Tén luan an: Problematizing significant learning at University of Gdansk. The international
students’ perspectives.

3. Ngoai ngir: 1. Phép Mtrc d6 sur dung: C
2.Balan Mirc d¢ str dung: B2
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I11. QUA TRINH CONG TAC CHUYEN MON
1. Cac hoat dong chuyén mon da thuc hién

Thoi gian

Noi cbng tac

Cong viéc dam trach

Théng 9/2019 -
nay

Khoa Ngoai ngtr, Truong bai
hoc Can Tho

Giang day, nghién cau, phu trach hoc phan
thuc té ngoai truong cho sinh vién chét
luong cao. Phu trdch mang nghién cau KH
sinh vién CLC tir nam 2020.

Théng 12/2018 -
nay

Tinh nguyén vién tham gia
Cong dong Giao dyc Sang
tao cuia Microsoft, Chuyén
gia gido duc sang tao
Microsoft

Thanh vién tich cuc, tham gia tap huan,
hoc tap, chia s¢ kinh nghiém van dung
cdng nghé thong tin hiéu qua vao ddi méi
gido duc va phét trién chuyén mon trén nén
tang cac céng cu gido duc caa Microsoft va
cac cong cu giao duc truc tuyén khéc

Thang 10/2017 —
Théng 8/2019

Truong Pai hoc Tra Vinh

Truong Dai hoc Kién Giang

Truong Dai hoc Tay D6

Truong Pai hoc Can Tho

Truong Dai hoc Vinh

Giang day céac chuyén dé boi dudng giao
vién nang hang vién chuc Ién hang 2 ¢ cap
tieu hoc va THCS cua Tinh Tra Vinh

Phan bién chuwong trinh dao tao thac s§
nganh giéo duc.

Giang vién thinh giang cac mén tiéng Anh
chuyén danh cho sinh vién Dai hoc nganh
ngbn ngit Anh cac moén Ca phap, Ngir
nghia hoc, Ngit am nam 3, Nghe nam 3,
No6i nam 3

Phan bién chuong trinh tiéng Anh A2 theo
dé an ngoai ngir 2020 va céc sach cho trinh
d6 nay danh cho khu vyc dong bang séng
Cuu Long.

Phan bién 4 dé tai thac sy cho céc hoc vién
cao hoc nganh Ly luan va phuong phap
day hoc tiéng Anh khéa 22 va 23. Huéng
dan khoa hoc cho hoc vién cao hoc lam
luan van thac sy khoa 24 nam 2018.

Phu trach hoc phan “Giang day cac ky
nang ngdn ngit” cho céc 16p cao hoc tai
Long An va Béng Thép

Thang 07/2017 —
Thang 8/2019

Truong Cao dang Cong dong
Vinh Long

Nghién ciu khoa hoc. Giang vién huan
luyén d6i mai giang day. Chuyén gia thiét
ké va Cal tién chuong trinh dao tao. Giang
day tiéng Anh chuyén va ESP.

Bién tap vién va phan bién tap chi
Community College Journal of Research
and Practice, tap chi Humanities and
Social Sciences Research, tap chi khoa hoc
Dbai hoc Vinh va tap chi khoa hoc Pai hoc
Vin Hién
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Théng 10/2013 -
thang 06/2017

Truong Pai hoc Gdansk, Ba
Lan

Nghién ctru sinh nganh su pham, tham gia
soan giang va giang day truc tiép sinh vién
qudc té va sinh vién Ba Lan theo hoc
nganh su pham tiéng Anh hoic su pham
noi chung tai Vién Su pham va tham gia
giang day cac mon hoc thuoc nganh su
pham danh cho hoc sinh ¢6 nhu cau dic
biét, tam ly hoc, xa héi hoc ¢ trinh d6 Pai
hoc va Thac sy.

Théng 10/2012 —
thang 09/2013

Truong Pai hoc Lodz, Poland

Nghién ctru van hoa va ngén ngit Ba Lan
theo diéu ki¢n cua hoc bong tién si do
chinh phu Ba Lan cap

Thang 9/2011-

Truong Cao dang Cong dong

Giang vién giang day tiéng Anh chuyén,

thang 9/2012 Vinh Long khong chuyén, ESP, soan giang mon hoc,
nghién cau khoa hoc va tham muu cong
tac hop tac quoc té

Thang 3/2009 — Truong Mohawk Valley Giang vién thinh gidang va chiu trach nhi¢m

thang 5/2009 Community College, Utica, | dam phan dy an hop tac trao doi giao vién,

Thana 6/2015 New York va Truong trong d6 phia Viét Nam moi nam cir 1 giao

thé?1r2399/2015 B LongBeach City College, vién sang giang day va nhan luong cua

California, USA

Truong & Hoa Ky du dé trang trai tat ca chi
phi di lai, an ¢ va sinh hoat tai day. Hién
don vi huong loi tir dy an nay 1a Truong
Cao ding Cong dong Kién Giang

Thang 9/2004 —
thang 8/2011

Trudng Cao dang Cong dong
Kién Giang

Truéng Bo mén tiéng Anh, giang vién
giang day tiéng Anh chuyén ESP, tiéng
Anh khong chuyén, tiéng Viét cho nguoi
nudc ngoai thiét ké chuong trinh dao tao,
chuong trinh lién két. Phy trach quan ly
hoat dong Trung tdm ngoai ngir va tham
muu linh vyuc hop tac qudc té.

Théng 10/2003 —
thang 12/2003

UBND Tinh Kién Giang

Biét phéi cho dy &n phat trién quy hoach
bén virng Phd Quac do t6 chuc Du lich thé
giai tai tro.

Thang 9/2002 —
thang 8/2004

Trudng Cao dang Cong dong
Kién Giang

Can bo ngoai vu phu trach hop tac quéc té
va quan ly ngudi nudc ngoai

2. Huwéng din luan vin thac si, luan an tién si.

STT Tén hoc vién Tén deé tai Nim bio vé
1 | Tran Vin Hau EFL teachers of teaching practices 2019
functional words to young learners: A case
at an English Center
2 | Tran T6 Quyén High School EFL Teachers’ Understanding 2019

and Application of Strategies to Maximize
Students’ Use of English in Speaking
Classes
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Nguyén Anh Thu

Challenges EFL Learners Face When
Writing at B1 Level and Their Causes

2019

Tran Thi Bach Tuyét

The influences of the Flipgrid app on the
EFL learners’ speaking anxiety in a high
school in the Mekong Delta

2020

Ta Thi Huong Lan

EFL Students’ Recognition and Production
of Fricative Sounds at a University Context
in the South of Viet Nam

2020

Lé Lam Phuong Khanh

EFL Teachers' Perceptions of Active
Learning in the Reading Classrooms

2020

IV. QUA TRINH NGHIEN CUU KHOA HQC

1. Cac dé tai nghién ciru khoa hoc di va dang tham gia (thudc danh muc Hdi dong Chiic
danh giao sw nha nuwdc quy dinh):

thuc trang day va hoc tiéng
Anh khdng chuyén tai Truong
Pai hoc Can Tho

Truong

> Nam bt b tai cap (NN, Trach nhiém tham
TT Tén dé tai nghién ciru dau/Nam B§, nganh, . TR exs
hoan thanh trudmg) gia trong dé tai

1 | Diéu tra nhu cau phat trién 2006 — Dy an Diéu phdi vién va
ngudn nhan lec Phi Québc va 2007 ACDI/VOCA do | thanh vién t6 nghién
phét trién nang lyc nghién cau Hoa Ky tai tro | ciru cua Dy an
khoa hoc cua giang vién

2 | Panh gia nhu cdu nhim ting 2011 Du &n do t6 chuc | Thanh vién du an,
co hoi viéc 1am cho sinh vién WUSC Canada | Tham gia thiét ké
Truong Cao dang Cong dong tai trg cdng cu va thu thap
Vinh Long s6 liéu, phong van

doanh nghiép va
sinh vién

3 | Tac dong caa cdng cu tuong 2012 Pé tai NCKH | Chu nhiém dé tai
tac trong giang day tiéng Anh Céap Khoa
dbi véi kha niang hoc tap doc
Iap mdn nglr phap caa sinh
Vvién

4 | Panh gia hiéu qua phuc vy caa 2015 Pé tai do Lién | Nghién ctu vién,
Phong Quan ly Xuat Nhap minh Chau Au tai | truc tiép xay dung
canh thanh phé Gdansk, tinh tro cho Trung tdm | cong cu nghién cuu,
Pomorskie, Ba Lan tro gitip nguoi | thu thap, phén tich

nhap cu Gdansk | dit liéu va viét bao
cao.

5 | Dy an VSEP phét trién hé 2017 Pé tai do chinh | Chuyén gia phat
thdng giao duc nghé nghiép va phu Canada tai | trién chuong trinh
chwong trinh tién tién ¢ cac tro dao tao
Truong Cao dang Cong dong

6 | Nghién ctru y kién va phan tich 2021 Pé tai NCKH cép | Cha nhiém dé tai
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2. Sach va gido trinh xuét ban

STT | Ténsach Nha xuat ban | Nam xuat ban | S6 ISBN | Téc gia Pong tac gia

3. Céc cong trinh khoa hoc di cong b (thugc danh muc Hoi ddéng Chirc danh giso sw nha
nuéc quy dinh): Tén cong trinh, ndm cong bo, noi cong bo.

Book chapters

Nguyén Duy Khang (2016). Characteristics of a good teacher: A case study at University of
Gdansk. Academic Collection entitled “Challenges and Trends of Social Sciences”. Institute of
Political Science, Faculty of Social Sciences, University of Gdansk. 301-328. (ISBN: 978-83-
64970-11-5)

Nguyé&n Duy Khang and Phan Thi Tuyét Van (2016). The New Movement of Family Structures
in Vietnam and its Effects to Education. The resources of the family - education, counseling, and
social work (zasoby rodziny - wychowanie, poradnictwo, praca socjalna). Editors: Eliza Czerka-
Fortuna, Katarzyna Kmita-Zaniewska, Alicja Zbierzchowska. WN Katedra: Gdansk .552 — 561
(ISBN: 978-83-65155-37-5)

Nguy&n Duy Khang and Phan Thi Tuyét Van (2016). “Values” of the University and an
Investigation to the “Core Values” of University Commitments in Vietnam. The journal of
humanities of the SHEE «Pereyaslav-Khmelnytskyi State Pedagogical University. Collection of
scientific works. Publication 36 - Volume 1 (17). 429 — 435. (ISBN: 978-966-2760-32-3)

Nguyén Thiy Hong, Nguyén Duy Khang, Nguyén Hong Minh (2021). Vietnam MIE Experts
and the practical applications of Online educational tools from Microsoft in the reality of
teaching and learning renovation in Vietnam during the period of 2015 and 2020. In Duong, B.-
H., Hoang, A.-D., & Bui, T. M. H. (Eds.). (2021). (1st ed., pp. 296-312) General education in
Vietnam: Challenges, change, and innovations. IPER-Quang Van & Dan Tri Publisher.
Peer-reviewed articles

Tran Thi Bach Tuyét & Nguyé&n Duy Khang (2020). The Influences of the Flipgrid App on
Vietnamese EFL High School Learners’ Speaking Anxiety. European Journal of Foreign
Language Teaching, 5(1). doi:http://dx.doi.org/10.46827/ejfl.v5i1.3264

Nguy&n Duy Khang and Phan Thi Tuyét Van (2019). Promoting EFL learners’ exposure to
multiculturalism using Skype in the classroom - a case study. Educational Role of Language
Journal. 2(2). 26-36.

Nguyén Duy Khang, Phan Thi Tuyét Van and DuongThi Ngoc Ngan (2018). “How languages
are learned”: Revisiting the phenomenon of learners being oppressed in the English classrooms
from the view of critical pedagogy. Beyond Philosophy. 15(2). 129 — 147.

Nguyén Duy Khang (2018). New Application of Raymond Padilla’s Unfolding Matrix in
Framing Qualitative Data and the Follow-up Activities for Educational Research. Journal of
International Qualitative Methods. Available at
http://journals.sagepub.com/doi/metrics/10.1177/1609406918786820

Nguyén Duy Khang (2018). Today’s teachers’ CEFR competence in the classroom — a view of
critical pedagogy in Vietnam. Theoria Et Historia Scientiarum, 15, 121. Available at
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Abstract. Following international language proficiency standards,
Vietnam has recently set the advanced English proficiency (C1- CEFR) for
teacher graduates from an English teacher education program.
Considering regional differences, this standard setting has raised a
concern about its feasibility. This paper aims to report the language
proficiency development of English teacher trainees at a Vietnamese
university as an illustration and examine training factors that may
influence this proficiency outcome. To this end, a self-report
questionnaire was designed to collect the data on the trainees’ self-
assessment of EP and their responses to the training factors. A group
interview was then conducted to obtain qualitative evidence that backed
up the questionnaire results. The participants were 41 fourth-year EFL
teacher students, seven of whom agreed to participate in the group
interview. The results showed that approximately 62.4% of the candidates
self-assessed their level equivalent to the Cl-advanced proficiency, while
a significant percentage still desired additional language proficiency
support. Their responses to the training factors revealed that they were
overall satisfied with the effectiveness of English proficiency training.
Noticeably, their proficiency scores positively correlated with their use of
self-regulated learning strategies, which in turn correlated with the types
of teaching and assessment activities during the training years. Their
starting proficiency level also had a significant correlation to their
proficiency gain at the end. These findings offer useful implications for
preparing foreign language teachers in the context towards the general
proficiency standards, and for understanding expectations versus
realities regarding this issue.

Keywords: training factors; effectiveness; advanced proficiency;
language proficiency
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1. Introduction

The quality of initial teacher education is central to the improvement of teaching
and learning and school accountability (Gunashekar, 2016). Second language
teacher education programs, therefore, need to provide sufficient knowledge base
for teacher candidates. In spite of the different views on the contents of teacher
professional knowledge in the field, content knowledge including LP is accepted
as a teacher competence (Freeman et al., 2015; Kissau & Algozzine, 2017)
especially in foreign language teacher education (FLTE) (Glisan, Swender &
Surface, 2013; Kissau & Algozzine, 2017; Richards, 2017; Stedick, 2013). For non-
native English teachers (NNETs) in many parts of the world, English proficiency
(EP) is strongly desirable and helps build their professional confidence (Choi &
Lee, 2016), but it seems to be inadequately trained in teacher education programs
(Eslami & Fatahi, 2008; Sandhu, 2016).

The construct of general language proficiency (GLP) was early defined as the
ability to communicate effectively in a target language (Canale & Swain, 1980), or
the mastery of a language (Stern, 1983). Academics in teacher education have
recently argued the kind of proficiency involving “metalinguistic terminology
and discourse competence for managing the classroom” (Pearson, Fonseca-Greber
& Foell, 2006, p. 508) the teacher needs in order to instruct and interact with
students in ways that generate comprehensible input and a conducive
environment for language learning (Freeman et al., 2015; Le & Renandya, 2017;
Richards, 2015). It is also argued that this specific LP and GLP complement each
other in helping the teacher to teach effectively (Pham, 2017). In spite of the
controversies on the construct (Tsang, 2017), LP standards have already been set
for training, assessing and accrediting language teachers worldwide (ACTFL,
2012; Byram & Parmenter, 2013; NESA, 2017; Pearson et al., 2006; TESOL, 2010).
These LP standards, though different in contents, contexts and uses, seem to
suggest that a native-like LP is needed for language teachers to function well in
the classroom.

Abundant research has focused on the GLP against the benchmarks, and
concluded that a high level of LP increases teachers” self-efficacy in teaching,
especially managing the classroom and communicating contents (Chacén, 2005;
Choi & Lee, 2016; Tsang, 2017; Yusuf & Novita, 2020). In contrast, teachers” LP
inadequacy reduces their self-efficacy in providing comprehensible input,
modelling, giving feedback and managing activities (Butler, 2004; Chen & Goh,
2011; Copland, Garton & Burns, 2014; Ghasemboland & Hashim, 2013; Richards et
al., 2013; Yilmaz, 2011). Although a threshold level for effective teaching is unclear
(Tsang, 2017), Tsui (2003) indicated that the advanced proficiency enabled
teachers to provide more accurate meaningful explanations and respond to
learners” errors better than the lower level. In this respect, however, using the
ACTFL standards” Oral Proficiency Interview to gauge the speaking proficiency
of 2,881 teacher candidates of 11 different languages in the USA, Glisan et al.
(2013) found that only 54.8% met the low advanced speaking proficiency in their
target languages (e.g., German, Spanish). Noticeably, their proficiency variance
emerged from their undergraduate experiences. This finding implies that
teachers” LP could originate in their higher education experience, which is
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arguably the case of Vietnam, where over 90% of Vietnamese high school teachers
needed upgrading their level (T. Nguyen & Mai, 2015).

In Vietnam, English teacher education strictly follows the stipulations of the
Ministry of Education and Training (MOET) with respect to training quota,
recruitment procedures and program design. Given an annual quota, universities
select candidates by using the results of three subject tests administered in the
national school graduation examination. English is compulsory and focuses on
grammar, vocabulary and reading. Since 2008, the national 2020 Project missioned
by the MOET, aiming to improve foreign language instruction (Prime Minister,
2008) adopted the Common European Framework of Reference for Languages
(CEFR) (Council of Europe, 2001) as standards. The CEFR contains six levels: Al,
A2, B1, B2, C1 and C2. Following the benchmark for language teacher graduates
in Europe (Cardenas & Chaves, 2013), C1 level, ‘Proficient’ or ‘effective
operational proficiency,” is set as a LP standard for high school teachers and
graduates from FLTEPs (MOET, 2014). While the question of which LP and which
level exactly is needed for a teacher’s effective teaching remains unclear and
controversial (Pham, 2017; Tsang, 2017), this standard setting is commonly
assumed to improve foreign language instruction (Kissau, & Algozzine, 2017).
How effectively current FLTEPs prepared their trainees to meet the standard,
however, remains a question (Pearson et al., 2006) and a gap in Vietnam. Little is
known about the extent to which ETEPs prepare pre-service teachers to meet the
advanced level, especially in the disadvantaged area like the Mekong Delta (V.
Nguyen, 2015).

To fill the gap, we examined the ETEP of a representative university in the region,
focusing on the following research questions:

1. What are pre-service teachers’ levels of English proficiency (EP) before and
upon training completion based on their self-assessment? To what extent
do they attain the advanced level?

2. What are their evaluations of the EP training effectiveness and related
quality factors?

2. Literature review

Language program evaluation is essential to inform and improve the training
quality (Aldoobie, 2015). Given that this task involves a systematic process of
collecting, dissecting, and interpreting information for “forming judgments about
the value of a particular program” (Robinson, 2003, p.199, as cited in Peacock,
2009), which is beyond our ability to manage, we find it imperative to gain insight
into which training attributes may benefit LP development.

The literature on ETEP evaluation has concentrated on some important elements
for effective training. These include a needs-based curriculum, an awareness of
program goals, course structuring and linkage, the balance between teacher-
centered and learner-centered activities, and that between content knowledge and
pedagogical knowledge (Bolitho, 2016; Peacock, 2009; Sung, 2009). Regarding LP
development, a sufficient emphasis is widely suggested (Bolitho, 2016; Chacén,
2005). In particular, to achieve the advanced level, Cambridge English Assessment
suggests that learners need 700-800 guided learning hours (Cambridge University
Press, 2013). Besides, instructional activities should place a focus on learners and
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practice, instead of theory-laden lectures (Sung, 2009); learners” awareness of the
proficiency goal, their effort and time investment and willingness to practice the
language outside class are also crucial elements (Chambless, 2012). Additionally,
teacher educators’ LP, opportunities for learner-learner interaction, and learning
strategy instruction are quality attributes (Sung, 2009). Research has further
confirmed that the use of self-regulated learning strategies influences LP
development (Fukuda, 2017). Importantly, the onset LP level could be a crucial
mediator in the advanced LP achievement (L. Nguyen, 2014).

Research on FLTE has to date largely focused on teacher preparedness for
pedagogical competence or professional knowledge (Akcan, 2016; Baecher, 2012;
Carmel & Badash, 2018; Faez & Valeo, 2012; Kiely & Askham, 2012; Senom, Zakaria
& Shah, 2013; Uzun, 2016). A few studies have yet contributed some insights into
the preparation of teachers” LP via pre-service teacher training. Peacock’s (2009)
study is one of the few in Hong Kong that indicated that the NNET trainees
desired an increased time for EP apart from the need for further teaching practice
and classroom management skills. Examining the impact of a one-year EFL
teacher training program in Cambodia, Sovann and Chomdokmai (2012) assessed
eighty-nine trainees using an EP test and a teaching knowledge test whose results
showed that they only achieved an average level in both English and teaching
knowledge. Four training elements to be improved were the learning
environment, resources, curriculum and program management. This study,
however, is limited in terms of the EP test which lasted only 50 minutes, a far
limited time to gauge the overall EP. In Norwegian contexts, Vold (2017) noted
the LP component was not prioritized in FLTEPs, and his study confirmed
evidence on the LP deficiency among novice teachers and their desire for a
stronger focus on oral skills. With a qualitative approach to delving into an EFL
teacher preparation curriculum in Indonesia, Hadi (2019) similarly concludes that
the teachers are not adequately prepared for EP, because of the lack of theory-
practice balance, and a facilitative learning environment. Faez, Karas and Uchihara
(2019) found that after one-year training in an MA TESOL program in Australia,
most of the Chinese EFL teachers improved their EP by one level, but only 26%
achieved C1. The English-medium courses, and exposure to the language
environment were reported as factors contributing to their EP development.
Overall, previous research has revealed a common picture that pre-service
teachers are not adequately prepared for LP, but the extent to which the teachers
achieve the advanced level is not mentioned in most studies.

3. Methods

Formative evaluation could not be undertaken, so the study focused only on the
trainees’ self-evaluation. We relied on a mixed-method approach (Lynch, 1996)
combining a questionnaire and a group interview to collect data.

3.1. Data collection methods

The questionnaire consisted of two parts: Part 1 collected the participants’
background information; Part 2 elicited the trainees’ self-assessment of EP, and
their responses to training effectiveness and related factors which were previously
reviewed in the literature (see appendix 1).
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We adopted the CEFR self-assessment grid because of financial constraints in
conducting standardized tests. Researchers further question the exact
measurement of GLP due to the controversy on the construct (Tsang, 2017).
Besides, combined measures such as self-rating and tests are suggested (Stern,
1983; Tsang, 2017). This is based on research findings about the relatively strong
correlation between self-assessment and tests (Diamond et al., 2014; Ross, 1998;
Wilson, 1999). Ma and Winke (2019) conclude that can-do statements are useful
for low-stakes self-assessments. In this sense, the CEFR with both holistic
descriptions and specific can-do statements and separate scales for listening,
reading, spoken interaction, spoken production and writing, can facilitate
learners’ self-assessment, and was adopted in recent studies (e.g., Faez et al.,
2019).

Five six-point scales (1 to 6) of each skill ranging from A1 to C2 were used for self-
rating the start level and exit level. The alpha coefficients of these scales were
calculated, and the overall result was a = .886, which means sufficient internal
reliability. The participants were also asked to report proficiency proofs, which
were then used to corroborate with their self-assessment.

For the self-evaluation of EP training effectiveness, five-point Likert’s scales were
used. The current study report the data on the following factors as indicated in
Table 1.

Table 1: Factors for self-evaluation and scales

Factors Scales Alpha
Coefficients

Overall effectiveness of | 1= strongly disagree, 2= disagree, 3= | a = .852

EP training (6 items) neutral, 4= agree, 5= strongly agree

Teaching activities 1= never, 2= seldom, 3= sometimes, | a = .921

(29 items) 4= most of the time, 5= always

Assessment activities 1= never, 2= seldom, 3= sometimes, | a = .767

(13 items) 4= most of the time, 5= always

Self-regulated learning | 1= never, 2= seldom, 3= sometimes, | a=.858

strategies (5 items) 4= most of the time, 5= always

The questionnaire also contains three open questions about which factors could
enhance or limit the EP gain (questions 18-19), and which program aspects needed
improving (question 20).

A group interview was then conducted in a conversational style to gain further
information on training effectiveness because of the power imbalance between the
trainees and the researcher as an insider lecturer. This would reduce anxiety,
increase comfort and confidence in sharing ideas, and allow free interactions and
mutual catalysts (Taber, 2013). Open-ended questions are employed to elicit free
opinions. The following questions were posed in Vietnamese, and prompts were
used to develop the talk: What would say about the effectiveness of EP courses? Do you
feel that the EP training helped you improve your EP? To what extent did they prepare
you for the C1 level?
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3.2. Context and Participants

The study was conducted at a representative public university in the Mekong
Delta. As per admission procedure, candidates to the four-year 140-credit ELTEP
submit the results of three tests: mathematics (or geography, or history), literature
and English, and are recruited basing on the in-take year quota. When admitted,
they follow a mandated training structure: 30% of the total credits are for general
knowledge delivered in Vietnamese, and 70% for the professional knowledge. The
2014-2018 program consisted of linguistics and culture courses (9.3%), courses on
general and subject-specific pedagogy, assessment, technology for teaching and
practicum (32.2%) and EP courses (28.5%). The time for EP equals to 787 in-class
contact hours; each contact hour requires students to take two self-study hours.
All the EP courses were aligned with the CEFR can-do abilities, starting with Bl
and targeting C1. The EP courses relied on the two textbook series, North-star and
Pathways, which endorse the communicative approach; accompanied with an
IELT book series for guided self-study. They were delivered by lecturers who held
Master’s degrees in TESOL, or Applied Linguistics, and had a teaching experience
of three years minimum. English was the main medium of instruction (EMI) in
most professional knowledge courses.

Forty-one teacher trainees from the 2014-2018 in-take responded to the
questionnaire, accounting for 50% of the population. They included 24 females
(58.6%) and 17 males (41.5%); 30 candidates (73.2%) came from the countryside,
and eleven (26.8%) from the city. Their entry English score was M = 6.99, SD =
.965 (out of ten). Of the total, 68.3% reported proficiency proofs equivalent to C1
level3, and 14.6% B2; while the EP qualification of the remaining ten participants
was unknown. Regarding their training motivation, albeit the program outcome
is the English teaching career, only 65.9% desired to pursue this career; 9.8%
wanted to find any job that uses English; 14.6% elected the major because of free
tuition* mainly, and 2.4% followed their family advice or imposition, and 7.3%
thought it is a popular language. Five males and two females who had obtained
C1 volunteered to participate in the interview.

3.3. Data collection and analysis procedures

The questionnaire was put on Google Form and emailed to all the trainees in the
program, accompanied by an invitation message at the end of their coursework
before they left for the school practicum to complete their training. The
participants had two weeks to respond to the invitation. The interview was
conducted two weeks after that. Curricular documents were only consulted to
obtain information on the intended goals and contents.

The returned questionnaire responses were collated into an excel file and
transferred to the SPSS software. Cronbach’s alpha coefficients were then
calculated to assess the questionnaire reliability. Descriptive statistics were
employed to depict the trainees” self-evaluation. Then, inferential statistics such
as independent-samples t-tests and correlation tests were used to explore the

3 Standard setting in Vietnam (IELTS-7.0, national VSTEP-level 5; TOEFL ITP-550; TOEFL
iBT-80; TOEIC-850, CAE-180)

4 Teacher education programs are funded by the government, while tuition applies to other
programs.
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differences in their EP, and the relationship between the training factors and the
EP results. Given the only one-shot interview, it was only used to extract the
evidence that could clarify the questionnaire results.

4. Results

4.1. EFL teacher trainees’ self-assessed EP levels

Table 2: EFL teacher trainees’ self-rated entry and exit levels of EP across skills

Skills Listening Reading Spoken Spoken Writing
interaction production

Levels Entry | Exit | Entry | Exit |Entry |Exit Entry | Exit Entry | Exit

Mean 205 449 (244 |471 |193 458 195 [4.54 212 4.6l

SD 805 | .675 | 923 .559 |.848 590 .805 .596 .954 .586
1-A1 % | 269 |- 146 |- 34.1 - 317 | - 34.1 -
2-A2 % | 439 |24 39.1 - 439 | - 439 |- 244 | -

3-B1 % |268 |24 |366 |24 |171 |49 |22 49 [366 |49
4-B2 % |24 391 |73 |268 | 49 [317 |24 [366 |49 [292
5C1 % |- 561 |24 | 684 |- 634 | - 585 |- 65.9
6-C2 % | - - 24 |- - - - - -

Table 2 reveals that the trainees started with various levels across all English skills.
Between 26.9% and 34% began with level A1, and 43.9% had A2 for listening and
speaking. Over one-third of the respondents attained B1 in reading and writing,
while 26.8% and around 20% rated themselves on B1 for listening and speaking
respectively. Only less than 5% (2.4% to 4.9%) believed they possessed an overall
B2, or a reading proficiency equivalent to C1. Overall, most respondents assessed
their EP level between A2 and B1 (M = 1.93, SD = .848 for speaking; M = 2.44, SD
= 923 for reading), and they were less self-confident in listening and speaking
than reading and writing abilities. Their individual variance was quite large (SD
= .805 for listening and spoken production, and SD = .954 for writing)

In contrast, their self-assessment upon training completion showed a significant
gain, with all the skills being estimated from level B2. The mean scores increased
to over 4.0 (4.49 - 4.71), and the standard deviations decreased (.559 -.675). They
continued to show most confidence in reading (2.4% attained C2, 68.4% C1, 26.8%
B2, and 2.4% B1). Roughly similar numbers of participants self-rated their writing
ability equivalent to C1 (65.9%), B2 (29.2%), and B1 (4.9%). On average, both
spoken interaction and production were rated closely the same (M = 4.58, and M
=. 4.54 respectively). Specifically, 63.4% of trainees assessed their spoken
interaction at C1, and 31.7% at B2, while ratings for spoken interaction were 58.5%
and 36.6% respectively. A small amount (4.9%) remained at Bl. Their listening
proficiency was ranked the lowest with only 56.1% of participants reporting level
C1,39.1% B2,2.4% B1, and 2.4% A2.

On average, 62.4% of teacher trainees rated their EP as Cl-equivalent upon
completion of training. This number is comparable to 68.1% reporting official
certificates of the same level. 28.7% of participants graded themselves on level B2,
and 3.65% estimated their EP at level B1, which is the recommended starting
standard (MOET, 2014).
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Exploring trainees’ EP differences

To explore further, the participants were reassigned into two groups according to
the Entry English scores: the below-seven, and the seven plus. Then comparing
the self-rated EP means, we found that the below-seven group rated their onset
proficiency at significantly lower level than the other group (t = -3.17, p <.05). In
contrast, the ratings of exit EP were not significantly different between the groups
(M =444, SD = 505, and M = 4.71, SD = .443 respectively, t = 1.5, p > .05).
Regarding regional difference, the candidates coming from rural areas had
significantly lower entry English scores than those from urban schools (M = 6.73
compared to M = 7.7, p < .05), but overall they self-evaluated their EP gain
approximately the same at the end.

A Pearson’s correlation test was run between the entry English scores and the self-
rated exit EP levels, producing a significant but low coefficient (r = .324, p < .05).
A similar calculation revealed a significantly stronger positive correlation
between the self-perceived entry level and the exit level (r = .514, p < .05). This
means that the higher EP candidates start with, the more likely they could attain
the advanced level.

4.2. Trainees’ self-evaluation of EP training effectiveness factors
What is their evaluation of the effectiveness elements of EP training?

Table 3: Trainees’ perceived effectiveness of EP courses by percentage

Items Disagree |Unsure| Agree [Strongly
agree

The language skills courses state clear goals for 24 73 | 756 | 146

developing EP.

The language skills courses have a clear link and 0 73 | 707 ”

rogress from easy to difficult levels.

The language skills courses satisfied your needs. 7.3 171 | 70.7 49

The language skills courses prepared you well for|

the EP equivalent to C1. 73 268 | 488 | 171

The teaching and learning activities in the skills

courses helped you improve your EP.

Teachers' assessment in the skills courses pushed
ou to improve your EP.

24 244 | 51.2 22

7.3 17.1 | 56.1 19.5

Seen from Table 3, the trainees overall agree on the effectiveness of EP courses.
The majority contended that the courses had clear goals, and were well connected
and progressed (over 86% and 92% respectively). 75.6% felt the courses met their
needs, while only 17.1% were uncertain and 7.3% disagreed with this. For
attaining C1, nearly 66% of the trainees were content that the courses sufficiently
prepared them, 26.8% were unsure, and 7.3% disagreed. A majority (73.2%),
however, admitted that EP activities helped them improve their English to a large
extent; while nearly one-fourth expressed uncertainty about this preparation.
75.6% of them also reported that assessment activities affected their learning to
improve their EP.

In the interview, the interviewees overall express positive attitudes to the EP
courses in terms of goal statement, logical linkage and needs satisfaction.
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However, they believed the order of training writing genres seemed unclear. For
them, starting with writing general texts such as messages, memos and letters,
then continuing with writing basic academic paragraphs seemed unclear, as one
trainee said, “I can’t see the difference in the level between ‘Reading and Writing

a7

General Texts” and ‘Basic Academic Writing and Reading’.

The choice of materials also presents gaps in the level progression and relevance.
Different lecturers selected different textbooks from two different series
suggested in the syllabuses. A male trainee mentioned, “It depends on the
lecturers; one lecturer chose Pathways for the basic and intermediate courses, then
in the subsequent course, another selected North star, and then for Critical Writing
and Reading, another lecturer switched back to Pathways.” The trainees further
commented that North star was boring, and contained several topics irrelevant to
their life and interest. One of the females recalled, “Even some lecturers
commented the book is boring to them.”

For following the course syllabuses, they said most of lecturers used the suggested
textbooks, but tweaked some activities and contents to a certain degree. However,
the concerning issues are the teaching method that failed to motivate them, and
the ineffective exploitation of the textbooks. One male trainee said, “I think the
contents were interesting, but the lecturers” methods failed to make the material
interesting.” Another male trainee complained, “Once a native-speaker teacher
taught us; he either strictly followed the book or completely ignored it; some
contents he substituted were inconsistent with the syllabus and caused us
confusion; consequently, many students skipped his classes because they felt
demotivated.”

Regarding the question about awareness of the EP standard, only 65.9% of the
trainees reported they were well-aware. In the interview, a female candidate
noted, “As far as I know, many of my classmates now still believe that they don’t
need to achieve C1 as one of the requirements, and they don’t care about it.”

To the open-ended question “what do you suggest to improve the program
towards EP development?” most of the opinions concentrate on three crucial
issues. First, further EP courses should be offered with a focus on oral skill
development. Second, general knowledge courses should be reduced so that they
could better invest effort and time into the development of EP. They said studying
many general knowledge courses shared their time budget. This factor is also
frequently repeated as the one affecting their EP development in another open-
ended question. Third, there should be more practice, instead of theory-laden
lectures in many EMI courses.

What types of teaching and assessment activities were often used in EP courses?

To understand the training effectiveness further, 29 learning activities, and 13
assessment activities were grouped into categories. Table 4 reveals that both
teacher-centered activities (M= 3.88, SD= .448) and summative assessment (M=
3.95, SD= .462) recurred more regularly than learner-oriented activities (M= 3.58,
SD= .463) and formative assessment (M= 3.55, SD= .524). The trainees’ use of self-
regulated learning strategies were relatively high (M= 3.87, SD= .524).
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Table 4: Teaching and assessment activities in EP courses

EP Course Activities Min. Max. | Mean SD
Tea.chgr—centered 3.0 471 388 448
activities

Lee?rr}e.r—centered 2.61 4.56 358 163
activities

Summative assessment 2.67 4.67 3.95 462
Formative assessment 243 471 3.55 469

In detailed examination, for the teacher-centered activities, textbook-based
practice was often guided by the teacher (M =4.29, SD = .601), followed by teacher
feedback (M =4.12, SD = .714), lectures (M = 4.0, SD = .866), and teacher-controlled
practice (M = 3.66, SD = .728). For the learner-centred category, group discussion
occurred most frequently (M =4.19, SD =.557), followed by output and interaction
tasks (M = 3.93, SD = .608). Other less recurrent activities involved strategy
instruction, promoting strategy use on tasks, extensive reading, presentations,
projects, and task-based, self and peer assessment. Summative tests were
employed more repeatedly (M = 3.95, SD = .462) than alternative formative
assessment such as project, portfolio, journal and so on (M = 3.55, SD =. 469).

Table 5: Trainees’ use of self-regulated learning strategies

Items Min. | Max. | Mean | SD
Find out about course goals 3.0 5.0 3.68 | .6099
Set goals for studying the course 3.0 5.0 3.93 |.7208
Choose suitable learning strategies 3.0 5.0 4.00 |.6325
Plan to.study and use learning 30 50 400 | 7746
strategies

Monitor and notice success or 20 5.0 380 | 6790
problems

Evaluate and change strategies if 20 50 380 | 6790
necessary

Total 3.87 | .524

Regarding the level of self-regulated learning (M= 3.87, SD= .524), Table 5 shows
that the trainees usually set goals for what they wanted to learn, selected
appropriate strategies for learning, monitored, evaluated and regulated their
strategies when necessary (M= 3.8 - 4.0). In contrast, they less frequently found
out about course goals beforehand (M= 3.68, SD= .609).

5. Discussion

The results above reveal that overall the trainees make a significant progress in
EP. A large proportion (62.4%) reported the achievement of the advanced level
both in terms of self-rating and EP proofs, and many candidates appeared to make
much improvement given their low starting point (A2). This number is closely
consistent with previous research especially for the oral proficiency
(approximately 60%) (Glisan et al., 2013), and is much higher than what Faez et
al. (2019) found. The percentage closely matches the large proportion of A2-B2 at
the beginning. The rest of candidates who achieved B1 to B2 appears sensible,
given their lower starting point (Al). Despite the significant training effect, it
seems that adequate preparation for the advanced EP remains a debate.
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Specifically, good proportion still desired further EP support, whereas the
qualified candidates would be challenged to maintain their level upon entering
careers being distracted by multiple factors (T. Nguyen & Mai, 2015). This finding,
as with previous research (Glisan et al., 2013), means that teachers’ LP gaps could
originate in pre-service teacher education. Ongoing professional development
that emphasizes EP is necessary to ensure the new graduates’ levels will not drop.
Alternatively, as noted by Moeller (2013), it is hard to jump the hurdle to the
advanced LP, if current training programs are not restructured or improved to
respond better to the reality, this target will be unachievable.

Several related factors could mediate the trainees” EP outcome and hence should
be considered. First, as indicated by Peacock (2009), the effect might be due to the
clear structuring and organization of EP courses. However, the fact that many
candidates were unaware of the EP standard and entered training without clear
career goals could possibly reduce their time and effort commitment (Bolitho,
2016; Chambless, 2012), and the likelihood to achieve their goals (Ball, 2010, as
cited in Moeller, 2013). The choice of some materials and lecturers” methods which
failed to interest the trainees could have further exacerbated their motivation. This
might have in turn undermined the program effectiveness (Peacock, 2009; Sovann
& Chomdokmai, 2012; Sung, 2009). The trainees’ desire for further language
support, much like in previous research (Uzun, 2016; Vold, 2017), also reflects the
specific needs for EP regarding regional difference among the candidates. Given
their varied start levels, certain students might need more extensive EP training
than others. This means that the program should respond better to the candidates’
needs, especially the less proficient ones.

The balance between theory and practice and between knowledge components in
the program is a crucial factor to consider. 28.5% of credits devoted to EP
coursework is incomparable to 41.5% for pedagogical and linguistic knowledge
courses delivered in both Vietnamese and English. This imbalance could have
reduced the impact on EP growth (Bolitho, 2016; Chacén, 2005; Chambless, 2012).
Obviously, the contact hours fall within the range 700-800 for C1 achievement
(Cambridge University Press, 2013). Nevertheless, as indicated in this study,
trainees may enter the program with various backgrounds (e.g., initial levels,
motivation, school education and residency), and given that second language
acquisition depends on sociocultural constraints (Lantolf, Thorne & Poehner, 2015),
the existing time allocation seems to suffice only to push trainees up to two levels.
This means those starting with the right level (A2-B1 at least) will be more likely
to achieve the goal.

Other essential factors may be the teaching and assessment activities. Although a
mixture of activity types were implemented, there were more lectures and
textbook-based activities than learner-oriented activities. Learner autonomy was
less often promoted by offering choices of study topics, and process-oriented
activities namely portfolios, or projects. Further exploration about the
relationships of assessment activities and EP course activities with the trainees’
use of self-regulated learning strategies revealed significant but low correlations
(r. =.39, p =.008, and r. = .36, p = .012 respectively); however, a slightly higher
correlation was observed between self-regulated learning strategies and the EP
outcome (r. = .42, p < .05). This suggests that the type of course and assessment
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activities may mediate the level of self-regulation which in turn impacts EP
development (Fukuda, 2017).

Noticeably, the onset EP is a significant factor to predict LP gain (L. Nguyen,
2014). Despite the tuition-free policy for teacher education in the context which
aims to recruit the best candidates, findings from this study show that a majority
of candidates were below the onset required level (B1). This is due to the
recruitment procedure which rigidly relied on the English test whose validity and
reliability are doubted with respect to GLP assessment. This is evident in the low
correlation between the test scores and the exit EP level, while a stronger
correlation existed between the self-rated initial EP and the gained EP. This
finding echoes a concern that has been raised in other contexts (Bolitho, 2016;
Sandhu, 2016). As Bolitho (ibid.) noted, in many contexts “entry-level
requirements are frequently relaxed..., which means that the profession does not
always receive the best possible candidates” (p. 28).

6. Implications

Despite the limitations regarding the lack of process-oriented evaluation data, and
a small sample size that limits generalizations, this study offers some implications
for LP standardization in FLTE. Firstly, it is evident that the current program
responds better to candidates with a proper starting level (A2-B1). Therefore,
FLTE institutions should consider additional measures to recruit those candidates
with the right levels. For the local program in this study, given the variant onset
levels of the candidates as evident in their English test scores and EP self-rating,
the collaboration of related recruitment units is necessary to further examine
future candidates’ speaking and listening skills to ensure the suitable candidates
be recruited.

Additionally, current FLTEPs need to respond better to the demands of teacher
trainees for LP development. Specifically, consideration should be taken into the
balance between LP coursework and theoretical knowledge components. Further
curricular changes are required to increase the LP proportion, and especially
reducing coursework (30%) perceived as unrelated to their professional training.
Alternatively, additional opportunities for LP development can be designed into
LP courses for enriching exposure to authentic materials and practice of English.
For example, in-class instruction can be integrated with online learning resources
and activities, using learning management systems.

Third, this study reveals that among the many mediating factors, teaching and
assessment activities that push learner self-regulated learning and autonomy can
enhance LP gain. Therefore, it is suggested that classroom instruction deploy
more learner-centred activities and formative assessment to push the trainees’” use
of learning strategies. Self-assessment using the CEFR grid is advisable to raise
students” awareness of the outcome goal and identify their gaps so that they can
have timely LP supports (Pearson et al., 2006). It is stressed that the responsibility
of all program constituents namely educators, trainees, and related departments
and units will help achieve the goal (Moeller, 2013).
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7. Conclusion

Teacher capacity primarily relies on initial teacher education. Expectations seem
high compared to the current reality, but measures taken to ensure the quality of
pre-service FLTEPs will urge would-be teachers to meet the LP standard goal.
Findings from this study on the EP training effectiveness at a large university in
the Mekong Delta suggest that the feasibility in attaining the advanced EP goal
remains an issue for further exploration across variable local contexts, especially
disadvantaged areas. It is arguable that this level is achievable if teacher
candidates have the right LP qualifications before training. Besides this, other
potential factors to consider are learner-oriented course and assessment activities,
self-regulated learning strategy use, and a balance between LP and other
knowledge components. Despite the socio-cultural context where this study was
conducted, we hope to contribute further understanding about features of ETEPs
with respect to teachers’” LP preparation. Future studies in other contexts which
employ both quantitative and qualitative data to follow teachers’ LP development
may help to depict a fuller picture that informs teacher education towards the LP
standardization policy.
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Appendix 1

Evaluation questionnaire

This questionnaire aims to give you the opportunity to evaluate the English teacher
training program you have followed. The main purpose is to obtain information on how
effective it is to help you improve your English skills. This information is useful for
improving training in the future. Please answer the questions as objectively as possible.
It will take about 20 minutes. Thank you for your cooperation.

Part 1: Personal information

Please leave your information.

Gender (1=Male, 2=Female). Mark only one oval.

o 1
o 2
Where do you come from? (1=Countryside, 2=City; 3=Suburbs). Mark only one oval.
o 1
o 2
o 3

When did you begin studying English? (1=elementary school, 2=secondary school, 3=high
school). Mark only one oval.

o 1
o 2
o 3

What was your English score at the entrance exam? (e.g., 5,6, 6.5) ............

What was your total score of 3 subjects at the entrance exam? ..............

What certificate did you have before entering the training programme at CTU? (e.g., IELTS 6.0;
TOEIC500; PET, KET, FCE...) ...cccvviiiiiiiiain,

What certificate do you currently have? (e.g., IELTS 6.0; TOEIC 500; PET, KET,
FCE..)..........

What is the most important reason why you chose English language education as your major?
How many credits have you completed up to now?
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Part 2: Questions
Please answer the following questions.

1. Please assess your level of listening skills at the start of the program and NOW. Read the
description below carefully and choose the one that best describes your level.
Mark only one oval per row.

Al A2 Bl B2 C1 c2

At the start of the
program

NOW

Listening

| can recognise familiar words and very basic phrases concerming myself, my family and
immediate concrete surroundings when people speak slowly and clearly.

| can understand phrases and the highest frequency vocabulary related to areas of most immediate
personal relevance (e g. very basic personal and Tfamily information, shopping, local area
employment). | can catch the main point in short, clear. simple messages and announcements.

| can understand the main poinis of clear standard speech on familiar matters reqularly encountered
In work, school, lelsure, etc. | can understand the main point of many radio or TV programmes on
current afmalrs or topics of personal or professional Interest when the delivery Is relatively slow and
clear

| can understand extended speech and lectures and follow even complex lines of argument provided
the topic Is reasonably famillar. | can understand most TV news and current affairs programmes. | car|
understand the majority of films in standard dialect

N

I can undersland extended speech even when it is not clearly structured and when relationships are
only implled and not signalled explicitly. | can understand television programmes and fiims without too
much efrort

@)
[

N o N [

| have no difficuity In understanding any Kind of spoken language. whether live or broadcast, even
when deliverad at fast native speed. provided | have some time to get familiar with the accent

2. Please assess your level of reading skills at the start of the programme and NOW. Read the
descriptions below carefully and choose the one that best describes your level.

| can understand famillar names, words and very simple sentences, for exampie on notices and
posters or in catalogues

| can read very short. simple texts. | can find specific. predictable information in simple everyday
material such as advertisements, prospectuses, menus and timetables and | can understand short
simple personal letters

| can understand texts that consist mainly of high frequency everyday or job-related language. | can
understand the description ot events, feelings and wishes In personal letters

| can read articles and reports concerned with contemporary problems in which the writers adopt
particular atlitudes or viewpoints. | can understand conlemporatry literary prose

| can understand long and complex factual and literary texts. appreciating distinctions of style. | can
uncerstand specialised articles and longer technical instructions, even when they do not relate to my
field

| can read with ease virtually all Torms of the written language. Including abstract, structurally or
linguistically complex texts such as manuals, specialised arlicies and lerary works

anﬂﬂaa
N [ N = N -
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Mark only one oval per row.
Al A2 Bl B2 C1 2

At the start of
the program

Ni

)

W

3. Please assess your level of interaction skills at the start of the programme and NOW. Read the

description below carefully and choose the one that best describes your level.

Spoken Interaction

| can Interact in a simple way provided the other person Is prepared to repeat or rephrase things ata
slower rate of speech and help me formulate what I'm trying to say. | can ask and answer simple
questions in areas of immediate need or on very familiar topics

| can communicate in simple and routine tasks reguiring a simple and direct exchange of information
on familiar topics and activities. | can handle very short soccial  exthanges. even though | can't usually
understand enough to keep the conversaton going myseir

| can deal with most situations likely to arise whilst travelling in an area where the anguage is Spoken
I can enter unprepared Into conversation on topics that are famillar, of personal Interest or pertinent to
everyday life (e.g. family, hobbies work. travel and current events).

| can Intaract with a degree of fluency and spontanelty that makes reguiar Interaction with native
speakers quite possible. | can take an active part in discussion in familiar contexts, accounting for and
sustaining my views

| can express myself fluently and spontaneously without much obvious searching for expressions. |
can use language Mexibly and effectively for social and professional purposes. | can formulate ideas
and opinions with precision and relate my contripution skiifully to those of other speakers

| can lake part effortlessly in any conversation or discussion and have 2 good rfamiliarity with idiomatic
expressions and coloquiallsms. | can express myself nugntly and convey finer shades of meaning
precisely. If | do have a problem | can backtrack and restructure around the difficulty so smoothly that
other people are hardly aware of it

ﬂaﬂaaa
N =N - NI -

Mark only one oval per row.
Al A2 Bl B2 C1 c2

At the start of
the program

N

4. Please assess your level of spoken production at the start of the programme and NOW. Read
the description below carefully and choose the one that best describes your level.

o
=

Spoken Production

| can use simple phrases and sentences 1o describe where | live and people | know

| can use a series of phrases and sentences to describe in simple terms my family and other people.
living conditions, my educational backgroiuind and my present or most recent |ob

a story or relate the plot of a book or film and describe my reactions

I can present clear. detailed descriptions on a wide range of subjects related to my fieid of interest. |
can explain a viewpoint on a topical issue giving the advantages and disadvantages of various
options

| can present clear, cetalled descriptions of complex subjects integrating sub-themes, ceveloping
particular points and rounding off with an appropriate conclusion

| can connect phrases in a simple way in order to descnbe experiences and events, my dreams,
B 1 hopes and ambitions. | can briefly give reasons and explanations for opinions and pians. | can narrate

| can present & clear. smoaothly-fNowing description of argument in a style appropriate to the context
and with an effective logical structure which helps the recipient to notice and remember significant
points
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Mark only one oval per row.
Al A2 Bl B2 C1 C2

At the start of the
program
NOW

5. Please assess your writing skills at the start of the program and NOW. Read the descriptions
below and choose the one that best describes your level.

Writing

| can write a short, simple postcard, for example sending holiday greetings. | can fill in forms with
personal details, for example entering my name, nationality and address on a hotel registration form.

| can write short, simple notes and messages relating to matters in areas of immediate needs. | can
write a very simple personal letter, for example thanking someone for something.

| can write simple connected text on topics which are familiar or of personal interest. | can write
personal letters describing experiences and impressions.

| can write clear, detailed text on a wide range of subjects related to my interests. | can write an essay
or report, passing on information or giving reasons in support of or against a particular point of view. |
can write letters highlighting the personal significance of events and experiences.

| can express myself in clear, well-structured text, expressing points of view at some length. | can write
about complex subjects in a letter. an essay or a report, underlining what | consider to be the salient
issues. | can select style appropriate to the reader in mind.

| can write clear, smoothly-flowing text in an appropriate style. | can write complex letters, reports or
articles which present a case with an effective logical structure which helps the recipient to notice and
remember significant points. | can write summaries and reviews of professional or literary works.

Mark only one oval per row.
Al A2 Bl B2 C1 C2

At the start of the
program

NOW

6. Did you know from the beginning that C1 level was one of the goals of the training program?
Mark only one oval.

o Yes

o No
7. The language skills courses state clear goals for developing English proficiency. Mark only one
oval. (2=disagree, 3=unsure, 4=agree)

12345

Strongly disagree Strongly agree
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8. The language skills courses satisfied your needs. (2=disagree, 3=unsure, 4=agree. Mark only
one oval.

12345

Strongly disagree Strongly agree

9. The language skills courses prepared you well for the English proficiency equivalent to C1.
(2=disagree, 3=unsure, 4=agree). Mark only one oval.

12345

Strongly disagree Strongly agree

10. The teaching and learning activities in the skills courses helped you improve your English
proficiency. Mark only one oval.

12345

Strongly disagree Strongly agree

11. Teachers' assessment in the skills courses pushed you to improve your English proficiency.
(2=disagree, 3=unsure, 4=agree). Mark only one oval.

12345

Strongly disagree Strongly agree

12. The language skills courses have a clear link and progress from easy to difficult levels.
(2=disagree, 3=unsure, 4=agree). Mark only one oval.

12345

Strongly disagree Strongly agree

13. The following courses helped develop your English proficiency towards the level of C1.
Mark only one oval per row.

st.rongly Disagree unsure agree strongly
disagree agree

1. Linguistics courses (e.g., grammar,
pronunciation, phonology, syntax,
discourse analysis...)

2. English Speaking Cultures

. Teaching Literature

. Teaching Methodology courses
. Testing and Assessment

. Technology in teaching English
. Problem Solving Skills

. Professional Communication Skills

O 00 NN o O B~ W

. Curriculum Design

10.Second Language Acquisition
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14. How often did the teaching in language skills courses engage you in the following activities?

Mark only one oval per row.

Most of
the time

Always
1. Presenting a topic assigned by the
teacher
2. Group discussion on a topic
3. Role play or drama
4. Demonstration

5. Project (e.g. make a video clip, a
guidebook, a survey,...)

6. Portfolio

7. Practice exercises from the
textbooks (listen, read, write,...)

8. Self-assessing the tasks you have
done

9. Giving feedback on your
classmates' tasks

10. Listening to teachers' talks

11. Activities that help you know
how to learn English

12. Writing reflections on your
learning process

13. Communicative language games

14. Online forum managed by the
teachers

15. Further practice of language skills
on the e-learning system managed by
the teachers

16. Pairwork exchanges

17. Reading further (materials online,
newspapers, or books)

18. Listening further to English on
public media

19. Further speaking practice outside
classes

20. Regular review of important
knowledge

21. Watching a video clip/film
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22. Learning the supplementary
materials introduced in the course
syllabus

23. Interaction with a peer to
complete a task

24. Teachers' feedback on your
work /tasks

25. Using strategies to complete a
task

26. Controlled practice (e.g.,
repetition, completing a given
pattern, or similar practice)

27. Learning activities linked to your

experience or life outside the
classroom

28. Presenting a topic of your
interest/choice

29.Vocabulary and grammar practice

44

15. How often did the teaching in the other courses taught in English engage you in the following

activities? Mark only one oval per row.

1. Presenting a topic assigned by
the teacher

2. Group discussion on a topic
3. Role play or drama
4. Demonstration

5. Project (e.g. make a video clip, a
guidebook, a survey,...)

6. Portfolio

7. Completing practice exercises
from the textbooks or materials
individually

8. Self-assessing the tasks you have
done

9. Giving feedback on your
classmates' tasks

10.Listening to teachers' talks

11. Activities that help you know
how to learn

Always

Most of
the time
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12. Writing reflections on your
learning process

13. Online forum managed by the
teachers

14. Further practice on the e-
learning system provided by the
teachers

15. Pairwork exchanges

16. Reading further (materials
online, newspapers, or books)

17. Listening further to related
materials

18. Further speaking practice
outside classes

19. Regular review of important
knowledge

20. Watching a video clip/film

21. Learning the supplementary
materials introduced in the course
syllabus

22. Interaction with a peer to
complete a task

23. Teachers' feedback on your
work/tasks

24. Using strategies to complete a
task

25. Controlled practice (e.g.,
repetition, completing a given
pattern)

26. Learning activities linked to
your experience or life outside the
classroom

27. Presenting a topic of your choice

15. How often was each of the following assessment forms used in the courses?

Mark only one oval per row.

1. Regular tests/quizzes (multiple
choice or essay)

2. Final-term tests

Always of the

Most

time
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3. Group assignments in form of

essays or reports

4. Group presentation

5. Group project

6. Portfolio

7. Writing a journal/diary
8. Self-assessment forms

9. Teacher regular feedback

10.Assessment from other classmates

11. Individual assignments in form of

essays or reports
12. Mind map/concept map

13. Participating in in-class
tasks/activities

16. Are you satisfied with the following aspects? Mark only one oval per row.

1. Teachers' English
proficiency

2. Teachers' methods of
teaching

3. Assessment methods

4. Contents of English major
courses

5. Course delivering plan

6. Amount of class time for
language skills courses

7. Learning Materials
8. Learning facilities

9. Teachers' knowledge of the
subject taught

10. Structuring courses in the
program

Very

. Not . s
o Satisfied © Dissatisfied
satisfied sure
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47

17. How often did you do the following over the years of learning? Mark only one oval per row.

Always tl\i/[n(izt of the Sometimes Seldom Never

1. find out about course goals

2. set your own goals for studying
what you feel necessary

3. choose learning strategies that
help achieve the goals

4. make a plan to study and use
learning strategies

5. monitor the process to notice
success or problems

6. evaluate and change the
strategies if necessary

18. Which factors in the training program helped you develop English proficiency? Explain how
they influenced your EP development?

19. Which factors in the training program limited your development of English proficiency?
Why?

20. Which aspects of the training program do you think need improving to help you achieve C1?

21. Please leave your contact number if you want to participate in an interview in the next stage.
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Implementing Task-based
language teaching in an Asian context

Is it a real possibility or a nightmare?
A case study in Vietnam

Thi Anh Nguyen and Koen Jaspaert'
Can Tho University KU Leuven

Task-based language teaching (TBLT) has increasingly been used in an
Asian context. However, research into its implementation in Vietnam
remains scarce. This study aims to investigate the effects of a task-based
intervention on learners’ performance of listening, reading, speaking and
writing tasks compared to the effects of a more traditional teaching method
(TTM), which is based on form-focused instruction in combination with
the Presentation-Practice-Production method. Through a pretest-posttest
design, the researcher can measure the effects of the two settings on learn-
ers’ progress. The results show that the participants in the TBLT setting out-
performed the participants in the TTM setting for speaking, listening and
writing, but not for reading. The results of this study will encourage more
research in the field of TBLT implementation in Vietnam.

Keywords: Task-based language teaching, reading, writing, listening,
speaking

Introduction

The term foreign language education has existed for a long time in Vietnam.
English, however, was not popularly used until the late 1980s when the country
decided to expand international relations through an Open-door policy. Since
then English has flourished and become the most important foreign language
among learners, with up to 90% of undergraduate students deciding to learn it at
school (Loc, 2005; Huy Thinh, 2006; Canh, 2007). English language education
in Vietnam, similar to other Asian countries, has experienced a lot of problems
usually caused by the influence of Confucian ideology and traditional teaching
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methods which basically focused on linguistic rules and explicit instruction, with
little regard for communicative effectiveness (Loi, 2011). In an attempt to solve the
problem of learners’ poor outcomes in language proficiency, the Vietnamese Min-
istry of Education and Training (MOET) decided to take action. This action gave
rise to a policy shift from a rule-based instruction to a meaning-based instruc-
tion. The policy states that ‘Communicative skills are the goals of the teaching of
English at secondary schools while formal knowledge of the language serves as a
means to an end’ (MOET, 2006, p.6) and education should be ‘learner-centered,
communicative task-based’ (MOET, 2006, p.14). To promote the move toward
a more communicative approach, the Vietnamese Prime Minister issued Deci-
sion No 1400/QD-TTg on approving the 10-year National Plan for “Teaching and
Learning Foreign Languages in the National Formal Education System in the
period of 2008-2020 This policy includes a strong financial support of up to five
billion USD aiming at developing a foreign language curriculum, especially for
English.

With regard to the promotion of Task-Based Language Teaching (TBLT), it
is worth mentioning that the number of studies conducted in Vietnam, and in
the Asian context at large, on the effects of TBLT versus a more traditional form-
based approach (or traditional teaching method - TTM) in terms of classroom-
based practice has remained scarce. In an attempt to find more evidence for this
field of literature, this study aims to investigate the effects of TBLT compared to
those of TTM on learners’ language development in listening, speaking, reading
and writing. The results of this study will contribute to answering the question
whether TBLT can be an effective alternative teaching method for language edu-
cation in Vietnam.

Literature review

Confucian Heritage Culture: Impacts on language education in Vietnam

The term Confucian Heritage Culture (CHC) was coined by a Chinese philoso-
pher - Confucius (551-479 BC) and later developed by his followers. It is charac-
terised by an emphasis on ethics and statecraft rooted in a context dominated by
‘a secular elite recruited through a merit-based examination system’ (Starr, 2012,
p-4). In CHC, education was said to play a fundamental role and maintained a
high priority. In terms of language teaching, Vietnam, like other Asian countries
such as Taiwan, Hong Kong, Korea and Japan, has been heavily influenced by the
Chinese CHC due to continual invasions by the Chinese from the first century
until the mid-19th century. To clarify the impact of CHC on language education in
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Vietnam, five key features are proposed by Hofstede & Hofstede (2005). They are
power distance, collectivism, masculinity orientation, uncertainty avoidance, and
long-term time orientation.

First, power distance, refers to unequal relationships among people. With
respect to an educational context, power distance refers to the relationship
between the teacher and the students in which the teacher is considered to be
a guru who can satisfy learners as both a giver of knowledge and life model
(Phuong-Mai, Terlouw & Pilot, 2006); according to Maley (1983), the teacher rep-
resents the ultimate, the one and the only source of knowledge in the classroom.
The teacher is considered a king who takes the role of a transmitter of knowl-
edge and a model of morality and wisdom (Canh, 2011), while the students need
to show their full respect and always keep a distance from the teacher, even out-
side the classroom environment. Students must stand when the teacher enters
the classroom, and they are allowed to speak only when being invited to do so
(Phuong-Mai et al., 2006). It can be assumed that power distance strongly results
in the coinage of teacher-centered education.

Second, collectivism refers to the extent in which people tend to form strong,
cohesive groups. It is not surprising, in this respect, that the CHC students highly
value the virtue of harmony in the classroom (Leung, 1997). The students, there-
fore, rarely dare to contribute or share their personal ideas to others due to the
fact that they are afraid of being considered silly or making their classmates look
silly (Cocroft & Ting-Toomey, 1994; Tsui, 1996). Since the teachers are expected
to teach in a disciplined and quiet class, noise in the classroom is considered to
be a big failure for the teacher. For these reasons, promoting interaction during
communicative-based activities is extremely difficult and challenging.

Next, masculinity-orientation refers to the social gender roles in which males
are said to be decisive, tough and ready to be successful while females are sup-
posed to be weak and dependent in all social aspects. This is clearly reflected in
studies on cooperative learning, i.e., mixed-group activities in Asian classrooms.
Belenky et al. (1997) found out that female students were likely to talk less and
were often interrupted in a mixed-group activity. Similarly, Phuong-Mai, Terlouw
& Pilot (2005b) indicated that males had more influence in group discussions
than their female counterparts and they also had a higher chance of being elected
group leader. Together with collectivism, masculinity-orientation can be consid-
ered as one of the factors that results in the passive status among female students.

Another feature of CHC is uncertainty avoidance which can be defined as the
extent to which people try to avoid dealing with uncertainty or unknown situ-
ations. In education, this feature is clearly reflected in the CHC students’ learn-
ing style who tend to feel comfortable only with discrete learning and detailed
assignments under strict control of the teacher (Hofstede & Hofstede, 2005). In
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this respect, the CHC students strongly expect the teacher to teach them every-
thing without having them to discover things for themselves. In other words, they
wish to be spoon-fed (Phuong-Mai et al., 2006) rather than being active discover-
ers. In CHC examinations, the students have to reproduce all theoretical knowl-
edge taught at school to obtain good marks (Ballard & Clanchy, 1984; Chalmers
& Volet, 1997). Also, the students are expected to be extremely passive and reluc-
tant to participate in the classroom (Cortazzi & Jin, 1996b). Tomlinson and Dat
(2004) surveyed 300 Vietnamese adult students and they found that the students
seemed to be quiet, attentive and reluctant to express themselves. They were good
at memorizing and following instructions but were rather shy in sharing ideas in
front of a crowd (also see Nguyen, 2002). They also relied heavily on their teach-
ers and textbooks.

Finally, CHC highly values a long-term time orientation, that is the orientation
towards future rewards which can be seen in personal perseverance and thrift
(Phuong-Mai et al., 2006). This type of extrinsic motivation runs counter to the
intrinsic task-based motivation that TBLT activities are supposed to give rise to. In
summary, it is noted that English language education in Vietnam has been heavily
influenced by CHC over the past several decades, resulting in teacher-dominated
and form-focused approaches to English language education. In what follows, we
will discuss the main differences between these traditional teaching methods and
task-based language teaching.

Traditional teaching methods versus Task-based language teaching

TTM is mainly concerned with the idea that explicit form-based instruction (lin-
guistic rules and lexical items) must be a primary focus in second language classes.
In sharp contrast, TBLT primarily places a strong focus on meaning, stating that
communication must be the center of all pedagogical activities and teaching pro-
cedures (Van den Branden, Bygate & Norris, 2009). Long (1985, 2015) argues that
second language learners need to be provided with functional tasks and have to
be involved in intensive interaction and real-world language use. In the same vein,
Van den Branden (2016) states that learners need to be exposed to meaningful
input from early stages of second language acquisition. By focusing on meaning
rather than on linguistic accuracy while communicating and interacting with their
interlocutors, the learners’ motivation and interest can be successfully promoted.
Although TBLT emphasizes communicative effectiveness in real-world tasks, it
does not preclude form-based activities or teacher-led activities (Ellis, 2003, 2009;
Van den Branden et al., 2009; Norris, 2009, 2016; Ellis & Shintani, 2014; Van den
Branden, 2016). Rather, it ‘allows, even encouragesd - a focus on form in view
of optimizing the learning potential of task-based educational activities’ (Van den
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Branden et al., 2009, p.6). As such, explicit form-focused instruction can be con-
sidered to be an integral part of TBLT (Van den Branden, 2016). Unlike focus on
forms in TTM (Long, 1988, 1991), which means that particular linguistic items
such as grammar rules or lexical items must be first introduced through explicit
instruction, then practised in isolation under the form of grammar-based exercises
before being memorized automatically by the learners, the term focus on form,
from a TBLT perspective, refers to the teaching of linguistic items within the con-
text of communicative activities. This typically occurs when the teacher reacts to
the form-focused issues that the learner is struggling with during the performance
of communicative tasks. For instance, during the negotiation for meaning (Long,
2015), the learner can be supported by the teacher and other learners to deal with
new linguistic items without interrupting the flow of communicaticon. Van den
Branden also advocates that the teacher may correct learners’ errors or scaffold
their problem-solving in an explicit way to help them figure out problems while
understanding or producing an utterance.

TTM is primarily teacher-centered education while TBLT is said to be
learner-centered (Long, 1985, 2015; Ellis, 2003; Ellis & Shintani, 2014; Van den
Branden 2006; Van den Branden et al., 2009; Van den Branden 2016). In teacher-
centered education, classroom activities and interaction are dominated by the
teacher. In a learner-centered approach, however, the learners are fully supported
and encouraged to take care of their own learning process and self-reflect on what
they are learning. Instead of being controlled, TBLT learners, according to their
needs and capacities, are allowed to freely engage in discussing, sharing and eval-
uating their own learning outcomes.

Rather than segmenting language into discrete units of linguistic features
such as grammar rules or words for explicit teaching, TBLT takes holistic, func-
tional and communicative tasks as its main unit of analysis (Van den Branden,
2006). The learners are expected to ‘induce knowledge about smaller units from
their actual performances and communication challenges in complex situations’
(Van den Branden et al., 2009, p.2). In this respect, learners are fully supported
and encouraged to work with real-life tasks and engage in intensive interaction,
and as a result, they are claimed to learn the target language more effectively
(Long, 1985, 2015).

Regarding assessment, TTM mainly tests the isolated application of memo-
rized data, i.e., grammatical patterns or words at an extremely low level of critical
thinking. The tests often take the form of paper-and-pencil tests using multiple
choice, matching items or true/false statements. Clearly, such items mainly mea-
sure what the learners know about the language rather than testing what learn-
ers can actually do with the language. In sharp contrast, task-based language
assessment aims to measure students’ ability to complete target tasks — task-based
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performance (Long, 2015; Norris, 2016) — up to criterion. From this perspective,
Norris (2016, p.232) defines task-based assessment as:

The elicitation and evaluation of language use (across all modalities) for express-
ing and interpreting meaning, within a well-defined communicative context (and
audience), for a clear purpose, toward a valued goal or outcome.

Brindley (1994, p.76) states that assessments based on communicative tasks are
valid ‘since they attempt to replicate ‘real life’ language use situations, which is
ultimately what communicative language teaching and assessment are concerned
with’ Similarly, Paltridge (1992) considers tests task-based if they include commu-
nicative activities (target tasks) performed by learners.

Why TBLT in Vietnam?

In 2004, the Presentation-Practice-Production (PPP) method was officially intro-
duced into the language teaching curriculum in Vietnam to replace TTM. This
is because it was believed to satisfy the innovation goals: PPP reflected a notion
of ‘practice makes perfect, which is common in the acquisition of many skills
(Thornbury, 1999) and it provided a clear role for the teacher, which is in accor-
dance with power relations often found in Asian classrooms (Skehan, 2003). In
PPDP, a discrete item from the target language is first chosen by the teacher from a
syllabus, and the teacher plays a dominant role in teaching the item to the learn-
ers (Ducker, 2012). Typically, a PPP lesson is divided into three stages: presen-
tation, practice and production (Byrne, 1986; Willis & Willis, 1996; Samuda &
Bygate, 2008; Sato, 2010). In the presentation stage, the teacher begins the les-
son by setting up a situation in which the target language item is explicitly taught.
In the practice stage, the learners mainly practise or drill the language via con-
trolled activities, i.e., repeating after the teacher or the tape, matching parts of
sentences or answering questions using the target language until they master the
target language item. Finally, in the production stage, the learners have to produce
the new language in combination with their previous learned language in a freer
way. However, up to date, educationalists have realized that PPP is not as success-
ful as expected (Ellis & Shintani, 2014). For one, PPP is too linear and behavioris-
tic in nature. Thus, it does not take learners’ linguistic syllabus and readiness into
consideration (Ellis, 2003). Also, PPP relies heavily on the use of decontextualized
and meaningless drills (Wong & Van Patten, 2003). In fact, PPP focuses on accu-
racy rather than fluency (Thornbury, 1999; Skehan, 2003).

In an attempt to seek an alternative approach for PPP, Communicative Lan-
guage Teaching (CLT) was considered to have high potential for language edu-
cation in Vietnam. In line with the reform stating that ‘learner-centered,
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communicative task-based’ language teaching (MOET, 2006, p.14) must be a pri-
ority, CLT appeared to be a learner-centered approach (Littlewood, 1981; Richards
& Rodgers, 1986), placing functional language use at the center of language ped-
agogy (Van den Branden et al., 2009). It should be mentioned that classroom
learning, under CLT perspective, must mimic the natural acquisition of commu-
nicative activities occurring in the real world (Norris, 2009). However, Norris
(2009) argues that there are at least three problems associated with CLT. First, by
strictly adhering to a strong version of CLT, grammatical features may be totally
ignored in teaching and accuracy may be neglected in favour of meaningful com-
munication. Second, by only focusing on meaning-making, it may be impossi-
ble for learners to achieve native-like attainment regardless of how much time
they are exposed to inputs in the target language. Finally, it may be impossible for
teachers to offer learners substantial time and full resources to maximize the ben-
efit of learning through natural processes.

In response to the above-mentioned weaknesses of TTM, PPP and CLT,
TBLT has been expected to be the most suitable teaching method for language
education in Vietnam: its basic principles are assumed to match current needs.
Nevertheless, it is undeniable that TBLT implementation is problematic in Viet-
nam where CHC has dominated for a long time and hierarchic relations between
teachers and learners still exist. Nunan (2003, p.606) investigated a number of
Asian countries including Vietnam which subscribed to principles of TBLT con-
cluding that ‘rhetoric rather than reality is the order of the day’ It is evident
that there are mismatches between theories of TBLT and learning cultures which
prefer more examination-oriented and teacher-dominated classroom instruction
(Rao, 1996; Chow & Mok Cheung, 2004; Samimy & Kobayashi, 2004). In this
respect, Littlewood (2007) supposes that TBLT does not prepare learners suffi-
ciently for more traditional and form-oriented examinations. Canh and Barnard
(2009) concluded in their study that the exam-oriented instruction which resulted
in learners’ desire to, first and foremost, achieve correctness in form-focused tasks
strongly affected their language use ability. The test which mainly included gram-
matical multiple choice tasks and few oral components led to the ignorance of
meaningful tasks in the classroom.

It should be mentioned that the number of studies on TBLT in Vietnam is
limited. Phuong et al. (2015) conducted a study in which they compared learners’
writing development under two treatment settings: PPP and TBLT. The results of
the immediate post-tests showed that learners in the TBLT group outperformed
those in the PPP group in terms of lexical density and self-regulation, but not lin-
guistic accuracy. The delayed post-test indicated that the level of communicative
effectiveness in the TBLT group was much higher than that of the PPP group. To
complement that study, this study aims to compare learners’ progress on language
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proficiency (listening, speaking, reading and writing) in two treatment settings:
TBLT and TTM.

Present study

The current study aims at investigating whether the use of TBLT can help Viet-
namese English as a Foreign Language (EFL) learners improve their language
proficiency better than through the use of TTM. For this purpose, learners’ devel-
opment in listening, speaking, reading and writing will be measured.

To this end, the following research question was formulated:

Does TBLT enhance learners’ language proficiency more than TTM? Are there
any significant differences in listening, speaking, writing and reading develop-
ment between the two methods?

Method

Participants

A total of 56 learners of English (35 males and 21 females) participated in this
study. The age range was between 19 and 21 years, with an average of 19.3 years. All
had been studying English for at least seven years. Prior to the investigation, the
participants had been tested through a standardized placement test (Cambridge
English: Preliminary English Test (PET)) to make sure their English language
proficiency was comparable. In addition, three teachers participated in this study.
First, one of the researchers took the role of the teacher working in the TBLT
setting since he was well trained and familiar with principles and techniques of
TBLT. Second, a native English-speaking teacher, a volunteer teacher working at
the English department at Can Tho University, was involved as a co-teacher in
the TBLT setting. It should be noted that this teacher visited the TBLT classroom
three times throughout the treatment. Each time, she stayed for five minutes to
help the TBLT teacher play out a short dialogue. On the whole, her role was min-
imal, and therefore cannot be assumed to have an impact on the effect of both
methods. Finally, the TTM classroom was taught by an experienced teacher who
had been teaching English for almost 20 years.

Design

The learners were randomly divided into two groups that were each assigned to
a different teaching setting: TBLT and TTM. Each group consisted of 28 learners.
The offical treatment course lasted for ten weeks and included two extra sessions
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for the pretest and post-test activity, comprising four sixty-minute periods of Eng-
lish instruction per week. For the sake of consistency and comparability, the two
groups received a similar teaching syllabus.

The TBLT setting

In the TBLT setting, the teaching involved the integration of different language
skills: the learners were given materials (i.e., articles, notes, emails, etc.) for read-
ing or listening comprenhension, and then were asked to write a letter or other
communicative message pertaining to the text they had read or listened to, or
were asked to discuss or report on what they had read or written to their peers
or groups. By doing so, all four skills were involved and integrated. In addition,
the teaching principally followed a three-stage model for task completion, con-
sisting of a pre-task phase, a task-performance phase and a post-task phase (Willis
& Willis, 1996). The pre-task phase began with a teacher-led introduction of a
topic or a situation, followed by the learners discussing and sharing. In this stage,
the learners could be asked to work alone, in pairs or in groups. The learners’
prior knowledge and personal motivation as well as interest were strongly encour-
aged. The teacher could also introduce some crucial vocabulary associated with
the topic to help learners mobilize useful or necessary vocabulary for the discus-
sion, and also for subsequent activities. During the task-performance phase, the
learners were asked to work on a task and then discuss or evaluate task outcomes.
In this stage, the learners could be asked to work alone, in pairs or in groups.
Interactional support was given during this stage (and also throughout the lesson)
via the interaction between the learners, while the teacher helped learners dou-
ble check, revise and evaluate their own learning progress. In the post-task phase,
the learners were asked to summarize and reflect on what they had done. Form-
focused and other follow-up activities could be provided at this stage, offering
learners opportunity to practise certain linguistic rules as well as vocabulary. In
addition, correcting learners’ error and giving feedback were encouraged. It was
also worth considering task repetition or evaluation in this stage. At all stages of
the activities, the primary focus was on meaning. A sample of a TBLT lesson can
be found in Appendix 1.

The TTM setting

TTM in this study refers to the method that is typically used by most Vietnamese
teachers in language teaching. It is characterized by the combination of a conven-
tional teacher-centered, form-focused approach together with some basic features
of PPP.

In contrast to the TBLT setting, the language skills (listening, speaking, read-
ing, writing) in the TTM setting were taught separately. TTM activities consisted
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of two periods. During the first period, the learners were taught listening only.
The second period was used for speaking. A similar procedure was applied during
the next class, but for reading and writing. In terms of teaching sequences, the les-
son was designed in a fixed and systematic way following a three-phase sequence:
opening, drilling and closing. In the opening phase, the teacher immediately intro-
duced the lesson content to the learners after a greeting activity. A list of discrete
language items (vocabulary and grammatical features) associated with the topic
at hand was first introduced to the learners, followed by the teacher’s explicit
instruction. Next, the drilling phase was fully devoted to learners’ isolated prac-
tice. All kinds of form-based exercises were given to learners at this stage. Learners
were asked to work on the exercises under a certain time pressure. After this stage,
the teacher corrected the tasks and gave feedback on learners’ output in an explicit
way. This typically took the shape of one-way interaction from the teacher to the
individual learners or to the whole class, which is typical for TTM-based teach-
ing. Finally, in the closing phase, the teacher introduced follow-up activities for
learners so that they could have an opportunity for free discussion about relevant
topics but the time allowed for this activity was limited (average from 3-5 min-
utes). The teacher was also allowed to skip this activity in case of lacking time.
The teacher closed the lesson by giving learners homework and reminding them
to review what they had been taught. In summary, the teacher in the TTM con-
trolled most of the teaching time and delivered explicit knowledge to learners.
Learners were expected to digest and memorize the knowledge in order to repro-
duce it in the exercises. Clearly, the TTM primarily focused on accuracy rather
than fluency. A sample of a TTM lesson can be found in Appendix 1. Table 1 below
summarizes key differences between the two treatment settings.

Task types

Three task types (personal information exchange, narrative and decision-making)
and 18 topics (see Table 2) were used for two settings. The choice of these tasks
was based on the assumption that they could target learners’ attention and raise a
variety of cognitive demands (Foster & Skehan, 1996). The personal task required
the least cognitive effort because it mainly involved familiar and well-known
information whereas in the narrative task, the learners had to encode new infor-
mation and also imagine a fictitious situation while performing the task. In the
decision-making task, the cognitive demand was assumed to be the highest since
the learners had to judge and defend an opinion against another one.

Tests

The tests used in this study were part of the Cambridge English: Preliminary Eng-
lish Test (PET). The choice of PET was based on the assumption that the pro-
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Table 1. Differences in teaching sequences between the TBLT and the TTM

Traditional teaching method

Task-based language teaching

Form-focused priority

Meaning-focused priority

Opening phase
- Greeting
- Introducing the lesson content
*Aims of the lesson
*Language focus
- Explicit teaching of linguistic
items
*Grammatical rules

*Vocabulary
Drilling phase

- Form-based exercise practices

- Exercise correction and feedback

Closing
- Teacher-led discussion

Pre-task phase

Task-performance phase

Greeting and warm up activity

Teacher-led discussion

Discussing and sharing ideas

Stimulating learners’ prior knowledge and motivation

Providing crucial support (vocabulary)

Planning stage
Working on task

Sharing and interacting with interlocutors

Reflecting and evaluating own progress

Maintaining and stimulating interest as well as

motivation

Post-task phase

Summarizing output

- Homework - Focusing on form and mistake
- Task repetition and/or evaluation
Table 2. Description of task types and topics for learning

Task types

Personal information
exchange task

Narrative task

Decision-making task

Topics - Personal introduction
- Family
- School

- Hometown

Favorite destinations

Leisure time activities

A cartoon

A picture story

A road construction
A robbery

A cooking lesson

Story telling

A help letter

- A destination for a picnic
— At the supermarket

- Home away

- Cinema or football match
City building

ficiency level in this test is equivalent to the Bi-level of the Common European
Framework of Reference for Languages (CEFR) which is appropriate for learners
in the current study who are on their way to obtain B1 level as a compusory con-
dition for graduation. The PET is made up of four sub-tests including a listening,
writing, reading and speaking test.

© 2021. John Benjamins Publishing Company

All rights reserved

186



132

Thi Anh Nguyen and Koen Jaspaert’

The listening test included four parts comprising a total of 25 questions.
Learners were allowed 36 minutes including 6 minutes to transfer the answers to
the answer sheet. Part 1 was a multiple choice test mainly aiming at testing learn-
ers’ skill of listening for main ideas. Learners selected the right picture (from
three options) matching the main information delivered in an audio fragment.
Similarly, part 2 was also a multiple choice test but aimed at checking learners’
skill of listening for details. Here learners had to listen to longer fragments and
answer six questions. Next, part 3 was a gap-filling test in which learners had to
listen to a long monologue and were handed a page of notes which summarized
the text. Learners were required to fill in the six missing information items in the
note. Part 4 was a true/false test. In this part, learners had to listen to an infor-
mal conversation and then decide whether a sentence was true or false (6 items).
Each fragment of the listening test was played twice, and the learners were given
time to look through the questions and also to check their answers before and
after the listening.

For the reading test, learners were asked to answer 35 questions in 60 minutes.
There were five parts in the test. Part 1 was a multiple choice test for which learn-
ers had to understand the main message of short texts or notices such as signs,
messages, postcards, etc. Part 2 was a matching test in which learners had to read
eight short texts in order to find specific information. In part 3, learners had to
read a long text and say whether each statement was true or false. Part 4 was
another multiple choice test. Unlike part 1in which the learners had to read short
texts, in part 4, the learners had to read a long text and try to understand detailed
information. Finally, part 5 was a multiple-choice cloze test in which learners had
to fill in the missing words. This part was mainly aimed at testing learners’ lin-
guistic knowledge (grammar rules and vocabulary).

The writing test consisted of three parts and the learners were given 30 min-
utes to complete it. Part 1 comprised five questions in which learners were
required to make a new sentence that meant the same as the original one. In part
2, learners were asked to write a card to a friend, saying thank you for a party that
they had been invited to. In part 3, learners were asked to write a reply letter to a
friend talking about his/her leisure time activities.

The speaking test consisted of three parts. In part 1, the examiner interviewed
the learner by asking him/her personal questions (2-3 minutes). In part 2, the
learner was given a picture and a stituation, then asked to discuss and come up
with a decision on the given situation. This part took 3 minutes. In part 3, the
learner was given another picture that (s)he had to describe it. Then, the exam-
iner had further discussion with the learner about the same topic. The total time
devoted to part 3 was around 5 minutes.
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Scoring

The test was calculated up to 100 marks. Table 3 below describes the total division
of marks of each sub-tests in detail.

Table 3. Calculation of total marks per percentage

Reading test Listening test Writing test Speaking test

Part 1 5 7 5 3
Part 2 5 6 5 5
Part 3 10 6 15 7
Part 4 5 6
Part 5 10

35% 25% 25% 15%
Total 100

For scoring, each correct answer in the listening and reading tests received
one mark. For the writing and the speaking tests, the scoring rubrics provided by
the Cambridge test developers were used (see Appendix 2). The discussion during
the speaking test was audio-recorded to be checked afterwards. The pre-test, mid-
dle test 1, middle test 2 and the post-tests were rated and then double-checked by
two independent judges (the researcher and another invited judge). Pearson’s cor-
relation coefficient was computed to assess the interrater reliability between the
two judges. The results showed that a strong correlation was found (rP
=1,.91,.99, .99; n=56; p <.001 respectively).

re, middle1, mid-

dle2, post

Data collection procedures

This study was carried out during 12 consecutive weeks, starting from March, 2015
to May, 2015. Two groups of participants were involved in the data collection. The
data were collected through a repeated measure test design involving tests for 4
skills (listening, speaking, reading and writing). At the beginning of the course,
a pre-test was administered to 200 volunteer participants. Out of them, a total of
56 participants were selected for the study whose mean scores on the pretest were
very similar. This was done to make sure that the EFL level of language profi-
ciency of learners in both settings did not differ significantly prior to the study.
During the course the learners were asked to do the same test twice as a middle
test 1 and 2 to see whether any changes in proficiency occurred in learners, and
once at the end of the course (Week 12) as a post-test. All data were collected and
coded for analysis.
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Data analysis

Data of the study were quantitatively analyzed with the help of SPSS software. All
test data were analysed for descriptive statistics to identify (1) whether there were
any pre- middlei1- middle2- and post-test differences for either setting and how the
two settings (TBLT and TTM) differed from each other, and (2) whether there
were any differences in learners’ development of specific skills (listening, speak-
ing, reading and writing) between the two settings. In order to check whether
any observed differences were statistically significant, a mixed analysis of variance
(ANOVA) design with four test administrations as within-subjects factors and
TBLT or TTM setting as between-subjects factors was conducted. The alpha level
for statistical significance was set at p<.0s.

Results

Descriptive quantitative findings on the effectiveness of TBLT and TTM on learn-
ers’ proficiency are reported. Following this, a comparative analysis of learners’
development in reading, listening, speaking and writing between the TBLT set-
ting and the TTM setting is presented.

Differences in learners’ proficiency between the TBLT setting
and the TTM setting

The data were analysed using descriptive statistics and repeated measures
ANOVA. Descriptive statistics of the pre- middle 1- middle 2 and post-tests (see
Table 4) indicated that although both settings of TBLT (M =21,04, SD=1,23) and
TTM (M=21,11, SD=1,13) had similar mean values in the pre-test, the TBLT set-

ting outperformed the TTM setting in the middle test 1 (MTBLTz 34,89, SD=1,81;

M1 =33,68, SD= 2,11), middle test 2 (MTBLT =51,18, SD=1,96; M. =46,46,
SD=1,90) and the post-test (MTBLT =61,71, SD=2,65; M.\, =53,60, SD= 2,36).

Table 5 shows the ANOVA results for the pre- middle1- middlez- and post-tests
in the two settings. There was a significant effect for time (pre- middlei- middlea-
and post-test), which means that learners in both settings experienced a significant
increase in their scores across the four test administrations. The results also showed
that there was a significant value for Time*Group interaction (p < 0.001), indicating
that the TBLT setting significantly outperformed the TTM setting.
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Table 4. Descriptive statistics for pre- middle 1- middle 2- & post-tests

in the TBLT and the TTM

Test Condition M SD N

Pre-test TBLT 21.04 1.23 28
TTM 21.1 1.33 28
Total 21.07 1.17 56

Middle-test 1 TBLT 34.89 1.81 28
TT™ 33.68 2.11 28
Total 34.29 2.04 56

Middle-test 2 TBLT 51.18 1.96 28
TT™M 46.46 1.9 28
Total 48.82 3.05 56

Post-test TBLT 61.71 2.65 28
TTM 53.61 2.36 28
Total 57.67 4.79 56

Table 5. Analysis of variance with repeated measures tests

Source SS df MS F Sig

Within-Subjects

Time 43669.73 1 43669.73 5.5 .00
Time*Group 569.51 1 569.51 71.69 .00
Error 429.01 54 2.65

Between Subjects

Intercept 366687.36 1 366687.36 4.99 .00
Group 682.5 1 682.5 92.86 00"
Error 396.88 54 7.35

* p<.os

Differential effect of TBLT and TTM on learners’ specific language skills

Descriptive statistics of the pre- middle1- middle2- and post-tests from the listen-
ing, speaking, reading and writing test (see Table 6) revealed that learners in both
settings improved their scores across the four test administrations.
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Table 6. Descriptive statistics for the language skill tests in the TBLT and the TTM

Language skill Test Condition M SD N
Listening Pre-test TBLT 4.89 0.79 28
TT™ 5.14 0.8 28

Middle-test 1 TBLT 8.11 0.88 28

TTM 8.29 1.24 28

Middle-test 2 TBLT 12.39  1.03 28

TTM 11.89 1.29 28

Post-test TBLT 14.86  1.29 28

TT™M 13.79 0.91 28

Speaking Pre-test TBLT 3.04 0.58 28
TT™M 3.04 0.58 28

Middle-test1  TBLT 6.21 092 28

TT™M 5.14 0.8 28

Middle-test 2 TBLT 879 11 28

TTM 6.89 0.74 28

Post-test TBLT 11.96 1.1 28

TT™ 779 069 28

Reading Pre-test TBLT 7.6 05 28
TTM 7.5 0.51 28

Middle-test1  TBLT 11.71  1.12 28

TTM 12.57 0.96 28

Middle-test 2 TBLT 17.79 0.83 28

TTM 18.04 1.2 28

Post-test TBLT 19.89 1.13 28

TTM 21.21 1.47 28

Writing Pre-test TBLT 5.5 0.51 28
TTM 542 0.5 28

Middle-test 1 TBLT 886 0.76 28

TTM 7.68 0.61 28

Middle-test 2 TBLT 12.21  0.69 28

TTM 9.64 0.91 28

Post-test TBLT 15 1.25 28

TTM 10.82 1.41 28
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In order to investigate the effect of TBLT and TTM on learners’ development
of the four skills, a repeated measures analysis of variance (ANOVA) was run. The
results will be reported below for each of the skills.

Listening

For the listening tests (see Table 7), the value of Time*Group interaction was sig-
nificant (p<o.001), which indicates that the TBLT setting significantly outper-
formed the TTM setting.

Table 7. Analysis of variance with repeated measures tests for listening
Source SS df MS F Sig

Within-Subjects

Time 2873.66 1 2873.66 1.54 .00
Time*Group 16.32 1 16.32  8.73 00"
Error 101.01 54 1.87

Between Subjects

Intercept 22041.45 1 22041.45 8.82 .00
Group 4.57 1 4.57 1.83 0.18
Error 134.98 54 2.5

* p<.os

Speaking

Table 8 shows ANOVA results for the speaking pre- middlei- middle2- and post-
tests. There was a statistically significant value for Time*Group interaction
(p<o.001), which means that the learners in the TBLT setting did better than
those in the TTM setting.

Reading

The results of ANOVA for the reading pre-middlei- middle2- and post-tests (see
Table 9) showed that the significance value of Time*Group was p=o0.013. That is,
the TTM setting significantly outperformed the TBLT setting.
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Table 8. Analysis of variance with repeated measures tests for speaking

Source SS df MS F Sig
Within-Subjects

Time 1445.6 1 1445.6 1.62 .00
Time ' Group 132.1 1 132.1 14774 .00
Error 48.29 54 0.89

Between Subjects

Intercept 9778.57 1 9778.57 5.13 00"
Group 178.57 1 178.57 93.75 00"
Error 102.86 54 1.9

* p<.os

Table 9. Analysis of variance with repeated measures testsfor reading

Source SS df MS F Sig
Within-Subjects

Time 5716.55 1 5716.55 222 .00
Time*Group 16.91 1 1691 6.55 .013
Error 139.3 54 2.58

Between Subjects

Intercept 47357.36 1 47357.36 3.04 00"
Group 1886 1 18.86 12.12 .00
Error 84.03 54 1.56

* p<.os

Writing

Table 10 shows that there was a significant value of Time*Group interaction
(p<o.001), which indicates that the TBLT setting significantly outperformed the

TTM setting on learners’ performance of writing.

Discussion

In view of the fact that four measurements (a pre-test, a mid-test1, a mid-test2 and
a post-test) with the same test battery were conducted, it is undeniable that part
of the progress the learners (in both settings) made must be attributed to practice
effects: the learners just got better because they were more familiar with the test.
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Table 10. Analysis of variance with repeated measures tests for writing

Source SS df MS F Sig

Within-Subjects

Time 1760.25 1 1760.25 1.04 .00
Time*Group 132.54 1 132.54 78.04 00"
Error 91.71 54 1.7

Between Subjects

Intercept 19762.57 1 19762.57 1.35 .00
Group 224 1 224 153.25 .00
Error 78.92 54 1.46

* p<.os

To mitigate the practice effect, the time lapse between consecutive test administra-
tions was kept as large as possible (four weeks). Clearly, these test-taking practice
effects occurred in both settings. We have no reason to assume that those prac-
tice effects were larger in either of the two settings. Therefore, we believe that the
differential effects between the two settings should be attributed to the treatments
the participants received.

The research question focused on whether the participants in the TBLT set-
ting would outperform the TTM learners. The results indicated a statistically
significant difference between the two settings in favor of the TBLT setting. To
answer the sub-question, learners’ development in four language skills was exam-
ined separately. The results indicated that the TBLT setting significantly outper-
formed the TTM for listening, speaking, writing, but not reading. For reading,
the TTM setting was significantly better.

With regard to listening, the results showed that TBLT learners significantly
outperformed TTM learners. The possible reason can be explained in the charac-
teristic of listening itself. Listening is a simultaneous online processing cognitive
activity in which listeners must actively involve three interconnected phases of
comprehension: perceptual processing, parsing and utilization (Anderson, 1995).
Clearly, in the TBLT setting, besides listening activities conducted via a cassettle
player, learners were given more opportunities to work with real-life commu-
nicative tasks which allowed highly intensive two-way interaction between the
learners and their interlocutors. To maintain the conversation and smooth the
process of interaction, learners had to always engage in the process of speech
receiving-delivering. In sharp contrast, this opportunity was not created in the
TTM classroom where learners were seen as passive listeners. In this respect,
TBLT learners received much more help to become aware of and regulate these
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phases of comprehension in listening compared to their TTM counterparts. This
might have contributed to the higher scores of the listening test among TBLT
learners. Another possible explanation can be found in learners’ motivation.
Vandergift (2005) states that there is a clear evidence for a positive relationship
between motivation and the achievement of L2 listening. Motivation, together
with other affective variables appears to contribute to L2 listening success
(Vandergrift, 2011). In the TTM, the teacher hardly chose the listening activities
based on the analysis of learners’ needs, but only considered padagogical aspects.
Moreover, the task sequences strictly followed a cycle of asking, answering and
checking. Needless to say, this kind of education results in learners’ low motiva-
tion. On the other hand, the teacher in the TBLT setting chose the tasks in terms
of considering learners’ needs analysis. In other words, based on the identity of
which goals and communicative language needs the learners had to perform in
the task, the teacher made decisions about thematic content and what skills or
abilities learners needed to be trained. In this respect, TBLT learners found them-
selves comfortable and confident, resulting in high motivation in their learning.
Regarding speaking, the TBLT learners were reported to achieve higher
scores than the TTM learners did. This could be explained by the fact that the
TBLT learners were given a variety of communicative and meaningful speaking
tasks at all stages of the lesson whereas the TTM learners, under a strict con-
trol of the teacher, were offered only a limited number of communicative activi-
ties. Indeed, TBLT learners received more opportunities to develop their speaking
proficiency by doing, which is consistent with Swain’s (1985, p.248) principle “one
learns to speak by speaking” In addition, TBLT learners, while producing task-
based target language output may have had more chances of noticing gaps in their
interlanguage knowledge, which may have prompted them to listen more care-
fully to particular elements in the teachers’ input in an effort to improve their
own speaking proficiency (Swain & Lapkin, 1995). Clearly, these opportunities
were not effectively created in the TTM setting. To illustrate this, a lesson plan
for speaking in two settings will be briefly described (see Appendix 1). During the
pre-task phase, the TBLT learners were immediately given a realistic task (giv-
ing directions to a learner’s house from school) for communication while learn-
ers in the TTM had to digest a great number of linguistic-lexical related items
fed by the teacher. During the task-performace phase, TBLT learners were pro-
vided more opportunities for speaking via interacting with their interlocutors.
The TTM learners, in contrast, had to devote more time to drilling linguistic rules.
Also, TBLT learners were offerred plenty of opportunities to build up their speak-
ing capacity from communicative activities in all stages. TBLT learners were also
offered chances to self-evaluate and improve their speaking skills in interaction.
In sharp contrast, learners in the TTM classroom were given a limited amount of
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time for practising speaking, mainly occurring during the drilling phase. In fact,
only two learners were given an opportunity to be engaged in the follow-up activ-
ity before the lesson ended. In addition, focusing on form at the post-task phase
in the TBLT may have helped the TBLT learners to use the language more accu-
rately, while allowing learners to maintain their focus on meaning in EFL learning
(Van den Branden, 2016). Similar to the case of listening discussed above, intrin-
sic motivation could be better activated among TBLT learners compared to those
in the TTM by means of real-life target tasks taken from meaningful situations. In
the TTM setting, however, learning activity often occurred in a condition manip-
ulated by the teacher which could demotivate the learners.

For writing, significant differences in learners’ scores were found between the
two settings in favor of TBLT. This could result from the fact that the TBLT learn-
ers were engaged in collaborating and performing communicative target tasks,
allowing them to engage in sharing meaningful information with their peers and
also to extend a wider range of new topics while in discussion. The TBLT learners,
therefore, may have been exposed to a great source of interesting and excellent
written clues. Compared to TTM learners, TBLT learners had more opportuni-
ties to consult different sources of materials given by both the teacher and their
peers via classroom activities while TTM learners had to work only with materi-
als provided by the teacher. In addition, TBLT learners may have benefited much
from the process of self-regulation in writing (Graham & Perin, 2007; Phuong
et al., 2015), while this opportunity did not exist in TTM learners. In the TTM
classroom, the learners were primarily taught lexical and grammatical items in an
explicit and traditional way which was unlikely to help improve their quality in
writing (Anderson, 1997; Saddler & Graham, 2005). TBLT learners, in view of the
support of the teacher, had to plan the writing tasks themselves, for instance dur-
ing the task-planning stage and they had to discuss with their interlocutors later
at the phase of task-performance. Meanwhile, they had to perform self-evaluation
and revise their output based on feedback and responses received from their
peers. Needless to say, planning, evaluating and revising could help these learn-
ers accomplish a writing task more effectively (Zimmerman & Risemberg, 1997).
Another possible reason for TBLT learners’ higher scores in writing could be that
TBLT learners may have felt more comfortable and motivated than their coun-
terparts in the TTM (Graham & Perin, 2007). This motivation could come from
having been given a higher degree of autonomy. For instance, they were allowed
to decide themselves whether to use simple or complex structures in their text. In
contrast, learners in the TTM were treated in a controlled way in which they had
to strictly adhere to given materials and guidelines as well as come up with stan-
dardized output as expected. This may have negatively affected learners’ motiva-
tion and interest.
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Regarding reading, the results indicated that TTM learners significantly out-
performed TBLT learners. Different from listening and speaking, reading is an
off-line task, which does not require an immediate, simultaneous response, which
allows learners more time to brood over the meaning of a word or a sentence.
Thus, reading can be greatly improved by means of explicit teaching, which was
more evident in the TTM setting. It is important to note that writing is also an
off-line task which allows learners time to mobilize explicit knowledge. In this
study, however, TTM learners significantly outperformed their TBLT counter-
parts in reading, but not writing. For writing, the TBLT learners significantly out-
performed the TTM learners. This seems to suggest that language development is
skill-specific and that teaching methods may have differential effects on the devel-
opment of different skills. One reason why TTM may have worked better for read-
ing but not for writing in this study is that reading is a receptive skill which allows
learners to work on a task in which all the information, and language needed to
convey that information, is fully provided. Writing, on the other hand, is a pro-
ductive skill. This implies that learners have to mobilize relevant language and
compose adequate sentences and messages themselves (Graham & Perin, 2007),
which is more demanding in terms of active language processing. In this respect,
it is clear that the TBLT learners had more opportunities to practise these skills
compared to the learners in the TTM setting. Additionally, TTM learners may
have benefited from the teacher’s explicit instruction of linguistic items (vocab-
ulary and grammar rules) occurring during the opening phase, together with
extensive time of hard working on the reading tasks during the drilling phase. As
aresult, TTM learners could achieve better reading scores than their TBLT coun-
terparts.

Conclusions

The overall results show that the TBLT setting could help learners improve their
language proficiency better than those of the TTM setting. We find this encour-
aging because it can be asserted that the implementation of TBLT as an innova-
tion into Vietnamese language teaching curriculum can be positively evaluated as
a real solution for the shift from traditional teaching method to more commu-
nicative, task-based language teaching. However, it should be mentioned that a
careful investigation into the local context of Vietnam must be taken into consid-
eration. For this to occur, the educational policy as well as public demands are
supposed to play a fundamental role in the effectiveness of TBLT implementa-
tion. It is reported that TBLT could not help learners better than TTM teaching
in terms of reading, which may suggest that TBLT is less effective than TTM for
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fostering reading development or may have to do with other reasons that we have
not discovered yet. Thus, it is of vital importance to look more critically toward
the task-based approach to reading.

It should be noted that the learner participants have long been accustomed
to teacher-centered education while those in the TBLT treatment had to adapt
themselves to the new way of learning, i.e., meaning-based focus, learner-centered
instruction, which may be a time consuming and efforts-demanding job. As a
result, a ten-week course treatment seems not enough for these students to fully
adjust themselves to and afterwards benefit from this kind of learning. For future
research, a longer treatment time should be considered. In addition, the fact that
participants in the TBLT setting could not perform better than those in the TTM
setting in reading skill is interesting and deserves future exploration, as this area
is still relatively under-explored in terms of TBLT implementation, especially in
the context of Vietnam.
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Appendix 1. Samples of teaching lesson plans in the TBLT and the TTM

Topic: Asking/Giving instrucions

TBLT lesson sample - Integrated skills

TTM lesson sample for speaking

Pre-task phase

The learners were given a detailed map of Can
Tho city where they are living and studying.
Then, they were asked to work in pairs
describing how to get to their home/boarding

house from school.

Task-performance phase

The learners were given a paper sheet with clear
instructions on how to get to my boarding house.
They were asked to read the map that I had
given to them before and try to find out the
places mentioned, and also trace the route.
Planning stage

The learners were asked to pay attention to my
sample (phrases, language, etc.), then make
notes about directions to their own home/
boarding house.

Reporting stage

Learners were asked to work with another

partner and describing how to get to their home/
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Opening phase

The teacher introduced the lesson

content including:

- Aim: After the lesson, learners were
expected to remember the linguistic
items (grammar rules and words/
phrases) and to be able to ask and
give directions to a person in need.

- Language focus: Modal verbs;
Imperatives; Prepositional phrases

The teacher taught these linguistic items

separatedly and explicitly. The learners

were asked to take notes and pay much

attention on how to memorize them.

Drilling phase

In individual: learners were given a
number of exercises of modal verbs,
imperatives and prepostion to do.

In pairs: learners checked the answers
together and helped correct mistakes.
The teacher - the whole class: the
teacher corrected all the exercises.
The learners were given a topic for
speaking activity, that was ‘Describing
how to get to the Can Tho bookstore
from Can Tho university’ Learners

were asked to write down a paper and


https://doi.org/10.1006%2Fceps.1997.0919
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TBLT lesson sample - Integrated skills TTM lesson sample for speaking
boarding house from school to their partner talk to their partner when they felt
again. ready.

Reporting back stage

Learners were asked to come to another partner
(far away from him/her) and give directions to
their partners’ home. The other learner had to
listen, negotiate so that s(he) could put a pust
pin in that spot on the map and pinned the
directions to that area of the map as well.

Post-task phase Closing

Summarizing output and focusing on forms The teacher randomly invited two
Learners took notes specific linguistic items learners and asked them to give
(grammar rules, words/phrases) of asking and directions on the same topic in front of
giving directions while I indicated some the class.

mistakes that learners had made and explicitly The teacher reminded learners to do
corrected them. homework and learn by heart the

Follow-up: I asked learners to give me directions  lesson.

to the postoffice nearby.
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Assessing speaking performance — Level Bi

© 2021. John Benjamins Publishing Company

All rights reserved



Thi Anh Nguyen and Koen Jaspaert’

150

Assessing writing performance — Level B1
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ABSTRACT ARTICLE HISTORY
Introduction: Educational change, particularly English language teaching Received 29 June 2020
(ELT) pedagogical reforms, has received much attention from language Accepted 22 October 2020
researchers in the era of globalization and internationalization,

especiallly in Vietham. Purpose: This study is aimed to inyestigate Educational change; EFL
teachers’ responses to ELT pedagogical reforms, what factors influence teachers; ELT pedagogical
the responses, and if there are any differences in these factors among reforms; influential factors;
different groups of participants. Methodology: This study was the Mekong Delta
conducted quantitatively, followed by qualitatively, i.e. a mixed method

approach. The data were collected from 102 English as a foreign

language (EFL) high-school teachers in the Mekong Delta in Vietnam.

Findings: The results from the questionnaire and interview revealed that

teachers highly accepted ELT pedagogical reforms. Besides that, the

teachers were strongly affected by the influential factors, especially

students’ learning outcomes. Furthermore, the teachers with different

educational qualifications were affected by the influential factors at

different levels. Finally, the study found that the more teachers were

affected by these factors, the more they accepted ELT pedagogical

reforms. Based on these findings, implications were made for enhancing

teachers’ teaching practices in response to ELT pedagogical reforms.

KEYWORDS

Introduction

In Vietnam, English is the most popular compulsory foreign language subject to students from
primary schools to tertiary institutions. To enhance positive results in teaching and learning
English, many projects, specifically Decision No. 1400/QD-TTg, has been promulgated. However,
the National Foreign Languages Project 2020 as a reform for enhancing English proficiency of Viet-
namese people, introduced in Decision No.1400/Qb-TTg, faced many challenges, such as teachers’
levels, schools’ facilities, or lack of effective leadership. After implementing the project, the results of
English in the annual national graduation examination of high school students in Vietnam are still
not satisfactory. According to Le and Nguyen (2017), it is an unsuccessful project or a failure in a
bad way of explaining. Le and Nguyen (2017) also indicated that this failure of the project has
caused a lot of debate and doubts about the feasibility of the objectives set by the Project in
both domestic and foreign experts as well as social opinions. The reasons for this subjective judg-
ment are due to far-off and unrealistic goals because these goals do not match with EFL teachers’
proficiency and their willingness to change. Actually, the ones directly involved in the project is
none other than the EFL teachers but the importance teachers’ role was not correctly assessed.
Besides that, there are many studies on educational change and pedagogical reforms in countries
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around the world, including Vietnam (i.e. Harvey and Broyles 2010; Ibrahim, Al-Kaabi, and El-Zaatari
2013; Nguyen and Burns 2017). However, there is still little research to find out what factors influen-
cing EFL high-school teachers’ responses to ELT pedagogical reforms, especially in the Viethamese
context. Due to the reason presented, this study was conducted.

Literature review
EFL high-school teachers’ responses to ELT pedagogical reforms

The key term ‘ELT pedagogical reform’ means a process of transforming from the original form to a
new form of teaching and learning English to improve EFL students’ learning. The ELT pedagogical
reforms are characterized by the same elements with pedagogy but they focus on teaching English.
Knapp (1997), stated that reform is considered as an opportunity to learn. Furthermore, it is aimed to
do a process of teachers’ professional development.

Several studies have been conducted to explain the reasons why teachers resist change in edu-
cation. To explain the reasons for teachers’ resistance to change, understanding what resistance to
change needs to be well-explained. Resistance to change is a kind of mentality that people resist
unusual things (Gravenhorst, 2003, cited by Ali El Zaatar 2011). Ali El Zaatar (2011) defined the
term resistance to change as a lack of interest and collaboration to make a change, and people
who resist change prefer to keep the status quo. Fullan and Ballew (2004) described a change as
a double-edged sword because the change cannot occur in stagnant societies where people are
not interested in changing.

Teachers’ resistance: According to De Jager (2001), resistance can be rational or not. Sometimes,
teachers have reasons for resisting; but sometimes, they do it without any reasonable explanations.
There are various representations of teachers’ resistance. Graetz et al. (2006) shared that resistance to
change might be represented as the refusal to participate in solving common problems, to look for a
common opinion, to collaborate, and to be calm for the promoter for change. In the study, teachers’
resistance to change means that they do not support the reform.

Teachers’ acceptance: According to Ali El Zaatar (2011), the differences in school culture create
different responses to change. When change occurs, some teachers resist the change because of
several causes. However, change can be accepted and supported. Change acceptance plays the
opposite pole of change resistance (Coetsee 1999). Mohamad, Hassan, and Hamid (2019) called
resistance and acceptance as the two-polar opposite of change. Other than change resistance,
there is little research on change acceptance. While the topic resistance to change has been
studied through the years, acceptance to change cannot find a concrete definition (Mohamad,
Hassan, and Hamid 2019).

Influential factors

Based on the foundations of Thieman (2000) and Ali El Zaatar (2011), a more detailed model of influ-
ential factors of EFL teachers’ responses to ELT pedagogical reforms was created by the author of
the paper. Influential factors are divided into two groups, the internal and external factors. First,
the internal factors include prior learning and teaching experiences, teaching beliefs, teachers’ atti-
tudes, teachers’ confidence in learning abilities, stress, teachers’ participation in educational reforms,
teachers’ sense of empowerment, and teachers’ self-efficacy. Second, the external factors consist of
previous educational policies, professional communities and colleagues, institution managers’ leader-
ship, students’ learning outcomes, and time for implementing. Figure 1 describes the overview of influ-
ential factors.

Teachers’ prior teaching and learning experiences: Previous learning and teaching experiences form
a metal learning and teaching model (Thieman 2000). Based on the experiences as a learner, teachers
use the teaching strategies which they have the best experience in their learning.
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Figure 1. The influential factors of EFL teachers’ responses to ELT pedagogical reforms.

Teachers’ teaching beliefs: Teaching beliefs are the ways teachers believe in which are good or bad
for their teaching. Besides that, prior learning experiences also form teachers’ teaching beliefs that
are not easy to be reformed (Darling-Hammond 1990).

Teachers’ attitudes towards reform: Positive attitudes enhance teachers’ willingness to take risks,
such as overcoming fear of failure or fear of external danger, for the success of the reforms, applying
uncertain teaching approaches (Ali El Zaatar 2011).

Teachers’ confidence in their learning abilities: Reforming a standards-based curriculum or teaching
strategies requires the teacher to understand and acquire new knowledge. Teachers, who lack confi-
dence in their abilities, tend to resist change (Peterson 1990). Otherwise, other teachers, who believe
in themselves, are willing to support the reforms (Peterson, McCartney, and Elmore 1996).

Teachers’ stress: Stress from abundant works also affects teachers’ response to reforms. The
change process requires teachers to receive a large store of information. Margolis and Nagal
(2006) found that stress from physical and mental exhaustion demotivates teachers’ adaption of
change.

Teachers’ participation in educational reform: Teachers play the role of the chief agents for reform-
ing teaching strategies and implementing new policies (Cohen 1990). Participation in the edu-
cational reforming process gives teachers opportunities to experience ‘the best professional
development’ (Chrispeels 1997) and encourages them to give great effort in the educational
change process.

Teachers’ sense of empowerment: Teacher’s involvement in decision-making related to giving
instruction and students’ learning and teachers’ sense of empowerment makes an impact on tea-
chers’ accountability and learning opportunities (Smylie, Lazarus, and Brownlee-Conyers 1996).
Being empowered through decision-making related to giving instruction and students’ learning
encourages teachers to support change.

Teachers’ self-efficacy: Teachers, who are with a stronger and more positive self-efficacy, give
greater efforts in adopting the reforms in their teaching (Vitali, 1994). Moreover, they accept
change because their beliefs in change in practice can positively and sufficiently influence students’
performance (Kelley and Protsik 1997).

Previous educational policies: Previous educational policies include required curriculum, mandated
teaching strategies, and national testing. They affect teachers’ response to standards-based reforms
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(Thieman 2000). Although new educational policies are introduced, previous educational policies
continue to make a huge impact (Darling-Hammond 1990).

Professional community/colleagues: Some teachers experience conflicts and difficulties with other
teachers’ expectations, the school goals, and their teaching beliefs (Flexer and Gerstner 1993); while,
some teachers are inspired and encouraged by the mutual supports among teachers and respect for
the ideas of colleagues (Leithwood, Leonard, and Sharratt 1998). However, the social relationships
among teachers can be the barrier to implementing reforms. Teachers may show no enthusiasm
in discussing the matters of curriculum and instruction reforms with their colleagues in order to
maintain the social relationships, the established work norms, and the traditional organizational
arrangements (McGreal, 1997; cited in Thieman 2000).

Institution managers’ leadership: The active support of the managers strongly affects the
implementation of the educational reforms; moreover, the principal is called the ‘gatekeeper of
change’ (Sararon 1996, 77). The empowering managers’ behaviors as supporting and facilitating
encourage teachers’ implementation (Reitzug 1994). Furthermore, the working relationship of the
manager-teacher affects teachers’ willingness to involve in making decisions-related to the
reforms (Smylie 1992).

Students’ learning outcomes: The process of change and the improvement of students in learning
have a close connection (Thieman 2000). It can be explained that when students show their improve-
ment in learning, teachers continue to implement new teaching strategies or methods and slowly
transform their beliefs of using these new strategies or methods.

Time: Time for learning, being trained, planning, practicing, revising as well as collaborating with
colleagues cannot be underestimated in the change process (Thieman 2000; Ali El Zaatar 2011).
Besides enthusiasm and energies, teachers need a ton of time to learn new teaching techniques,
use new material effectively, and apply new teaching approaches (Prestine and McGreal 1997).
The lack of time to reflect, to deeply analyze, and to train the reforms hinders the teacher’s positive
responses to change. Further, lack of time to incorporate the reforms into teaching philosophy may
lead to change resistance (Flamholtz and Randle 2008).

In summary, ELT pedagogical reform has attracted much attention. However, the results are still
not satisfying. To find out the most appropriate way to enhance this process, EFL teachers’ percep-
tions should be investigated in depth. Besides that, determining what factors influencing their adop-
tion of the reforms will promise to enhance the outcomes of this process. Due to these reasons, the
study was conducted.

Methodology

This research aims to answer the three following research questions:

e What are EFL high-school teachers’ responses to ELT pedagogical reforms in Vietnam?
o What factors influence the EFL high-school teachers’ responses to ELT reforms?
o Are there any differences in influential factors among different groups of participants?

To find out the answers for these research questions, this study was conducted as a mixed-
method approach, using a questionnaire and interviews to collect data. There are strengths in the
mixed-methods approach because different methods can support each other to draw a complete
research picture (Morrison 2007). While quantitative data provides information on a large sample
and yields results on frequency and magnitude of trends, qualitative data offers insightful perspec-
tives on the research topic and provides details of the situation. The two methods when combined
allow the research to assess both outcomes and process of the social phenomenon.

A questionnaire was designed with 29 items on a 5-point Likert scale. The first 15 items ask tea-
chers to indicate how frequently (never, rarely, sometimes, often, or always) they use teaching prac-
tices that advocated in the ELT pedagogical reform in Vietnam. The remaining 14 items from 2.1 to
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Table 1. The questionnaire structure.

Sections Content Items Scales

Teachers’ responses to change Practices 1.1-1.15 Never — Always

Factors Internal factors 2.1-29 Strongly disagree — Strongly agree
External factors 2.10-2.14

2.14 ask teachers about factors influencing their responses to reform. The five responses are strongly
disagree, disagree, neutral, agree, and strongly agree. Table 1 below displays the structure of the
questionnaire.

It was sent via emails, provided by acquaintances of the researcher, such as friends, colleagues,
and lecturers, to more than 150 EFL high-school teachers. Then, 102 EFL high-school teachers
working at different high schools in seven provinces and cities in the Mekong Delta, responded.
Table 2 below display the information of the participants.

Quantitative data collected from the questionnaire were analyzed by SPSS software version
20.0. First of all, the questionnaire’s reliability was checked by a scale test. Then, the descriptive
statistics test was run to figure out the average level of EFL high-school teachers’ responses to
ELT pedagogical reforms and the factors affecting these responses. After that, One Sample T-
Test was used to compare the mean score with the medium frequency of use of teaching prac-
tices (3.5) recommended by Oxford (1990). The test value is adapted from Oxford (1990). Next,
the researcher used a combination of One-way ANOVA test and Independent Sample T-test to
check whether teachers with different demographic information have any differences in their
responses.

The interviews were conducted after distributing the questionnaires. Six participants including
three teachers from the ‘most supportive’ group, who have highest mean scores of practices
(cluster 1), and three teachers from the ‘least supportive’ group, who have lowest mean scores
of practices (cluster 1), were selected for interviews. After that, the researcher contacted the repre-
sentative participants via email and phone. Because of the Covid-19 pandemic, teachers are inter-
viewed directly via online platforms such as Zalo, Skype, and Zoom. The length of time for each
interview ranged from 25 to 30 min. All of the interviews were conducted in Vietnamese. All the
responses were recorded and taken notes carefully with the permission of the participants.
Then, the content of the interviews was translated into English. After that, the transcriptions
were carefully re-read and critically analyzed by the researcher. After that, they were carefully
reviewed by the supervisor and another master student. To clarify misunderstanding, the
researcher contacted the participants via email or directed phone-calls. Finally, the data were inter-
preted and analyzed according to themes, the framework in the literature review, and then pre-
sented in the research.

Table 2. The participants’ demographic information.

Variables Number Percent
Gender Male 30 29.4%
Female 72 70.6%
Qualifications Bachelor 78 76.5%
Master 24 23.5%
Workplaces Regular high-schools 82 80.4%
Gifted high-schools 20 19.6%
Teaching experience <5 years 10 9.8%
>5 & <20 years 72 70.6%
>20 years 20 19.6%
Teaching areas City / town 49 48.0%
Suburb / countryside 53 52.0%
Age Under 30 15 14.7%
30-39 40 39.2%
Over 40 47 46.1%
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Results

This section consists of the results of quantitative data and qualitative data.

e Research question 1: What are EFL high-school teachers’ responses to ELT pedagogical reforms in
Vietnam?

To find out the answer for research question 1, a Descriptive Statistics Test was run to analyze the
teachers’ responses to 15 first items in the questionnaire in order to find out the average level of their
practices in response to ELT pedagogical reforms. The results of this test was displayed in Table 3.

Table 3 shows that, on average, the level of use of the teaching practices recommended by the
reform was 3.68, which was approaching ‘often’ in the frequency scale. The results of One-sample T-
test show that there was a significant difference between EFL high-school teachers’ practices in
response to ELT pedagogical reforms (M =3.68; SD =.50) and the test value 3.5 (t=3.661, df =101,
p =.00). The results supported the conclusion that the teachers highly accepted the reforms.

The results of One-Sample T-Test show that the teachers’ responses to doing ELT action research
(M =3.54), conducting subject-based studies (M =3.52), and participating in extra-curricular activities
and English speaking club (M =3.50) were not different from the test value of 3.50 (the p-values
are .67, .83, and 1 respectively). As the results, these three types were accepted at the medium
level. Among these three types, the mean score of doing ELT action research was the highest. It
could be inferred that the types with lower mean scores of doing ELT action research (M =3.54),
including conducting subject-based studies (M =3.52), participating in extra-curricular activities and
English speaking club (M =3.50), using mind-map (M =3.10), establishing English communities (M =
2.96), and designing English proficiency test based on VSTEP framework (M= 2.75), belonged to the
group of less supported types.

On the other hand, the remaining types, consisting of adapting teaching material (M = 4.24), inte-
grating skills in a lesson (M = 4.14), teaching grammar in context (M = 4.10), doing on-going assessment
(M =4.08), using technology in teaching (M = 3.94), using open-ended questions or referential questions
to enhance students’ critical thinking (M = 3.94), focusing on language use (M = 3.85), teaching vocabu-
lary in phrases and collocations (M=3.79), and implementing oral tests (M =3.79), were highly
supported.

The results of One-Sample T-Test show that there was a significant difference between EFL high-
school teachers’ practices in response to ELT pedagogical reforms (M =3.68; SD =.50) and the test
value 3.5 (t=3.661, df=101, p=.00). The results supported the conclusion that the teachers
highly accepted the reforms.

Table 3. The teachers’ practices in response to the reforms (N =102).

Types Min.  Max.  Mean SD
Establishing English communities 1 5 2.96 1.03
Doing ELT action research 1 5 3.54 93
Focusing on language use 1 5 3.85 .84
Using open-ended questions or referential questions to enhance students’ critical thinking 2 5 3.94 .78
Teaching grammar in context 1 5 4.10 74
Integrating skills in a lesson 1 5 414 72
Using technology in teaching 2 5 3.94 .78
Teaching vocabulary in phrases and collocations 1 5 3.79 .85
Using mind-map 1 5 3.10 .85
Conducting subject-based studies 1 5 3.52 91
Adapting teaching material 3 5 4.24 .66
Participating in extra-curricular activities and English speaking club 1 5 3.50 1.04
Designing English proficiency tests based on the VSTEP framework 1 5 2.75 1.04
Implementing oral tests 2 5 3.79 .84
Doing on-going assessment 1 5 4.08 78

Total mean =3.68 (M =3.68)
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The results of One-Way ANOVA show that there was no significant difference in teachers’
responses to ELT pedagogical reforms based on their gender, workplaces, years of teaching experi-
ences, teaching areas, and ages (p=1, .12, .31, .65, and .54 respectively). However, a significant differ-
ence was found between the teachers with master degrees and those with bachelor degrees (p
=.00). Specifically, the mean score of teachers with master degrees (M=4.11) was higher than
that of those with bachelor degrees (M =3.55). As a result, it could be concluded that teachers
with master degrees supported ELT pedagogical reforms more than teachers with bachelor
degrees did in this study.

The qualitative data from the interviews also contributed more insights on the reasons why the
teachers adopted these reforms more easily than the others. Several reasons were found out to
explain the teachers’ acceptance of change, including making their students less bored, reducing
the difficulties of lessons to be more appropriate to their students’ levels, bringing a breath of
fresh air to their teaching, and showing many benefits to both their students and themselves.
One of them said,

The reforms could be reforming the content of teaching, the learning methods, the teaching methods, and the
ways for evaluating. For example, in terms of the teaching content, it is no longer too heavy. It creates content
that is lively, realistic, and close to life. It likes | teach grammar in a specific situation to help students relax and
gain more grammatical structure knowledge.

e Research question 2: What factors influence the EFL high-school teachers’ responses to ELT
reforms?

Table 4 shows the results of the Descriptive Statistics Test of the last 14 items.

Table 4 shows that the mean score of the factors affecting the teachers’ responses to ELT peda-
gogical reforms was high (M = 3.74). It could be inferred that these factors strongly affected the tea-
chers’ responses to ELT pedagogical reforms.

Next, the mean score of students’ learning outcomes (M =4.53) was highest, followed by that of
self-efficacy (M =4.22), attitudes (M = 4.00), sense of empowerment (M = 3.82), confidence in learning
and teaching abilities (M = 3.80), institution managers’ leadership (M =3.79), time (M =3.74), partici-
pation in educational reforms (M =3.72), teaching beliefs (M = 3.66), stress (M =3.59), previous edu-
cational policies (M =3.39), professional communities/colleagues (M =3.34), and prior learning and
teaching experiences (M = 2.81). According to the results, it could be inferred that EFL high-school tea-
chers’ responses to ELT pedagogical reforms were affected by students’ learning outcomes most and
by prior learning and teaching experiences least in this study.

The factors were divided in to two groups. Two internal factors, including stress (M =3.59) and
prior learning and teaching experiences (M =2.81), and two external factors, consisting of previous

Table 4. The factors affecting EFL high-school teachers’ responses to ELT pedagogical reforms (N =102).

Factors Min. Max. Mean SD
Prior learning and teaching experiences 1 4 2.81 .83
Teaching beliefs 2 5 3.66 .81
Attitudes 1.5 5 4.00 .65
Confidence in learning and teaching abilities 1 5 3.80 94
Stress 1 5 3.59 1.00
Participation in educational reforms 2 5 3.72 74
Sense of empowerment 2 5 3.82 75
Self-efficacy 2 5 422 .64
Previous educational policies 1 5 3.39 1.10
Professional community/colleagues 1 5 3.34 .96
Institution managers’ leadership 1 5 3.79 91
Students’ learning outcomes 2 5 4.53 .70
Time 1 5 3.74 94

Overall mean score: 3.74 (M =3.74)
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educational policies (M =3.39) and professional community/colleagues (M =3.34) affected at the
medium level. On the contrary, five internal factors, including self-efficacy (M =4.22), attitudes (M
=4.00), sense of empowerment (M =3.82), confidence in learning and teaching abilities (M = 3.80),
and participation in educational reforms (M = 3.72), and three external factors, consisting of students’
learning outcomes (M=4.53), institution managers’ leadership (M=3.79), and time (M=3.74),
influenced at the high level.

To sum up, this study found some following findings of the Research Question 2 via the results of
the quantitative data from the questionnaire. First, the factors highly affected EFL high-school tea-
chers’ responses to ELT pedagogical reforms. Second, the internal factors and the external factors
affected the teachers’ responses to ELT pedagogical reforms at the same level. Third, the most influ-
ential factor was students’ learning outcomes and the least one was teachers’ prior learning and teach-
ing experiences.

For qualitative data, following findings were found. Firstly, teachers accepted students’ learning
outcomes as the most influential factor. If there were signs of development in their students’ learning
outcomes after adopting these reforms, it would enhance teachers’ willingness to change. A teacher
said,

There are many influential factors but the most important factor is students’ learning outcomes. For example, for
the same type of ELT pedagogical reforms, a teacher applies to his or her teaching but the students’ results are
poor while another uses it and has good results. For the teacher whose students have bad results, he or she
stops. On the other hand, the teacher whose students have achieved good results after applying the reform
will continue to use it.

Second, although teachers’ self-efficacy was ranked at the top two in the results of the questionnaire, it
was mentioned by only one teacher. It meant that the teachers might be not strongly affected by this
factor. A teacher shared, ‘Every year, | have to review the old teaching materials to avoid outdated
ones immediately.’ Reflection on the teaching materials enhances the teachers’ willingness to change.

Third, the findings from the interviews about teachers’ attitudes towards ELT pedagogical reforms
were similar to the results of the questionnaire. Teachers were highly affected by their attitudes. They
showed their high awareness of the advantages of ELT pedagogical reforms, their fearlessness of
uncertain things, and their trust in the change. A teacher stated, ‘Perhaps in the early time of adapt-
ing ELT pedagogical reforms, we will feel unfamiliar, but gradually it will get better.

Fourth, there was a mismatch of the results of the questionnaire and the findings of the interviews
in previous educational policies. While the results of the questionnaire showed that previous edu-
cational policies belonged to the least influential factors, the findings from interviews showed it sig-
nificantly affected teachers’ responses to ELT pedagogical reforms. Although the pedagogy was
reformed to enhance students’ communicative competence, the National exams still focused on
grammatical structures. It leads teachers’ resistance to change. A teacher indicated,

Although ELT pedagogical reforms aim to increase the time of teaching listening and speaking skills, the curri-
culum still mainly focuses on grammar, vocabulary, and reading comprehension. Besides that, because of the
final goal, students’ good scores in the exams, | often avoid adapting these reforms to get the goal.

Fifth, half of participants for interviews supposed that they did not have enough time to well under-
stand and effectively adopt these reforms in their teaching. Therefore, it prevented teachers from
adopting change. A teacher said,

If there is no pressure in the time for running the program, | personally find the teaching experience to influence
the adoption of English language teaching reforms in a good way. [...] The other factor is the pressure of limited
time. Teachers must bring good results for students within a given time. The Department of Education decides
everything and does not give the teacher any freedom to work. Now, everything is too detailed and teachers
have no room to be creative anymore. Therefore, | cannot adapt to ELT pedagogical reforms effectively.

Sixth, regarding teachers’ sense of empowerment, teachers had no power in making decision related
to adopting ELT pedagogical reforms in their teaching. In other words, the teachers were tightly
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controlled by the school-to-central system. They were obliged to obey orders from their superiors in
each act if they wanted to continue working. Therefore, teachers had tendency to accept change. A
teacher said, ‘Besides that, the second factor is the administrators of the school. If they require me to
adopt a certain teaching method, then | have no choice but to do it.

Seventh, in terms of institution managers’ leadership, teachers confessed that they needed more
supports from their superiors. It seemed that without the on-going supports, their adoption of ELT
pedagogical reforms could not be effective. A teacher stated,

The last one is the institution managers’ leadership. *Shook his head* They ask us to do much work when ELT
pedagogical reforms are introduced. | want to adopt these reforms in my teaching but | do not have enough
time to learn or improve my skills.

Eighth, to teachers’ prior teaching and learning experiences, the factor had the lowest mean score in
the results of quantitative data, most teachers considered this factor as a supportive factor. It helped
them evaluate the suitability of a certain reform before adopting. A teacher said,

The teaching experience helps teachers in making decisions related to the adaption of ELT pedagogical reforms.
Because experienced teachers are able to assess their students’ level and personality. Then, they choose the
most appropriate type of ELT pedagogical reforms for their teaching.

Besides the factors reviewed in the literature review, this study found some other ones like ages, stu-
dents’ levels, students’ attitudes, and learning culture.

o Research question 3: Are there any differences in influential factors among different groups of
participants?

To answer Research Question 3, One-Way ANOVA Tests were run to check whether the teachers
with different demographic information were influenced by the factors differently. The results of
these tests showed that the teachers having different genders, workplaces, years of teaching experi-
ences, teaching areas, and ages were influenced at the same level (the p-values are .66, .25, .41, .53,
and .95 respectively).

Otherwise, a significant difference between teachers with master degrees and teachers having
bachelor degrees was found (p=.00 <.05). Specifically, the mean score of teachers with master
degrees (M=4.01) was higher than that of teachers having bachelor degrees (M =3.66). As a
result, it could be concluded that the influential factors affected teachers with master degrees
more than teachers having bachelor degrees in this study.

Summary of findings
Answer to research question 1

First, on average, the high-school teachers adopted teaching practices recommended by ELT peda-
gogical reforms quite often. Second, those with master educational degrees supported more than
the ones with bachelor ones. In other words, teachers’ qualifications also affected their responses
to change.

Answer to research question 2

The teachers’ responses to ELT pedagogical reforms were strongly affected by the influential factors,
such as students’ learning outcomes or teachers’ self-efficacy. Besides that, teachers’ prior teaching and
learning experiences prevented their responses to ELT pedagogical reforms as an evaluative factor,
which means that the teachers based on this factor to evaluate the suitability of the reforms in
their teaching.
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Answer to research question 3

The teachers with master degrees not only often practiced ELT pedagogical reforms more than those
with bachelor degrees, but they also were affected by the influential factors more than the teachers
having bachelor educational degrees. In conclusion, the more the teachers were affected by the
influential factors, the more they supported ELT pedagogical reforms in this study.

Discussion

Regarding teachers’ practices in response to ELT pedagogical reforms, EFL high-school teachers
highly accepted the change in this study. It was consistent with the findings of many previous
studies (Nisbet and Collins 1978; Emo 2010; Ibrahim, Al-Kaabi, and El-Zaatari 2013). This shows
that the teachers recognized the effectiveness of ELT pedagogical reforms in their teaching. It is a
good sign for enhancing their adoption of reforms. Besides that, it motivates their willingness to
learn and develop their teaching.

In terms of the factors influencing teachers’ response to ELT pedagogical reforms, the teachers’
responses to ELT pedagogical reforms were strongly affected by them, especially students’ learning
outcomes, previous educational policies, and teachers’ attitudes. The findings are similar to many
previous studies. Firstly, this study showed that the teachers would continue to adopt the reforms
if the implementation brought the improvement in their students’ learning (Emo 2010). Then, this
study found that the teachers had positive attitudes towards ELT pedagogical reforms. Besides
that, they understood the benefits of ELT pedagogical reforms in their teaching (Kelley and
Protsik 1997). Next, this study showed that the heterogeneity between teaching approaches and
the National exam in the reform process leaded to the teachers’ resistance to change (Darling-
Hammond 1990). Another factor was the limited time for implementing. In this study, the teachers
thought that they did not have enough time to deeply understand the value of ELT pedagogical
reforms and adopted them effectively (Prestine and McGreal 1997; Flamholtz and Randle 2008).
Additionally, the finding, the teachers with master degrees supported ELT pedagogical reforms
more than those with bachelor degrees, also proved that the teachers’ educational qualifications
affected their responses to ELT pedagogical reforms (Islam, Ali, and Wafi 2010). The following
result of this study showed that prior teaching and learning experiences played the role of a suppor-
tive factor for evaluating ELT pedagogical reforms before the teachers adopted these reforms, which
lead to their resistance to change (Nisbet and Collins 1978).

Besides that, this study found four factors that were not mentioned in the literature, students
levels, students’ attitudes, school’s facilities, and the Vietnamese learning culture.

’

Implications and recommendations

First, teachers were influenced by many influential factors, some hindered their responses to ELT
pedagogical reforms and some encouraged them to adopt. For the hindering factors, the adminis-
trators should limit their influences on teachers as much as possible. In terms of encouraging factors,
the administrators need to be aware of their strengths and maximize them to enhance teachers’ will-
ingness to change.

Second, the scientific researchers, who are going to conduct the study related to ELT pedagogical
reforms, particularly the factors that influence teachers’ responses, this study found several interest-
ing results. In addition to the factors mentioned in the literature, students’ levels, students’ attitudes,
school’s facilities, and learning culture also influenced teachers’ responses. Therefore, they should be
considered as influential factors in further studies.

Finally, before implementing any types of ELT pedagogical reforms, it should be carefully evalu-
ated to see if it works effectively at the teaching contexts. This will greatly reduce the loss of money,
effort, and time.
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Limitations and suggestions

The current study aims to investigate EFL high-school teachers’ perceptions, their practice in response,
and the factors that influence their response to ELT pedagogical reforms. To obtain these aims, the
researcher absolutely made it with many efforts but there are a few limitations to acknowledge.

Firstly, regarding the sample population, the study was conducted on a small sample population
of EFL high school teachers in seven provinces in the Mekong Delta. Therefore, the results cannot be
generalized to all EFL high-school teachers in Vietnam. Therefore, further research in the field should
be conducted with all EFL high-school teachers in all provinces in the Mekong Delta or around
Vietnam. Also, EFL teachers of other contexts including primary, secondary, and higher education
should become the subjects for upcoming research to give a full picture of EFL teachers’ perceptions,
their practice in response, and the factors that influence their response to ELT pedagogical reforms.
Besides that, teachers with leadership role (e.g. academic leaders or head teachers) should be con-
sidered to be the participants.

Secondly, in terms of time, the time constraints prevented the researcher from contacting all tea-
chers from different high schools in the Mekong Delta to participate in the study. In addition, due to
a short period of time, few interviews were organized to get more insights relating to EFL high-
school teachers’ perceptions, their practice in response, and the factors that influence their response
to ELT pedagogical reforms. Therefore, future research should be conducted over a longer period of
time, which allow the researchers to contact and interview more participants. The more participants
for interviews are, the more significant results can be.

Finally, the results of the study based on the self-reported information from the teachers. There
were not any observations or fieldtrips made in order to check the self-reported data. In order to
more clearly understand the topic, future research can include observations or field trips to the
sites in order to check the data obtained from other research instruments such as questionnaire
and interviews. Doing observations based on a detailed framework, set up carefully in the literature
review section, is able to help researchers analyze the obtained data in real classrooms.

Disclosure statement

No potential conflict of interest was reported by the author(s).

Notes on contributors

Mr. Le Thanh Thao is a graduate student of Cantho University, one of the best universities in Mekong Delta. With his
tireless endeavor and the guidance of his supervisor.

Dr. Le Xuan Mai, he successfully completed his master’s thesis. Dr. Le Xuan Mai, Head of Department of General English
and English for Specific Purposes in School of Foreign Languages of Cantho University, is an enthusiastic instructor with
teaching and doing research. Thanks to her passion, many research have been conducted and contributed to the devel-
opment of the School of Foreign Languages of Cantho University.

ORCID
Le Thanh Thao () http://orcid.org/0000-0002-8471-8305

References

Ali El Zaatar, W. M. 2011. Resistance to Educational Change from the Perspective of Teachers in Al-Ain Educational Zone
in UAE.

Chrispeels, J. H. 1997. “Educational Policy Implementation in a Shifting Political Climate: The California Experience.”
American Educational Research Journal 34 (3): 453-481.

Coetsee, L. S. 1999. “From Resistance to Commitment.” Public Administration Quarterly 23 (2): 204-222.

218


http://orcid.org/0000-0002-8471-8305

12 (&) L.T.THAOAND L.X. MAI

Cohen, D. K. 1990. “A Revolution in One Classroom: The Case of Mrs. Oublier.” Educational Evaluation and Policy Analysis
12 (3): 311-329.

Darling-Hammond, L. 1990. “Instructional Policy Into Practice: “The Power of the Bottom Over the Top”.” Educational
Evaluation and Policy Analysis 12 (3): 339-347.

De Jager, P. 2001. “Resistance to Change: A New View of an Old Problem.” The Futurist 35 (3): 24.

Emo, W. 2010. “Teachers Who Initiate Curriculum Innovations: Motivations and Benefits.” Doctoral diss., University
of York.

Flamholtz, E. G, and Y. Randle. 2008. Leading Strategic Change. Cambridge: Cambridge University Press.

Flexer, R. J,, and E. A. Gerstner. 1993. Dilemmas and Issues for Teachers Developing Performance Assessments in
Mathematics. A Case Study of the Effects of Alternative Assessment in Instruction, Student Learning and
Accountability Practices.

Fullan, M., and A. C. Ballew. 2004. Leading in a Culture of Change: Personal Action Guide and Workbook.

Graetz, F., M. Rimmer, A. Lawrence, and A. Smith. 2006. Managing Organisational Change. Malden, MA: John Wiley &
Sons.

Harvey, T. R, and E. A. Broyles. 2010. Resistance to Change: A Guide to Harnessing its Positive Power. California: R&L
Education.

Ibrahim, A., A. Al-Kaabi, and W. El-Zaatari. 2013. “Teacher Resistance to Educational Change in the United Arab Emirates.”
International Journal of Research Studies in Education 2 (3): 25-36.

Islam, M. A, A. J. Ali, and S. M. Wafi. 2010. “Resistance to Change among First Line Managers in Multinational
Organizations in Malaysia.” International Review of Business Research Papers 6 (4): 232-245.

Kelley, C., and J. Protsik. 1997. “Risk and Reward: Perspectives on the Implementation of Kentucky's School-Based
Performance Award Program.” Educational Administration Quarterly 33 (4): 474-505.

Knapp, M. S. 1997. “Between Systemic Reforms and the Mathematics and Science Classroom: The Dynamics of
Innovation, Implementation, and Professional Learning.” Review of Educational Research 67 (2): 227-266.

Le, V. C,, and N. T. Nguyen. 2017. “Dé an ngoai ngli quéc gia 2020 c6 thé hoc dugc gi tir kinh nghiém chau A?” VNU
Journal of Foreign Studies 33 (4): 10-23.

Leithwood, K., L. Leonard, and L. Sharratt. 1998. “Conditions Fostering Organizational Learning | Schools.” Educational
Administration Quarterly 34 (2): 243-276.

Margolis, L., and L. Nagal. 2006. “Education Reform and the Role of the Administrators in Mediating Teacher Stress.”
Teacher Education Quarterly 33 (4): 143-159.

Mohamad, S. J. A. N. S,, R. Hassan, and N. A. Hamid. 2019. “Modelling a Change Acceptance Framework on School
Education Reform.” Revista Publicando 6 (19): 79-99.

Morrison, M. 2007. “What do We Mean by Educational Research?” Research Methods in Educational Leadership and
Management 2: 13-36.

Nguyen, H. T. M., and A. Burns. 2017. Teacher Language Proficiency and Reform of English Language Education in
Vietnam, 2008-2020. Phnom Penh, 19.

Nisbet, R. 1., and J. M. Collins. 1978. “Barriers and Resistance to Innovation.” Australian Journal of Teacher Education 3 (1):
1.

Oxford, R. L. 1990. Language Learning Strategies: What Every Teacher Should Know. New York: Newburg House/Harper &
Row.

Peterson, P. L. 1990. “Doing More in the Same Amount of Time: Cathy Swift.” Educational Evaluation and Policy Analysis
12 (3): 261-280.

Peterson, P. L., S. J. McCartney, and R. F. EImore. 1996. “Learning from School Restructuring.” American Educational
Research Journal 33 (1): 119-153.

Prestine, N. A,, and T. L. McGreal. 1997. “Fragile Changes, Sturdy Lives: Implementing Authentic Assessment in Schools.”
Educational Administration Quarterly 33 (3): 371-400.

Reitzug, U. C. 1994. “A Case Study of Empowering Principal Behavior.” American Educational Research Journal 31 (2):
283-307.

Sararon, S. B. 1996. Revisiting “The Cultures of School and the Problem of Change”. New York: Teachers College Press, p.77.

Smylie, M. A. 1992. “Teacher Participation in School Decision Making: Assessing Willingness to Participate.” Educational
Evaluation and Policy Analysis 14 (1): 53-67.

Smylie, M. A,, V. Lazarus, and J. Brownlee-Conyers. 1996. “Instructional Outcomes of School-Based Participative Decision
Making.” Educational Evaluation and Policy Analysis 18 (3): 181-198.

Thieman, G. Y. 2000. Factors Influencing Middle School Teachers to Change Classroom Practice in Response to
Standards-based Reform.

Vitali, G. J. 1994. Factors Influencing Teachers’ Practices in an Assessment Driven Reform.

219



Language Learning & Technology October 2020, Volume 24, Issue 3
ISSN 1094-3501 [ am=mral pp. 120-135

ARTICLE

Online learning negotiation: Native-speaker
versus nonnative speaker teachers and
Vietnamese EFL learners

Pham Kim Chi, FPT University
Nguyen Van Loi, Can Tho University

Abstract

Online English language teaching can now be facilitated by communication technology, which allows
easy access to interaction with native speakers. Nevertheless, this industry subscribes to an assumption
that native speaker English teachers (NESTS) are the gold standard of language whereas the non-native
speaker English teachers (NNESTS) are inferior educators (Walkinshaw & Duong, 2014). Rare research
has provided evidence of the negotiation produced by NESTs versus NNESTs with EFL learners online
and its impact on the learners’ output. Thus, the current study narrows this empirical gap. Drawing
upon a database of 30 five-minute interaction sessions between 30 teachers (15 NESTs and 15 NNESTS)
and 30 basic level Vietnamese EFL adult learners, the study revealed similar negotiation of meaning
functions as reported in previous research. However, the NESTs used more elaboration while the
NNESTs used more confirmation checks, clarification requests, and reply clarification. Qualitative
analysis further indicated that the NNESTSs provided more productive support, encouraging the learners’
output, than the NESTSs did. This implies that although online voice interaction creates an environment
for EFL learners to practice, language educators and teachers, regardless of status, should heed how
to handle it so that online learners can benefit from both comprehensible input and opportunities for
pushed output.
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learners
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Introduction

Opportunities to practice speaking with English native speakers are crucial to improve English learners’
proficiency. In most situations, learners sharing the same L1 feel communication in the L2 is inauthentic
(Zhao, 2005) and frequently switch to L1 to solve communication problems (Smith, 2005); they have
few opportunities to use the target language to communicate with different L1 speakers or native
speakers outside the classroom (Chiu et al., 2007). Yet, technology now can allow anyone with an
Internet connection access to real conversations with English speakers worldwide.

Online classes with English teachers both native and non-native are valuable language practice
opportunities for EFL learners who lack daily exposure to English. Engaging in interaction with these
English teachers, they are likely to receive comprehensible input, produce modified output through
negotiation of meaning (NoM) and receive negative feedback that facilitates language acquisition (Long,
1996). According to Long (1996, p. 418), negotiation of meaning is the process in which learners and
competent speakers provide and interpret signals of their own and their interlocutor’s perceived
comprehension, thus provoking adjustments to linguistic form, conversational structure and message
content, or all three until an acceptable level of understanding is achieved.

However, the English language teaching industry in the East and Southeast Asia currently subscribes to
an assumption that native English speaking teachers (NESTS) are the gold standard of spoken and
written language, whereas non-native English speaking teachers (NNESTS) are inferior educators due
to their lack of native-like linguistic competence (Walkinshaw & Duong, 2014). As Medgyes (1992)
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noted, NESTs are commonly deemed preferable to NNESTS regardless of proficiency or experience.
Presumably, few NNESTSs have experienced the target culture or attained a proficiency level deemed
adequate for providing English language learners with “good target language models” (Snow et al., 2006,
p. 275). This belief is in line with learners’ ideology for successful communication. Conversation with
native English speakers is what EFL learners generally cite as the most desired form of language study
(Terhune, 2013).

Despite recent debates on English nativeness, the distinction between NESTs and NNESTSs continues to
exist in “the minds of general public” (Pacek, 2005, p. 243). Kachru’s (1997) model indicates that
English in the Inner Circle represents the traditional historical and sociolinguistic bases and is currently
used as the native language. In this regard, a NEST is defined as an “inner circle” instructor for whom
English is the home language; a NEST is a native of the United States, Australia, Ireland, the United
Kingdom, Canada and South Africa (Seidlhofer, 2004). The Outer Circle expanded towards Asia and
Africa, where English serves as a useful lingua franca between various ethnic and language groups who
may speak English for practical purposes. This circle includes India, Nigeria, Bangladesh, Pakistan,
Malaysia, Tanzania, Kenya, non-Anglophone South Africa, the Philippines and others. The Expanding
Circle involves the rest of the world's population who use English mainly as a medium of international
communication. In this study, the term NNEST covers educators from numerous nations in the outer or
expanding circle locations; they are speakers of world Englishes (Seidlhofer, 2004, p. 210).

Many studies have investigated types of NoM in text-based interactions (Patterson & Trabaldo, 2006,
Akayoglu & Altun, 2009). In synchronous voice-based computer-mediated communication (CMC),
NESTs were found to be beneficial in modifying EFL learners’ output (Bueno, 2012). However,
research has yet to compare the quality of interactions between NESTs versus NNESTs with EFL
learners in voice-based CMC. Thus, this current study narrows the empirical gap by examining NoM
between Vietnamese EFL adult learners with NESTs versus NNESTSs through online voice-based
interactions. The study aims to investigate the two following research questions:

1. What functions of NoM are found in online voice interactions between NESTs and
Vietnamese EFL learners, and between NNESTSs and Vietnamese EFL learners?

2. Is there any difference between the two types of dyads in negotiation functions and how does
NEST and NNEST language use impact the amount of learner output?

Literature Review

This section discusses the role of interaction and NoM in second language acquisition (SLA), CMC
interactions and previous studies on CMC interactions.

Interaction and NoM in SLA

Interaction is commonly defined as communication between two interlocutors (Fernandez-Garcia &
Martinez-Arbelaiz, 2002). From SLA perspectives, interaction has a more extended meaning. Long
(1981) defined interaction as functions manifest in linguistic forms such as expansion and clarification.
Interaction is also defined as social behaviour that occurs when one person communicates with another
(Ellis, 2003). By this, interaction may take different functions depending on the context and the needs
of communicators.

In the early to mid 1980s, research on interaction focused on the role of input in SLA. Long (1981)
examined NS-NNS conversation and NNS-NNS conversation, observing that interaction between NS-
NNS dyads generated more comprehensible input than that between NNS-NNS dyads. Interaction has
been proved to benefit language learners because it triggers NoM which in turn produces
comprehensible input and feedback that can promote language acquisition (Long, 1996; Pica, 1994).
Swain’s (1985) Output Hypothesis further reinforces the position of interaction. According to Swain
(1985), when L2 learners attempt production, they test out their assumptions about the target language.
Through receiving feedback or signals during interaction, learners are pushed to produce more
comprehensible output, being aware of the gap between their existing knowledge and what they intend
to convey, which in turn forces them to extend their inter-language syntactically. Swain (1985) stressed
that language production facilitates acquisition when learners experience communication failure.
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Central to interaction is NoM, which is considered an essential element of language acquisition in many
SLA studies (Pica, 1994; Ellis, 2003). For Pica (1994, p. 494), NoM refers to “the modification and
restructuring of interaction between interlocutors when they experience comprehension difficulties.”
Similarly, Ellis (2003) described it as “the process by which two or more interlocutors identify and then
attempt to resolve a communication breakdown” (p. 346). Long’s (1983) framework of interactional
modifications which involves clarification requests, confirmation checks and comprehension checks is
useful for SLA studies on NoM.

Interaction in CMC

Computer-mediated communication (CMC) involves a variety of forms of synchronous, asynchronous
or real-time interaction. With strong technical features, CMC has attracted many researchers in both
synchronous and asynchronous modes, and research on computer-based interaction in SLA has also
continued to proliferate.

CMC has extended boundaries to surpass time and location for language learning and teaching. As
Olaniran (1996) stated, CMC promotes group communication via electronic mail, voicemail, and
videoconferences among organizations. Research (e.g., Warschauer, 2003) shows that CMC can be a
good tool for second language (L2) learning. Studies comparing CMC interaction and face-to-face in
L2 concluded that quiet learners are more expressive in CMC than in face-to-face interactions (Kern,
1995; Warschauer, 1996).

Web-conferencing platforms (e.g. Adobe Connect, Blackboard Collaborate, and Big Blue Button)
provide educators with synchronous, multimodal communication opportunities. Synchronous CMC
resembles real-time interactions (Smith, 2003) and may elicit higher-quality spoken output (Warschauer,
1996). According to Fernandez-Garcia and Martinez-Arbelaiz (2002), not only does synchronous CMC
in the L2 classroom give learners opportunities to negotiate meaning, but it also enables them to do so
at their own pace.

NoM Framework for CMC

The current study involves synchronous CMC mediated by BigBlueButton, an open source web
conferencing system for online learning. While it is mainly premised on Long’s (1983) Interaction
Hypothesis for the values of interaction and NoM in language acquisition, it is not restricted to his move
framework. Studies have suggested that negotiation routines and strategies in CMC are different from
those in face-to-face interactions (Ferndndez-Garcia and Martinez-Arbelaiz, 2002; Smith, 2003).
Learners were found to participate more in CMC compared to face-to-face conversation (Warschauer,
1996). Research on CMC (e.g., Kotter, 2003; Jepson, 2005; Patterson & Trabaldo, 2006; Akayoglu &
Altun 2009; Samani & Noordin, 2014) thus has expanded the framework to include more negotiation
MOVEes.

Different frameworks have been employed to describe NoM functions in both asynchronous and
synchronous interaction. The categories of Patterson (2001) were utilized for analysis of NoM moves in
studies on e-mail chat and Instant Messaging (e.g. Patterson & Trabaldo, 2006); the negotiation model
described in Varonis and Gass (1985) was used to identify negotiation routines in task-based email
exchanges (e.g., Kitade, 2006) and in face-to-face interactions and CMC (e.g., Shim, 2007). Long’s
(1983) framework was employed in research on text chat versus voice chat (e.g., Jepson, 2005);
negotiation strategies defined by Long (1983), Pica and Doughty (1985) and Tarone (1980) in face-to-
face exchanges were used in online discussions among learners (e.g., Lee, 2001); the NoM framework
proposed by Patterson and Trabaldo (2006) was employed in research on text-based learners’ interaction
(e.g., Samani & Noordin, 2014).

This study relied on the taxonomy developed by Patterson and Trabaldo (2006) which was based on
Patterson’s (2001) work on Computer-Assisted Class Discussions, and extended by Akayoglu and Altun
(2009), as presented in Table 1.

There are two main reasons for using this framework. First, the taxonomy was based on various
resources in CMC environment as previously reviewed. More importantly, it was well suited to the
research questions and study focus.
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Table 1. Taxonomy of NoM functions by Patterson and Trabaldo (2006)

Functions of NoM Explanation

Asking for confirmation of a previously made statement to be sure
they have understood correctly.

Requesting clarification for an ambiguous statement, which may
cause misunderstanding.

Vocabulary request (VocR) Requesting a vocabulary word or phrase in the target language

Asking if the other person understood what was said or written, and
generally expecting that he or she has understood.

Clarifying their previous statement as a result of request
(clarification request).

Confirming a statement when someone requests confirmation with
expressions like “yes,” “OK,” “you are right.”

Confirmation check (ConC)

Clarification request (ClarR)

Comprehension check (ComC)
Reply clarification (RClar)

Reply confirmation (RConf)

Reply vocabulary (RVoc) Giving a meaning of the words or phrase as a result of request.
Reply comprehension (RCom) Replying to comprehension check or indicating that statement was
understood.

Elaborating the meaning of a previous statement no matter whether
the previous statement belongs to them.

Correcting an error made by another speaker or self-correction of
one’s own error.

Confirming the previous statement although there is no confirmation
request

Requesting elaboration if they do not have an idea about the
speaker’s utterance, and requesting extra information.

Elaborating their own statement to make it clear as a result of
request (elaboration request).

*Functions of NoM added by Akayoglu and Altun (2009)

Previous studies on interaction in CMC

Elaboration (Elab)

Correction — Self correction (Cor)
Confirmation* (Conf)
Elaboration request* (ER)

Reply elaboration* (RElab)

Until recently, researchers have investigated NoM in various CMC modes with different types of
participants. Following Long (1983), Lee (2001) examined the negotiation strategies of learners of
Spanish, using ParaChat program and found that the learners tended to use comprehension checks,
clarification checks, requests and self-repairs. Clarification checking was the most salient move. The
study further indicated that these strategies facilitated learners’ input and output. Patterson and Trabaldo
(2006) found that learners of Spanish and learners of English were engaged more in Instant Messaging
than email, and used NoM functions somewhat differently, specifically clarification requests,
vocabulary requests, confirmation, and comprehension checking. Using a similar framework, Samani
and Noordin (2014) indicated that ESL learners most frequently used confirmation, confirmation checks
and elaboration and least frequently used reply confirmation, reply clarification and comprehension
checks in text-based CMC. In Kétter’s (2003) study between German learners of English and American
learners of German in online Tandems learning, clarification requests and elaboration were often
employed, and notably the learners produced a similar number of confirmation checks and clarification
requests. Bueno (2012) examined synchronous voice-based CMC from three dyads: Spanish learner of
English-Spanish learner of English, Spanish learner of English-Turkish teacher of English, and Spanish
learner of English-American learner of Spanish. The study indicated that dyads with different L1s
produced NoM and modified output significantly higher than dyads of the same L1.

A few studies have also focused on NoM patterns between native speakers of English and EFL learners.
Akayoglu and Altun (2009) involved EFL learners in Turkey and native speakers of English in
negotiating by text chat through Tapped In, the online workplace of an international community, where
teachers, professional development staff, university faculty, students and researchers gathered to learn,
collaborate, share and support one another using online features as conversation transcripts
automatically emailed, text-based chat or private messaging. These researchers found that the native
speakers frequently used clarification requests, confirmation checks and elaboration requests while the
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learners often utilized reply confirmation, confirmation and reply elaboration. Shim (2007) analyzed
NoM of a NEST with EFL Korean, Chinese, Colombian and Brazilian learners in Daedalus Interchange
chats and face-to-face modes. The study revealed that the teacher used confirmation more than other
signals in both communication modes. The teacher often decoded learner messages in face-to-face
exchanges while elaborating on her understanding of what the learners had said.

The interest in CMC learning has grown recently in Vietnam as a number of Vietnamese learners found
this mode novel and motivating, as compared with traditional teacher-fronted classes, and importantly,
what they liked most was the freedom to share ideas (Nguyen, 2011). Pham et al. (2014) investigated
the frequency and patterns of interaction of Vietnamese learners and instructors from Vietnam and other
countries in asynchronous CMC forums. Using descriptive statistics and content analysis based on
Salmon’s (2003) model, they showed that communication forums enhanced learners’ English
communication with instructors and participation in online interactions. Besides that, instructors paid
more attention to guiding and motivating the learners to interact.

To sum up, research has explored NoM in various settings and participants; but a paucity of research
has compared NoM between teachers of different L1 backgrounds and EFL learners. To gain further
insights into the difference in interaction between them and to provide further empirical evidence for
more rigorous interaction, the current study examined the NoM between NESTSs versus NNESTSs and
Vietnamese EFL (VEFL) learners in online voice synchronous CMC. It seeks to further understand how
teachers create facilitative conditions of SLA in an online environment.

Methods

Interaction analysis and database

The current study was mainly based on the analysis of a database of 30 interaction sessions video-
recorded, including 15 NEST-VEFL learner dyads and 15 NNEST-VEFL learner dyads. All the thirty
VEFL learners were working adults with the same basic level of proficiency as measured by a
proficiency test administered by the company. The 15 NESTS consisted of males (12) and females (3)
from three English speaking countries: England (7), the US (5) and Australia (3). They all have
university degrees and TESOL certificates. The 15 NNESTSs consisted of males (5) and females (10)
from the Philippines (8), Ukraina (1), Poland (1) and Serbia (5). They all also have obtained university
degrees and TESOL certificates.

The general method of this study is computer-mediated discourse analysis (CMDA), which was first
proposed by Herring (1995; cited in Herring, 2001). As cited in Herring (2001), interactive exchanges
can be the subject of CMDA, including analysis of logs of verbal interaction such as characters, words,
utterances, exchanges, etc. The basic methodological orientation of CMDA is qualitative in that it makes
observations of discourse phenomena and quantitative in that those phenomena are coded and counted
and summaries of their relative frequencies are produced.

Each recording was transcribed and analyzed quantitatively and qualitatively to answer the two research
questions. The coding and counting approach was adopted using the taxonomy described above. To
ensure the reliability, one colleague in the field of TESOL was asked to re-code the interactions based
on the coding taxonomy. The inter-coder reliability was tabulated using SPSS statistical package; the
reliability was established by using inter-coders of a sample of the data.

Procedures

To create the database of video recordings, the first author obtained permission from her online
education company, where she worked as a teaching assistant. As an assistant teacher, the researcher
was allowed to record each lesson session for writing evaluative reports to the company. The participants
were made aware of the video recording activity as part of the company’s work for quality appraisal. In
this way, the recordings were taken for interaction analysis, and to ensure anonymity, each teacher was
given a code which was then used in reporting the data (e.g, NEST1, NNESTL).

Each online lesson lasted 45 minutes and usually followed a format. The lesson started with a warm-up
interaction between the teacher and learners, then peer interaction occurred among learners, followed
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by pronunciation practice, and finally teacher-learner interaction which lasted around five minutes each.
These teacher-learner interaction sessions formed the database for the study.

Coding procedures

NoM functions were coded, using the taxonomy described above. Examples of each type of NoM are
provided below.

Table 2. NoM coding scheme with examples

Functions Examples

H2: | want to know how much is the fee?
NNEST2: for? for what?

H3: in February fourteen twenty eighteen
NNESTS3: so it is in February, February fourteen
H1: my skin is dull and | want to make it brighter
Confirmation check NNEST1: you want your skin to make it brighter?

Clarification request

Confirmation *

H1: yes
Correction or self- L12: features, features
correction NEST12: that’s OK and features
NESTS8: you can learn on the Internet
Elaboration L8: yes, internet goes to any corner of the world, every field, economy,

education, art

H6: | think Ha Long Bay is the most beautiful place in my country
Elaboration request * NNEST6: Ha Long Bay? and where is that? can you explain?
H6: | know Ha Long Bay is the famous place in the world
NNEST14: maybe some bubble wrap
H14: bubble wrap what?
NNEST14: it is a packing material and it prevents damages, packing company
uses it for their devices

Reply clarification

Reply confirmation NNEST6: Eiffel Tower?
H6: yes, | think it is attractive because structure, architect a long time

Reply elaboration * NNEST®6: and do you visit some other parts of French or only Paris?
HG6:

*Functions of NoM added by Akayoglu and Altun (2009)
In order to ensure the reliability of coding, 20% of the entire data set was coded by two independent

coders. The coders agreed on 90% of their coding, suggesting that the data were coded with strong
consistency.

Data Analysis

In order to answer the first question, the interactions of 30 pairs of participants were analyzed and coded
for NoM functions. The Conversation Analysis transcription was based on Atkinson & Heritage (1984).
The codes were then quantified by counting out of the total words of the teachers, the total number of
NoMs per 100 words, and the total number of each type of NoM per 100 words. The data was entered
into SPSS for statistical analysis.

The differences between the two groups were statistically analyzed by using Mann-Whitney U test
because the assumption of a normal distribution was not met in this small sample. The comparison is
made in the number of words, NoM functions per 100 words and specific NoM functions. The
differences in interaction quality was further examined and illustrated by qualitative interaction analysis.

Results
First, the distributions of NoMs and specific NoM functions are analyzed for NESTs, NNESTSs, and

VEFL learners. Then quantitative comparisons between NESTs and NNESTSs are presented. Finally, a
qualitative analysis of learner output is conducted to analyze how NEST and NNEST NoM input affects
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learner output.
NoM functions used in NEST and NNEST groups

The NESTSs produced far more words than the VEFL learners and also produced NoMs at a higher rate.
Out of 4,083 total words produced across the 15 sessions, the NESTs produced 2501 words, while the
learners produced 1582 words. Among 210 NoM instances across 15 sessions, the teachers used 3.38
NoMs per hundred words, while the learners used 1.76.

As Table 3 reveals, four dominant NoM functions were observed among the NESTs. These functions
included elaboration request (1.03 per 100 words), confirmation (0.86 per 100 words), elaboration (0.76
per 100 words), and correction (0.39 per 100 words). In contrast, functions dominant among the learners
were reply elaboration (0.86 per 100 words), reply confirmation (0.27 per 100 words) and elaboration
(0.24 per 100 words). Five negotiation functions in the framework were not observed, namely
comprehension check, reply clarification, reply comprehension, reply vocabulary and vocabulary
request.

Table 3. Frequency of NoM and Ratio of NoM per 100 words in both dyads

NESTs-VEFL NNESTs-VEFL
Words = 4083; NoM =210 Words =4997; NoM = 239
NEST VEFL NNEST VEFL

Function Freq Ratio Freq Ratio Freq Ratio Freq Ratio
Elaboration request 42  1.03 3 0.10 64 128 3 0.06
Confirmation 35 0.86 8 0.20 3% 070 8 0.16
Elaboration 31 076 10 0.24 7 014 2 0.04
Reply elaboration 4 010 35 0.86 1 002 41 0.82
Correction or self-correction 16  0.39 0 0.00 5 010 O 0.00
Reply confirmation 4 010 11 0.27 9 018 14 0.28
Confirmation check 5 012 4 0.0 17 034 5 0.10
Clarification request 1 0.02 0 0.00 10 020 6 0.12
Comprehension check 0 0.00 0 0.00 0 000 O 0.00
Reply clarification 0 0.00 0 0.00 6 012 6 0.12
Reply comprehension 0 0.00 0 0.00 0 000 O 0.00
Reply vocabulary 0 0.00 0 0.00 0 000 O 0.00
Vocabulary request 0 0.00 0 0.00 0 000 O 0.00

In other words, on average, the NESTs used more NoMs than the VEFL learners. They often utilized
elaboration requests, confirmation, elaboration, and correction. In return, the learners used reply
elaboration, reply confirmation and elaboration more frequently, and elaboration requests and
confirmation checking less often.

In contrast, the NNESTSs and VEFL learners produced a similar number of words across the 15 sessions.
Out of 4997 words, the teachers produced 2636 words and the learners did 2361 words. There were 239
NoM moves out of 15 sessions among which the learners were engaged in negotiation at a ratio of 1.70
NoMs per hundered words, whereas the NNESTSs engaged at a rate of 3.08 NoMs per hundered words.

Table 3 further reveals nine specific NoM functions the NNESTSs were engaged in. The ones frequently
used were elaboration requests (1.28 per hundred words), confirmation (0.70 per hundred words),
confirmation checking (0.34 per hundred words), and clarification requests (0.20 per hundred words).
The less frequent ones involved elaboration (0.14 per hundred words), reply elaboration (0.12 per
hundred words), and correction (0.10 per hundred words). Like the NESTs, the NNESTs used
elaboration requests most frequently. This means that reply elaboration, which is the corresponding
response function, was most frequent in the learners (0.82 per hundred words); followed by reply
confirmation (0.28 per hundred words) in return to confirmation checking by the NNESTSs. The learners
rarely used confirmation checking, clarification requests and reply clarification. They also seldom asked
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for elaboration (0.06) and elaborate on their ideas (0.04). Comprehension checks, reply comprehension,
reply vocabulary and vocabulary requests were not used.

In aword, the data indicated that like the NNESTSs, the NNESTs made use of more negotiation functions
than the VEFL learners in their interactions. They preferred elaboration requests, confirmation, and
confirmation check respectively, while the VEFL learners frequently used reply elaboration and reply
confirmation; and this difference will be discussed in a later section.

Quantitative differences between NESTs and NNESTs
Table 4. Frequency of NoM functions per 100 words compared between NESTs and NNESTSs

Functions NESTs NoM Rate NNESTs NoM Rate
Elaboration request 1.03 1.28
Confirmation 0.86 0.70
Elaboration 0.76 0.14
Reply elaboration 0.10 0.02
Correction or self-correction 0.39 0.10
Reply confirmation 0.10 0.18
Confirmation check 0.12 0.34
Clarification request 0.02 0.20
Reply clarification 0.00 0.12
Total 3.38 3.08

A Mann-Whitney U test was used to compare the number of words between NESTs and NNESTSs, VEFL
learners (with NESTs) and VEFL learners (with NNESTS), NESTs and their VEFL learners, NNESTs
and their VEFL learners. The result showed that the number of words uttered by NESTs and NNESTs
was not significantly different (p > .05). However, the number of words produced by the learners with
NESTs and the learners with NNESTs showed a significant difference (p = .021). The learners
interacting with NNESTSs produced more words than those interacting with NESTs across the fifteen
sessions. The NESTSs produced far more words than their VEFL learners (p = .022), while the NNESTs
and their learners showed no difference in this respect (p = .191).

Table 5. Differences in NoM functions used by NESTs and NNESTs
ER Conf Elab Relab Cor RConf ConC ClarR RClar

Mann -
Whitney U test 108.5 110.5 64.5 90 88 84 55 52 825

Asymp. Sig.
(2- tailed) 0.867 .932 .031 148 209 153 .009 .002 035

As further shown in Table 4 and Table 5, among the nine NoM functions produced by NESTs and
NNESTSs, significant differences were observed in the use frequency of elaboration (p = .031),
confirmation checking (p = .009), clarification requests (p = .002), and reply clarification (p = .035).
The NNESTSs used more clarification requests (ClarR), reply clarification (Rclar), and confirmation
check (ConC), whereas the NESTs used elaboration (Elab) more often, and this difference will be
discussed in a later section.

Quantitative differences between VEFL learners with NESTs and NNESTs

The Mann-Whitney U test of the NoM differences between VEFL learners when interacting with NESTs
and NNESTS (Table 6) further revealed significant results in elaboration (p =.046) and reply
clarification (p = .007). The learners interacting with NNESTs used more elaboration while the learners
interacting with NESTs used more reply clarification.

Table 6. Differences in NoM functions used by VEFL learners in the two groups of dyads
ER Conf Elab Relab RConf ConC ClarR Rclar

Mann - Whitney U Test 92 95.5 74 104.5 97 105.5 90 67.5
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Asymp. Sig. (2-tailed) .189 ~ .408 .046  .733 485 694  .073 007

Qualitative evidence

Elaboration, confirmation check, clarification request, and reply clarification were significantly different
between NESTs and NNESTSs. Elaboration and reply clarification were also significantly different
between VEFL learners in dyads with NESTs and with NNEST. Therefore, these functions are taken
further for the qualitative analysis.

Elaboration

As indicated, the NESTSs used elaboration more frequently, and this happened when the learners failed
to provide sufficiently comprehensible information. Although elaboration with explanations and
examples is useful to generate comprehensible input for learners, it is likely to limit the time for learner
production. The following excerpt from Session 8 in a NEST-VEFL learner dyad showed that the NEST
could have blocked opportunities for the learners to respond and move the talk forward.

NESTS: ok, do you know any disadvantages of learning online?
L8: it is advantages of learning online - it is ((pause))

NESTS: [ok

L8: [I join - the forum there and | study the group ((pause))=

NEST8: =ok, very good, you also talk about advantages. | will give you some advantages. As | said
before | want to tight a tie on Youtube and having videos, if | do not remember something, I can go
back and watch the video again. | can also see the video if | want to, and | can pause or start to
follow steps, step by step and do slowly to make sure that everything | do correctly. And one
disadvantage or maybe students are shy speaking English, learning on the Internet will help build
up confidence, but they don’t have experience talking to someone, one on one or face to face, learn
online, participate online when they talk to actual person, they are very shy because there are a lot
of difference when | am talking to you here and talking to you in person across to me. A big
difference and if you are shy, face to face interaction, you will be very shy, ok, very good job

Despite providing rich comprehensible input, NEST8, an American teacher appeared to block the
opportunity for L8 to practice output by taking the floor, instead of asking prompt questions to elicit the
learner to speak further. Also, after providing the input, the teacher neglected to check whether the
learner understood it or not. The teacher’s elaboration strategy, in this case, unintentionally prevented
the learner’s elaboration, which seemed to be limited to “it is advantages of learning online - it is
((pause))” or “I join - the forum there and I study the group ((pause))”.

However, elaboration was more frequently used by VEFL due to elaboration prompting from NNESTS,
leading to more production. As the excerpt below from Session 3 illustrates, a Filipino teacher
maintained the conversation by encouraging H3 to elaborate.

NNEST3: =where do you celebrate Tet holiday?=

H3: =yeah family celebrate the Tet holiday because it is the most important holiday in my country,
yes family so fun and happy when Tet holiday is coming=

NNEST3: =what about traditional food? Do you cook traditional food during the holiday? Does
your family cook traditional food?=

H3: =my mother every year, my mother cooks traditional cake such as Chung cake or Tet cake and
nowadays, people can eat in the restaurant so many traditional food and after eating yes ((pause))

NNEST3: go on? after eating?=
H3: =after eating, we can visit relatives, sometimes you visit pagodas, we have happy new year

The learner, H3, elaborated more on Tet celebration, traditional food, and activities following the
Filipino teacher’s elaboration requests “where do you celebrate Tet holiday?”, what about traditional
food? Do you cook traditional food during the holiday? Does your family cook traditional food?, go on?
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after eating?” In this case, these questions gave the learner the opportunity to elaborate and produce
more output.

Confirmation check

Confirmation check helps to ensure conversational exchanges are comprehensible, and as used by the
teacher together with other functions like elaboration requests, also pushes learners to elaborate on what
they have said. The following excerpt from Session 9 in a NNEST-VEFL learner dyad illustrates that
the NNEST9, a Filipino teacher, combined confirmation checking and elaboration requests to encourage
the learner to speak more.

NNEST9: so when you use your camera, what do you like to photograph? You have any subject?=
HO9: =subject, no, I like ah ((pause)) I do not have subject, | just like taking photos and video=
NNEST9: =ah ok yes, you just take photos of anything, right?=

H9: =yes=

NNEST9: =uh huh so do you have a lot of photos and video in your phone?=

H9: =sorry?=

NNEST9: =I think you have a lot of photos in your phones now?=

HO9: =yes, yes | have about three thousands pictures=

NNESTO: =oh that’s a lot

The teacher confirmed the information “yes, you take photos of anything, right?”” and upon hearing the
learner’s response, maintained interaction with an elaboration request “do you have a lot of photos and
video in your phone?” In this case, the teacher pushed the learner to produce more output.

Unlike the Filipino teacher in the preceding excerpt, the conversation in Session 9 below demonstrates
the different way a NEST used confirmation checking followed by elaboration to negotiate with a learner.

L9: yes, ((pause)) when my children have been vaccinated, they always have got a fever, | am so
worry=

NEST9: =ah, ok, so ah he still has a fever?=

L9: =yes=

NEST9: =but he has been vaccinated?=

L9: =yes4\

NEST9: =ok, perhaps, you should take him to the doctor and check out what the problem is=

L9: =yes, | take my children to the doctor, the doctor has got it very uh it very- easy, he will uh -
they will —uh- [they will=

NEST9: =0k, you can take him to the doctor and maybe give him some medication. If he had vaccine,
it should be ok

The teacher confirmed the information “but he has been vaccinated?” then upon hearing the learner’s
confirmation, elaborated “ok, perhaps, you should take him to the doctor and check out what the problem
is” or “ok, you can take him to the doctor and maybe give him some medication. If he had vaccine, it
should be ok,” rather than using other functions to encourage the learner to speak. Therefore, if the
learner had no ideas for discussion, the interaction would stop.

Clarification requests

Clarification requests prevent misunderstanding and create smooth exchanges in authentic interactions.
Below is an example from Session 9, a dialogue between a Ukrainian teacher and a VEFL learner.

H2: | want to know how much is the fee?=
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NNEST2: =for? for what?=

H2: =the fee for luggage, | want to check my baggage on the train so | want to know how the fee is.
How much the fee is?

NNEST2: =what is the fee? you can say how much does it cost? to check the baggage. It is 10 dollars
for one suitcase, but you have 2 suitcases, it will cost you 15 dollars for everything

In the conversation, the learner was allowed to provide better explanations, making her message clearer
by saying “the fee for luggage, [ want to check my baggage on the train so [ want to know how the fee
is.” Followed by “for? for what?” a request from NNEST2. On the other hand, the interaction between
NEST15, an American teacher and L15 in the following excerpt from Session 15 seemed less successful
in getting the message across.

NEST15: =of course, you can pay by visa, so would you like some cookies or anything with you?
or you just want to pay now =

L15: = uh I want to pay by visa=

NEST15: =ok ok sure, so | will bring the bill, here is the bill? does it look correct? the bill?
L15: ((pause)) no

NEST15: no? =

L15: =yes, | want nine cookies bring home=

NEST15: =0k, so | give you the bill can you pay 50,000 Vietnamese dong?=

L15: = uh, fifty thousand? yes=

NEST15: =yeah, fifty thousand=

L15: =yes, it is correct exactly

When the NEST15 asked “does it look correct?” the learner answered “no” and the NEST15 requested
for clarification by asking “no?” with a raising intonation. However, the learner seemed not to
understand the request and continued with “I want nine cookies bring home”, understood as an answer
to the previous question “would you like some cookies or anything with you?” Although the teacher
used a clarification request, the interaction was not as productive as with the case of NNEST-VEFL
learner illustrated above.

Reply clarification

Reply clarification is to elucidate a previous statement. When learners fail to make sense of something,
they may use this function, which may elicit the use of reply clarification from the teacher. In the
following case from Session 14, in NNEST-VEFL learner dyad, the negotiation led the learner to ask
for clarification to which the teacher replied with an explanation. Such negotiation provides further
comprehensible input to the learner.

NNEST14: ok, this is a good idea, and put them around the device, ((pause)) right?=
H14: [yes

NNEST14: =[maybe some bubble wrap

H14: [bubble wrap what?=

NNEST14: =it is a packing material that prevents damages, so | think bubble wrap some packing
company uses it for their devices, good thank you very much=

H14: =thank you teacher

Evidently, H14 failed to know what the bubble wrap is for, which led to her to getting to know the
meaning. The NNEST14, a Serbian teacher, explained it with a clear context which made the input
comprehensible to the learner who then confirmed her comprehension with “thank you teacher”. The
data of the study showed that throughout 15 sessions, reply clarification was not present in NEST-VEFL
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learner dyads. This may be because the learners in these dyads did not have much chance to negotiate
further.

The frequent request for clarification by NNESTs also made a significant difference in their learners’
reply clarification compared with the VEFL learners in the NEST dyads, as illustrated in the excerpt
from Session 2 in a NNEST-VEFL learner dyad.

H2: | want to know how much is the fee?=
NNEST2: =for? for what?=

H2: =the fee for luggage, | want to check my baggage on the train so | want to know how the fee is.
How much the fee is?

By replying to clarification requests, the learner had another chance to negotiate for meaning, which
could prompt more thoughts and longer sentences. H2 seemingly produced more extended output upon
the request, giving the context and explaining why she wanted to ask the question: “the fee for luggage,
I want to check my baggage on the train so I want to know how the fee is. How much the fee is?” In this
case, the NNEST, an Ukrainian teacher failed to understand the learner or intentionally used a
clarification request to encourage the learner to elaborate.

To sum up, both quantitative and qualitative data indicate that there were marked differences in the
patterns of NoM functions and the quality of interactions. The NESTs tended to provide more extended
input than the NNESTS instead of further prompting learners to speak, and thereby unintentionally
restricted the VEFL learners’ opportunities to talk. This is confirmed by the outweighing number of
words produced by NESTs compared to that of their learners (p =.022) and the frequent use of
elaboration. In contrast, the NNESTSs tended to create more opportunities for their learners to produce
more output by using confirmation checking, clarification requests apart from other functions.

Discussion and Implications

In this study, VEFL learners participated in online voice CMC interactions with either a NEST or an
NNEST. The use of NoMs by the learners, NESTs, and NNESTs was analyzed both quantitatively and
gualitatively. Significant differences were observed in the use of NoM functions by NESTs and NNESTs
which impacted learner output.

The results revealed that elaboration request was most frequently and equally used by both NESTs and
NNESTSs, and this function seems to be effective in encouraging learners’ production. This finding is
consistent with previous studies (Akayoglu & Altun, 2009; Samadi & Noordin, 2014). In terms of online
learning environment, voice interactions seem to be more effective than text-based or email interactions
and was preferred by learners (Patterson and Trabaldo, 2006). This raises a crucial question regarding
the conditions for effective interactions EFL learners can have when choosing their interlocutors and
learning environment.

In addition, the result analysis indicated that NESTs and NNESTSs used elaboration differently. The fact
that the NESTs used more elaboration than the NNESTSs is consistent with what Kitade (2006) found.
Nevertheless, the current study found that too much teacher elaboration apparently reduces learners’
output practice. Instead of asking the learners to elaborate more on their responses or clarify their ideas,
the NESTSs tended to negotiate meaning by giving detailed explanations or examples. In contrast, the
NNESTs used more confirmation checking, clarification requests, or elaboration requests to prompt
further interaction and output. While provision of comprehensible input is essential to improve learners’
listening, output practice also contributes to language acquisition (Swain, 1985). It is crucial that
teachers be aware of balancing these opportunities to create the most facilitative environment especially
for adult learners who seek opportunities for speaking practice online.

The current study demonstrates the crucial role of teachers in online voice CMC in supporting EFL
learners’ learning through creating quality interactions. Learner involvement in NoM is only successful
as long as learner output is considered as a key factor in the online environment, especially in cases
where learners have rare opportunities to practice speaking with English-speaking teachers. The online
learners in this study produced output in negotiating with teachers in both types of dyads, but the learners
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produced more output in interaction with the NNESTSs than with NESTs. Such evidence is consistent
with Lee (2001) who found that requesting clarification is the most salient negotiation function and with
Jepson (2005) who found that it encourages the speaker to elaborate ideas on and sustain interactions.
This result provides further evidence to reconsider the stereotype that NNESTS are inferior to NESTS,
and that in terms of negotiation functions in CMC, an awareness of the role and purpose of interaction
could be vital in supporting EFL learners to develop proficiency. It would be more effective if teachers
of English, regardless of native status, are made aware of deploying interactions not only to provide
comprehensible input and corrective feedback, but also to encourage and push learners to produce output.

Despite the small sample of the participants, the findings of the present study have several implications
for the research on the relationship between the online education industry, teachers, and learners in terms
of second language acquisition. First and foremost, the results of this study suggest that online voice
CMC interactions could be an ideal environment for EFL learners to practice the target language. The
increasing availability and affordability of online chat technology will continue to create conditions that
facilitate EFL learning. Evidence from this study suggests that voice chat synchronous CMC interactions
offer a promising environment where learners can participate in meaning negotiation. This online
environment seems to be supportive and sufficient to EFL learners in participating in distance learning
without spatial barriers; the learners worked independently and learned actively with online teachers
who did not see their faces during the interaction. This could create a secure learning environment
compared to face-to-face interaction which poses face threatening risks for low proficiency learners.
However, it might have contributed to misunderstanding which possibly accounts for the differences in
patterns of NoM functions.

Second, the EFL learners benefit from both NESTs and NNESTS in different ways. Evidence from this
study showed that they received more comprehensible input from NESTs and produced more output in
negotiating with NNESTS. In this respect, the status of nativeness is no longer crucial; rather it is vital
to be aware of how to negotiate with learners as well as the purpose of online interaction sessions.
However, this tentative conclusion needs corroborating evidence from future research with larger
sample sizes.

In particular, clarification requests, confirmation checks, or any functions which could move the
dialogue forward, should be employed to produce learner output. Online learning undeniably brings
foreign language learners in closer contact with expert users of English which increases the likelihood
of exposure to rich input, but spending a lot of time to provide elaboration limits opportunities for
learners who need to practice extended discourse in order to improve their speaking proficiency. From
significant differences in learners’ use of NoM functions, this research suggests that VEFL learners
could benefit more from input when interacting with NESTs whereas they would have more
comprehensible output with NNESTS.

Conclusion

This study attempted to examine the use of negotiation of meaning functions in dyads with NESTs and
NNESTSs and compare the interactions between them, as well on their impact on learner production. The
data confirmed that the teachers are generally effective in negotiating with the learners and the VEFL
learners benefited from voice chats with both NESTs or NNESTs. However, the VEFL learners had
restricted opportunities to talk when they interacted with NESTs due to NEST overuse of elaboration.
On the other hand, NNESTSs used more negotiation functions that encouraged learners to talk more. The
differences in the number of words VEFL learners produced and the negotiation highlight important
implications for the online teaching industry. The study further emphasizes the effectiveness of
synchronous online voice CMC interactions in promoting VEFL learners involvement in conversations.
It also helps to strengthen the important position of NNESTSs in supporting EFL learners in CMC
interactions. The study has two major limitations. The majority of NNESTs were Filipino, so the
qualitative data was not maximally representative of NNESTS. Also, future research based on a larger
database and different learner levels of proficiency would probably produce more insights into how
online interactions are handled and how they could benefit second language learners.
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Abstract

As part of the National Foreign Languages Project on renovating foreign language
instruction, a new English assessment policy that incorporates alternative assessment into
teaching English has been introduced to the school system of Vietnam. The current paper
discusses the uptake of this innovation by investigating the perspectives and practices of
public secondary school EFL teachers. A self-report questionnaire which includes both closed
and open-ended questions to elicit quantitative data and qualitative comments was
administered to a sample of 164 lower and upper secondary school teachers in four Mekong
Delta’s provinces of Vietnam. The results showed that although the teachers were well aware
and appreciative of the values of alternative assessment, they held a less positive perception
towards the feasibility of those alternative assessment tasks that are so demanding and time-
consuming. They also expressed a weak belief in the importance of these methods to
students’ development of proficiency. In practice, they reported rarely using these forms in
their classrooms due to students’ proficiency, time and workload pressures, which possibly
suggests an interaction of contextual factors with a lack of confidence in implementing them.
The results offer useful implications for educators and administrators in terms of EFL
teachers’ professional development, training and change support.

Keywords: teacher beliefs, alternative assessment, formative, secondary school, innovation,
EFL
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Introduction

Besides curricular and methodological innovations, assessment practices are
indispensable for improving the quality of foreign language teaching and learning.
Alternative assessment (AS) has values which need to be incorporated into the classroom,
and skills and knowledge of AS is regarded as an essential element of language assessment
literacy for language teachers (Giraldo, 2017). For long, however, the mainstream school
system in Vietnam has largely relied on high-stakes testing to gauge the effects of teaching
on learning (Canh, 2020). Accordingly, a variety of tests, namely regular quizzes, mid-term
tests, end-of-term tests, and graduation tests have been adopted as the main measures of
language competence and performance. While traditional formal tests remain a key practice
in assessing learners’ achievements and school accountability, through the National Foreign
Languages Project (NFLP) 2020, a new policy has introduced AS methods into schools.

The Ministry of Education and Training of Vietnam (MOET), through the NFLP
2020, introduced other measures of assessment than tests into their classrooms. According to
Dispatch 5333, school teachers are to use one of the alternative techniques to assess students,
namely portfolios, projects, and journals, in replacement of one 45-minute test, in order to
enhance the learning process (MOET, 2014). However, what the school teachers currently
believe and do about assessment remains a gap to be filled. The present study was thus
conducted with an aim to shed light on how alternative assessment methods could be
accommodated into existing practices in an EFL context. Drawing upon previous research on
teachers’ conceptions of language assessment (Almaamari, 2014; Brown, 2011; Mufioz,
Palacio, & Escobar, 2012; Van Loi, 2014; Widiastuti, 2018) and the data obtained from a
semi-opened questionnaire administered to a sample of Vietnamese EFL secondary teachers,
this paper discusses the values and uses attached to AS from the perspective of Vietnamese
EFL school teachers. Specifically, teachers’ beliefs are examined with a focus on assessment
nature, purposes, effectiveness, and forms, the desirability for and the feasibility of AS, and
teachers’ practices are revealed by self-reported scales on AS use frequency and factors

influencing their choices.

Literature review
Nature of alternative assessment
Assessment theory in language education has developed from formal product-oriented

assessment which particularly emphasizes the use of tests to less formal process-oriented
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assessment which involves a variety of ways of collecting information about students’
performance or progress in the day-to-day classroom (Harris & McCann, 1994; Fox, 2017).
Apart from traditional testing, there exist many alternative methods of collecting evidence
about students’ progress, defined as AS, in the form of classroom tasks and activities, namely
posters, presentations, discussions, observations of students’ behaviours, projects, journals,
and portfolios (Brown, 2001; Harris & McCann, 1994; Shermis & Vesta, 2011).

Alternative assessment is predicated on a constructivist view of knowledge which
stresses the active role of the learner and learning process. This suggests assessment is an on-
going dynamic process which empowers learners in their learning and informs teachers of
their teaching effectiveness for performance improvement (Brown, 2001; Janisch, Liu, &
Akrofi, 2007) which are referred to as formative purposes. In fact, AS is synonymous to
formative assessment, classroom assessment or assessment for learning (Leung 2005, cited in
Saito & Inoi, 2017). In contrast, formal tests usually imply teacher judgments on learning
achievements, and are intended for summative purposes such as classifying learners and
informing administrators and society of the educational quality (Brown, 2001). Nevertheless,
Looney, Cumming, van Der Kleij, and Harris (2017) note that the borderline between
summative and formative assessment in formal respects is blurred, as tests could be employed
to provide feedback information to students and teachers. Formal testing largely has
instrumental purposes such as judging and classifying learners’ levels of learning or ability or
deciding if a student passes or fails. In contrast, alternative forms of assessment mainly aim
to motivate students, and provide useful feedback to push teaching and learning. Thus, it has
the potentiality to improve learning achievement. According to Bachman and Palmer (2010),
classroom assessment tasks are implicit such that they involve dual purposes of collecting
information about students’ learning and facilitating their learning. They further point out that
classroom assessment has a dynamic and cyclical nature, which means the teacher constantly
conducts assessment, making decisions, adapting instructions, and assessing students again
and so on.

Classroom assessment is conventionally undertaken by the teacher, but assessment
should be understood as an on-going process in which both the learner and teacher are
engaged in making judgments about the learner's progress in language learning (Hancock,
1994). Thus, non-conventional methods such as self-assessment, peer assessment, and other
options offer possible measures to elicit feedback that informs learners of their learning and

teachers of their teaching. One crucial benefit of incorporating alternative methods into the
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language classroom is that they provide a wider range of evidence than formal tests on which
to judge and boost the language competence of students as well as teach them learning skills
(Hancock, 1994). The problem, however, is that AS increases teachers’ workload and
demands on their time (Nasri et al., 2010). Gronlund (2006) stressed that AS requires more
time to design and score, and is more complex than traditional types.

Given the nature of AS, the meanings EFL teachers attributed to it, which may be
shaped by their existing beliefs about the nature of language teaching and learning, testing
and assessment, and practical experiences, are central to their implementation of assessment
innovations (Looney et al., 2017). As cited by Brown (2011), drawing on the term conception
which “encompasses beliefs, concepts, meanings, propositions, rules, mental images,
preferences and the like” (Thomson, 1992, p.130), teachers’ conceptualisations of assessment

can be inconsistent with policy expectations and even with their classroom practices.

Teacher beliefs and practices about language assessment

In recent decades, researchers have paid close heed to the relationship between
teacher cognition including teacher beliefs, teacher knowledge and learning, and their
classroom practices on the ground that an understanding of its nature benefits teacher
education and professional development (Borg, 2006; Freeman, 2002). This focus is
especially required in the context “where [English] is taught by non-native teachers and
where syllabuses are to various degrees prescribed” (Borg, 2003, p.98). Johnson (2006)
particularly stresses that research on teacher beliefs has made significant contributions in
terms of informing L2 teacher educators that there exists “an epistemological gap between
how L2 teacher educators have traditionally prepared L2 teachers to do their work and how
L2 teachers actually learn to teach and carry out their work™ (p.239). A closer examination of
the role of teachers’ beliefs about educational innovations uncovers informative lessons to
teacher development (Cuban, 1993).

Research on teacher beliefs and practices has been established in language education
(Barcelos, 2003; Berliner, 2005; Borg, 2006). The term belief seems to be a complex
construct (Pajares, 1992) without semantic consensus (Borg, 2001), but according to Borg
some specific features can identify a belief. In this paper, a belief is understood as “a
proposition which is consciously or unconsciously held, is evaluative in that it is accepted as
true by the individual, and therefore is imbued with emotive commitment, [serving] as a

guide to thought or behaviour” (Borg, 2001, p.186). To Brown (2004), teachers’ conceptions
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or beliefs can be revealed by their agreement or disagreement with propositions about
assessment.

It is generally concluded that teachers’ beliefs interact with their practices such that
the former can shape the latter or is not congruent with the latter due to practical constraints
(Borg, 2006). Teacher assessment of students’ behaviours, for example, is shaped by their
beliefs regarding the nature of teaching, learning and assessment (Borko, Mayfield, Marion,
Flexer, & Cumbo, as cited in Mufioz, Palacio, and Escobar, 2012). Therefore, pedagogical
innovations can be fruitfully implemented if teacher beliefs which are unconsciously shaped
by their training, working experience and context, and substantially hindering their
innovation take-up, are justified and addressed.

Research about teacher assessment beliefs and practices in general education has
indicated that teachers hold positive beliefs about formative assessment, but in practice they
may display reluctance to employ assessment for improvement of learning and teaching and
face tensions in making assessment decisions. Brown (2004) indicated that the New Zealand
primary school teachers concurred with the view that assessment is a channel to improve
pedagogical practices and student learning outcomes, and to increase teacher and school
accountability, while they disagreed that assessment is for student accountability and is
irrelevant for teachers and students. Using a phenomenographic study to examine the
experience and thinking of 26 New Zealand school teachers, Harris and Brown (2009)
concluded that the teachers felt a tension between what assessment they deemed useful for
student learning and the need for school accountability to society and other stakeholders.
Brown (2011) further points out later that while teachers expressed their consensus with
formative assessment values, they refused using it in practice; those teachers who were
resistant to changing assessment practices often have a low sense of professional
development and success.

In language education, despite ample research on language teacher cognition over the
last four decades (see Borg, 2006), inadequate attention has been devoted to teacher beliefs
and practices regarding language assessment, especially alternative assessment methods. A
few studies have revealed a relatively positive relationship between teachers’ assessment-for-
learning beliefs and practices in monitoring and scaffolding learning (Gan, Liu & Yang,
2017; Hasan & Zubairi, 2016) and no teacher perceptual difference in terms of their academic

qualifications, teaching experiences and learners’ proficiency level (Nasr et al., 2018). Others

35

243



have unpacked a complex interaction between teachers’ assessment beliefs and practices,
reflecting a similar observation in general education.

Rogers, Cheng, and Hu (2007) compared the assessment beliefs of EFL instructors
across three university-level contexts, namely Canada, Hong Kong, and Beijing. The study
found that the instructors’ beliefs were linked to their assessment methods and intentions. The
instructors believed that assessment is important both for formative and summative purposes.
In practice, they all reported using a variety of assessment methods for their formative
purposes such as providing feedback to improve learning or collecting information on
teaching effectiveness. However, the mismatch also emerged probably because of cultural
and social context. Teachers in Beijing claimed that AS is more effective than formal tests for
evaluating students, but in practice, they used objective tests more than the Canadian and
Hong Kong instructors. The researchers attribute this discrepancy to the need to prepare
students for college exams and large class sizes. The study further revealed that the teachers
found AS (performance assessment in the study) time-consuming and labour intensive, which
negatively influenced their use of AS; their insufficient understanding of how to implement
the AS results to improve teaching and learning also contributed to their reluctance. As cited
in Saito & Inoi (2017), Cheng et al. (2011) found Chinese high school teachers used journals
and portfolios less regularly (around 30%) than self and peer assessment (approximately
50%), while Cheng et al. (2004) found teachers in Hong Kong used all these forms less
frequently. Saito and Inoi (2017) further confirmed that these methods were less regularly
employed by Japanese high school teachers. Likewise, Mufioz, Palacio, and Escobar (2012)
examined the beliefs of 62 teachers in an adult English program of a private institute of
languages, regarding using formative assessment in oral and writing evaluation. They showed
that their beliefs and practices were contradictory due to their lack of assessment literacy.
Despite their robust belief in the formative values of assessment, the instructors reported a
concern for the inadequate ability to apply assessment results in improving their teaching and
learning. This explained why they preferred summative testing, an observation consistent
with what Rogers, Cheng, and Hu reported. Widiastuti (2018) similarly found that the
Indonesian EFL teachers needed a more thorough knowledge of formative assessment
especially how to use feedback obtained to improve teaching, and how to design tests for
improvement purposes. Almaamari's (2016) study at the Language Centre at Sultan Qaboos
University, with a mixed-methods approach and the participation of 127 EFL teachers,

similarly revealed that the teachers mostly shared similar positive beliefs about assessment
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for teaching and learning improvement, which were highly congruent with their practices.
However, they raised concerns about the validity and reliability of this assessment type in
practice. Several factors were found to have shaped their beliefs namely the institutional
policy, pre-service training, teaching experience and schooling experience, collegial
influence, in-service professional training and personal learning from research. Research in
Egypt (e.g., Gebril & Brown, 2014; Gebril, 2017) indicated that in-service teachers endorse
assessment for formative purposes more than pre-service teachers. They emphasized that the
high-stakes, test-driven system needs to be deemphasized to enhance a positive attitude
towards formative assessment. In other contexts, Burner (2016) found contradictory
perceptions between Norwegian teachers and students regarding formative assessment
purposes, suggesting a mutual understanding should be established.

In Vietnam, Thuy and Nga (2018) found that Vietnamese EFL high school teachers
from one province preferred formative assessment methods namely interviews, question-
answers, presentations, conversations, role-plays, and peer assessment in assessing speaking.
In contrast, portfolios and self-assessment were not appreciated because of the teachers’
limited knowledge of how to implement these measures in assessing students’ speaking,
limited time, and overloaded work. This finding is congruent with what Giang (2017) found,
but in Giang’s study, both self-assessment and peer assessment were less employed in writing
classes because of time and work pressure, large class sizes, and objectivity in marking. Vu
(2017) revealed that high school teachers in a big city lacked time and felt a heavy workload
to design reliable classroom assessment tools. They were tightly controlled by the assessment
system set by administrators. This study relied on individual interviews and has a limited
sample. Thuy and Nga’s study (2018) only focuses on speaking assessment and involves
teachers in one province, while Giang (2017) drew on a small sample of 38 participants from
another province. In a pilot study, Van Loi (2014) involved 117 EFL secondary school
teachers from the Mekong Delta in responding to a semi-structured questionnaire, revealing
positive perceptions of assessment for learning, but a less positive attitude towards using AS,
especially peer-assessment and self-assessment, because the teachers doubted students’
language ability. Projects, journals, and portfolios were regarded as the least desirable and
feasible in their working contexts because of students’ low proficiency, large class sizes, and
limited curricular time. This study has two limitations: inadequate data on participants’

responses to factors influencing the use of AS, and no data on teachers’ practices of AS. The
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current research, therefore, focused on similar issues, overcoming these shortcomings by
revising the questionnaire.

All the previous studies have pointed to the various results regarding teachers’
language assessment beliefs and practices. One common observation, however, is that
teachers in general appreciate assessment for learning, but studies outside Vietnam show this
belief interacts, or is not consistent with their real practices due to their lack of confidence in
conducting AS and using its results, beliefs in the reliability and validity of AS, and
contextual constraints namely limited time, and class sizes. These studies have also centred
on the contexts and participants which differ from the one investigated in the current study.
Related studies in Vietnam have revealed similar results, but also highlighted students’
proficiency and teacher lack of trust in this. These studies, however, have small sample sizes
and focus on a certain local context. Therefore, further research is still essential to provide

insight into the culture of AS implementation.

The study
Design

This study aimed to unpack the shared beliefs and practices of teachers in using
alternative assessment. To do this, a self-report survey was designed and administered to a
large sample of teachers in the Mekong Delta region. The study mainly used a semi-
structured questionnaire, which is a popular introspective method of capturing teachers’
thinking, beliefs or cognition (Borg, 2006). As mentioned, the questionnaire was a revised
version of a previous pilot study (Van Loi, 2014). Two five-point scales were added, namely
one to elicit factors which influenced teacher practices, and another that aimed to investigate
teachers’ use of common AS activities. Two open-ended questions were designed to elicit
follow-up comments or explanations about the teachers’ choice of assessment and

explanations of factors that influence their AS use.

Instruments and data collection procedure

The questionnaire content was grounded in the literature about assessment especially
alternative formative assessment. The Likert-scale questionnaire is composed of three parts.
Part 1 collects demographic information. Part 2 elicits teachers’ agreement or disagreement
on a five-point scale with 18 belief statements about formative purposes and values of

assessment (items 1-9); peer assessment (items 10-15) and self-assessment (items 16-18).
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Part 3 consists of various scales focusing on the perceived importance of various AS
activities to impacting students’ English ability (item 19, five-point scale); the perceived
desirability for using AS (item 20, four-point scale), the perceived feasibility of different AS
activities in practice (item 21, four-point scales); the factors that hindered teachers from using
AS activities (item 22); the perceived levels of usefulness of AS forms to promoting students’
learning (item 23, five-point scale), teachers’ self-reported use of AS activities in practice
(item 24, five-point scale), and teachers’ confidence in assessment practice (item 25, three-
point scale). Two open-ended questions were added to elicit further explanations about the
factors which constrained their alternative assessment practices. These questions include
“Can you explain further the factors you chose from the list which hindered your use of
alternative assessment?” and “Can you explain why you rarely or never used the assessment
activities you chose from the list?”” All the questions were written in Vietnamese to reduce
misunderstanding. The Cronbach’s Alpha of the assessment beliefs scales (items 1-18) run on
the SPSS software produced a coefficient of .73, an acceptable level for the internal
reliability.

The participants were invited to respond to the questionnaire during a professional
development course. First, the researcher informed them of the research purpose and
explained that their participation was voluntary, their personal information would be
confidential, and that for future publication, anonymity would be applied. Then the
questionnaire was delivered to the teachers who agreed to take part. They had 15 to 20
minutes to answer all the questions. Most of them returned the questionnaire after
completing, but some of them suggested returning the questionnaire on the following day.

Context and Participants

The participants were 164 English language teachers, involving 130 females and 34
males. This proportion reflects gender imbalance in ELT in Vietnam. Of the total, 101
(61.6%) teachers worked in lower secondary schools (grades 6-9), and 63 (38.4%) were
upper secondary school teachers (teaching grades 10-12); they were from various schools in
four representative provinces of the Mekong Delta, Vietnam. A hundred and twenty
participating teachers came from rural schools and 44 from urban ones. These teachers were
invited to participate in the survey while they attended a professional development course
organized by the researcher’s institution during their summer time. Their teaching

experiences ranged between one and over twenty years. The majority (75%) had a four-year
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Bachelor’s degree, 24.4% had a three-year college diploma. One teacher (0.6%) had a
Master’s degree. With respect to assessment skills and knowledge, 62.8% reported having
received training during their undergraduate or professional development programs, while
37.2% had never received any training before.

The teachers follow the textbooks designed by the MOET. On average, they teach a
27 standard 45-minute hours per week a semester. On average, students receive 3 standard
hours of lessons per week. Student learning assessment follows a fixed plan of specific
schools and were set by their provincial Department of Education and Training. According to
Dispatch 5333 (MOET, 2014), in-class assessment per semester includes regular 15-minute
tests (at least 2), periodical 45-minute tests (at least 2), which are conducted by the teacher,
following the specifications of their schools. One application assessment must be conducted
as a substitute for one 45-minute test. Suggested measures are portfolios, journals, projects,
written essays, or debates. One end-of-semester test was administered by the provincial
Education and Training departments. The MOET designs and administers the national

graduation tests through provincial departments.

Data analysis

Descriptive statistics were run to reveal patterns in the teachers’ assessment beliefs
and use. Means, standard deviations, and percentages were calculated. The data was
tabulated, and teachers’ open comments on incorporating AS into their existing classrooms
were analysed to add evidence to the quantitative results. Independent sample t-tests were
employed to explore the differences in beliefs and practices according to demographic

variables such as school locations and school levels they worked with.

Results
Perceived formative values and purposes of assessment
Table 1 below reveals that the Vietnamese secondary school teachers of English overall

had a positive disposition towards the formative values and purposes of assessment.
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Table 1

Vietnamese EFL secondary teachers’ beliefs about alternative assessment

Questions
Min. Max. Mean SD.
1. Teachers should use assessment to promote
_ 1.00 5.00 4.0 .70
students' competence as set by the teaching goals.
2. Assessment should be used to give feedback to
] _ ) 1.00 5.00 3.91 .80
teachers about their teaching effectiveness.
3. Assessing students' learning can be done in many
_ 2.00 5.00 4.2 .75
other ways than testing.
4. Assessment is effective only when it aims at
_ 1.00 5.00 3.71 .85
developing students' competences.
5. Assessment activities should encourage students to
) o ) 1.00 5.00 4.19 .65
be active and creative in learning.
6. Assessment activities should help students
understand their strengths and weaknesses to improve 1.00 5.00 4.04 .70
themselves.
7. Teachers should use assessment activities to
encourage students to take responsibility for their 2.00 5.00 4.06 .56
learning.
8. Teachers should help students understand their own
_ ) ) 3.00 5.00 4.12 .38
learning process by using assessment alternatives.
9. Assessment can be used to improve teaching. 1.00 5.00 4.0 .33

*(1=strongly disagree, 5= strongly agree)

The mean scores ranged between 3.71 and 4.2. The latter score (item 3) indicated an

overall accurate perception of assessment, which is not merely contingent on tests. As shown

in the table, the teachers tended to agree that assessment should be used to promote learning

by developing students’ competences (item 1, M=4.0; item 4, M=3.71), and to encourage them

to be active and responsible for their learning (item 5, M=4.19; item 7, M=4.06). They similarly

revealed quite a strong belief in the use of assessment for improvement of teaching (item 2,
M=3.91; item 9, M=4.0) and learning (item 6, M=4.04; item 8, M=4.12).
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Peer and self-assessment
Table 2

Vietnamese EFL school teachers’ beliefs about peer and self-assessment

Questions Minimum Maximum Mean SD.
10. Only English teachers have enough ability to
_ . 5.00 3.01 1.0
assess students' English learning outcomes
11. Assessment done by school students is not
) 1.00 5.00 2.83 1.0
reliable.
12. School students can evaluate their peers in
_ ) 1.00 5.00 3.25 97
learning English.
13. School students have ability to evaluate each
_ ) _ o 1.00 5.00 3.04 .96
other in English learning activities.
14. In teaching and learning English at school, the
teachers should involve students in assessing their 1.00 5.00 3.57 .82
peers.
15. School teachers of English should have
activities to involve their students in evaluating 1.00 5.00 3.38 .88
each other.
16. School teachers of English should give their
students opportunities to evaluate their own 1.00 5.00 3.90 .69
learning.
17. It is necessary to organize activities for school
students to evaluate their own English learning 2.00 5.00 3.82 .78
progress.
18. School students can assess their own English
1.00 5.00 2.90 .99

learning progress.

*(1= strongly disagree, 5= strongly agree)

More specifically, Table 2 below indicates the teachers’ beliefs about self and peer

assessment. It was revealed that the school teachers overall showed an uncertain attitude

towards whether assessment should be implemented by the teacher only (item 10, M = 3.01)

although the high standard deviation showed a wide range of opinions on this statement. They

tended to disagree with or be undecided about the view that assessment conducted by students
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is unreliable (item 11, M = 2.83). Their views were also relatively disparate with regards to
students’ ability to conduct assessment. The attitudes can be uncovered by the low mean scores
of item 12 (M = 3.25), item 13 (M = 3.04), and item 18 (M = 2.9).

However, granting students opportunities for peer assessment was viewed as less
positive than that for self-assessment. For peer assessment, items 14 (M = 3.57) and 15 (M =
3.38) revealed a relatively neutral attitude. Despite their undetermined belief in students’ ability
to assess themselves (item 18, M = 2.9), they deemed it necessary to grant students the
opportunities for self-assessment practice (item 16, M = 3.9; item 17, M = 3.82).

In short, the teachers tended to hold a positive attitude towards the formative values of
assessment, but they were neutral or uncertain about implementing self-assessment and peer

assessment possibly because of their inadequate trust in students’ ability to do the assessment
task.

Homework

Pair or group work
Peer assessment
Self-assessment
Portfolios Feasibility

Posters B Desirability
Journals

Projects

Figure 1. Vietnamese secondary EFL teachers’ desirability versus feasibility of alternative

assessment

*(1=not desirable/feasible; 2=slightly desirable/feasible, 3=quite desirable/feasible, 4=very

desirable/feasible)

Figure 1 further displays the extent to which the teachers desired to implement AS
techniques as opposed to the perceived feasibility of using them in the classroom. Overall,
they found it less feasible and desirable to use AS methods such as projects, journals, posters,
portfolios, and peer and self-assessment (M=1.81-2.56) than in-class activities in pairs or
groups, and homework exercises (M=2.96-3.42). Project-based assessment was seen to be the

least wanted and doable, followed by journals and portfolios. Particularly, among the three
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least desirable and feasible forms, project work was deemed to have the least practicality in
their contexts of teaching (M=1.81).

B Important

H Useful

Figure 2. Perceived importance versus usefulness of alternative assessment activities to

students’ English proficiency development
*(1=not important/useful at all, 5= very important/useful)

The above results were consistent with their beliefs about the importance and
usefulness of using AS for facilitating students’ English improvement as revealed in the data
from Figure 2. In question 19, the teachers were asked to rate how important they believe
each assessment activity is to students’ language development. Question 23 required them to
judge how useful each assessment activity is to help push students’ English ability.

It was further revealed from Figure 2 that with respect to the question whether AS is
deemed crucial in enhancing students’ English competence or not, the teachers placed more
emphasis on pair and group work practices, and homework exercises (M=3.8, and M=4.07
respectively) than on portfolios, journals, projects, and peer and self-assessment in assessing
students’ English progress (M < 3.0). Similarly, the teachers perceived pair or group work
activities and homework exercises as more useful tools for boosting students’ English skills,
with nearly equal means of 4.35. The mean scores for project work, portfolios, journals,
posters as well as peer and self-assessment varied between 3.16 and 3.56, indicating a neutral
view.

Further exploration of the differences in teachers’ beliefs according to demographic

features showed that only two variables were significant in indicating their contrasting
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perceptions. These included the area where the teachers were working, and the level of school

students they were teaching as shown in Tables 3 and 4.

Table 3

Difference in beliefs about alternative assessment by working locations

T-test for equality

of means
Working areas N Mean SD. SEM Sig.
MeanFA Countryside 120 3.99 34 .0309 .02
(items 1-9) City 44 4.12 29 0442
MeanPA Countryside 120 3.13 .61 .0559 .70
(items 10-15)  City 44 3.09 61 0925
MeanSA Countryside 120 3.70 .58 .0531 99
(items 16-18)  City 44 3.70 .66 .1000

*MeanFA (mean of formative purposes of assessment); MeanPA (mean of peer assessment);

MeanSA (mean of self-assessment)

Table 3 presents the mean differences in the teachers’ assessment beliefs according to
their working area. The results suggest a significant difference regarding the formative nature
of assessment. The teachers in the countryside were less positive towards using assessment of
formative purposes than those teaching in the city despite their similarity in perceiving peer
and self-assessment (p < .05).

Table 4

Teachers’ belief difference by school levels

T-test for equality

of means
Levels of school N Mean SD. SEM Sig.
MeanFA Lower secondary 101 3.97 .32 .0324 .008*
(items 1-9) Upper secondary 63 411 32 .0408
MeanPA Lower secondary 101 3.16 .64 .0635 294
(items 10-15) Upper secondary 63 3.05 .56 .0710
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MeanSA Lower secondary 101 3.60 .64 .0637
(items 16-18) Upper secondary 63 3.86 .50 .0629

.006*

Table 4 similarly presents the mean differences in the teachers’ perceptions about

formative alternative assessment (MeanFA), peer assessment (MeanPA) and self-assessment

(MeanSA) according to the levels of students they are working with. It was shown that lower

secondary school teachers were generally less positive towards formative assessment and

self-assessment than the upper secondary school group (p <.05). Regarding peer assessment,

their perceptions were not different (p > .05).

Teachers’ reported practice in alternative assessment
Table 5

Reported use of alternative assessment activities by percentage

Activities for Never Once in Everytwo Every Every
Assessment several years years year semester
Portfolios 66.5%  4.9% 0.6% 17% 11%
Projects 85.4% 3.6% - 9.8% 1.2%
Journals 78.7%  4.9% 0.6% 8.5% 7.3%
Posters 68.9%  5.5% 2.4% 18.3% 4.9%
Self-assessment 64% 5.5% 1.9% 9.1% 19.5%
Peer assessment 44.5% 3% 0.6% 16.5% 35.4%
Pair/group work activities 3.7% 0.6% - 12.8% 82.9%
Homework 7.3% 1.2% 0.6% 10.4% 80.5%

Table 5 describes the frequency of teachers’ reported use of alternative activities for

assessment in their teaching. In general, the teachers reported more often employing in-class

activities such as pair and group work (12.8% chose ‘every year’, and 82.9% ‘every

semester’ respectively), and homework exercises (10.4% and 80.5% respectively) for

assessing student learning. On the other hand, a large proportion (72.7% on average) reported

never or once in several years using portfolios, projects, posters, journals, and self-

assessment, which also means a low percentage of the teachers often implemented these
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activities. The responses to the use of peer assessment were nearly equally split, nearly 48%
on the ‘never’ scale (never, once in several years), and slightly over 50% on the ‘often’ scale.
Pair/group work and homework accounted for over 90% of the teachers’ choice.

The teachers’ self-report on their implementation of AS may be related to their
confidence in employing AS activities. As revealed in Table 6, for the question ‘How
confident are you in implementing the following activities for assessment?’, the mean scores
for their confidence in using portfolios, projects, journals, posters, self-assessment, and peer
assessment were relatively low, ranging in ascending order from 1.67 to 2.21. This mean
range means that they lacked confidence in undertaking these alternative methods. Familiar
and traditional activities such as pair/group work and home assignments achieved the highest

mean scores (closer to the maximum), indicating a high level of teacher confidence.

Table 6

Vietnamese EFL school teachers’ confidence in using alternative assessment

Minimum Maximum M SD
Portfolios 1.00 3.00 1.67 675
Projects 1.00 3.00 1.72 .654
Journals 1.00 3.00 1.97 723
Posters 1.00 3.00 2.04 122
Self-assessment 1.00 3.00 2.19 .682
Peer-assessment 1.00 5.00 2.21 q22
Pair/group work practices 1.00 4.00 2.73 .550
Homework 1.00 4.00 2.79 521

*(1=Training needed, 2=little confidence and further training needed, 3= confidence)

The results above are consonant with their reported practices as presented previously.
A Spearman’s test confirmed the correlation between their assessment practice and relevant
confidence level (portfolio, rho=.237, p=.002; project, rho=.178, p=.023; journal, rho=.375,
p=.000; poster, rho=.337, p=.000; self-assessment, rho=.154, p=.049; peer assessment,
rho=.273, p=.000).

Factors influencing the feasibility of alternative assessment implementation
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In terms of why the teachers perceived many proposed alternative methods as less
feasible to undertake in the classroom, the following figure represents the factors as perceived

by the Vietnamese EFL secondary teachers to have an impact on their assessment practice.

Students' proficiency 8%
Time limit

Pressure on students

Teachers' knowledge of assessment
Class size

Pressure on teachers

Assessment policy

Reliability of assessment tools

Effect on learning

Curriculum

0.0% 20.0% 40.0% 60.0% 80.0%

Figure 3. Reported factors influencing teachers’ decisions about alternative assessment

The chart above reveals the influential factors in descending rank. Noticeably, students’
English proficiency and time limit were the two most crucial factors mediating the teachers’
decisions on whether to employ AS described previously (73.8% and 62.2% of the teachers
respectively). Ranked third was the pressure on students when conducting AS for learning
(55.5%). Teachers’ knowledge of AS design, their work pressure, class size, assessment policy,
and the reliability of AS were perceived to be relatively powerful factors, with a range of 45%
and 49.7% teachers’ responses. Importantly, just over 45% teachers selected assessment policy
as the factor that influences their choice of AS. In contrast, the curriculum policy and the effect
of AS on learning outcomes had the least impact on their decisions to implement AS,
accounting for 17.7% and 17.3 % respectively.

Teachers’ additional comments garnered from open-ended questions lend support to
the teachers’ beliefs and practices described above. The teachers attributed students’ limited
English ability to their reluctance to use projects, journals, and peer assessment in their
practices. One female teacher with 15-year experience wrote, “Students in the countryside are
still weak in English proficiency to make peer assessments or comments, especially for English,
they are not capable enough to identify errors.” “In doing projects, due to lack of ability,
students can copy documents from the internet,” commented another female 11-working-year
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teacher. Students’ activeness was to blame as well: “In the countryside, it is hard for the
students to do projects, and they are not used to working independently and writing journals,”
a male teacher who had 12 years of experience reported.

Time limit constrains the teachers’ implementation because they thought that it would
take too much time to incorporate AS into class activities and to evaluate students’ work:
“There is time constraint. Teachers have to stick to the time allocation of the syllabus,” or
“teachers do not have enough time and conditions to read all the journals, so journal writing is
not feasible.” (A 10-years-of-experience male teacher)

Assessing learners’ learning progress also puts more pressure on the workload of both
students and teachers. This is especially true in the context where most classes are large, over
30 students. One female seven-years-of-experience teacher stated, ““Assessing students through
project doing is not feasible since it puts more pressure on them. Besides English, they have to
study many other subjects,” and “teachers have to teach several classes and each class is over
30 students.”

Teachers’ lack of training similarly was to blame for their reluctance to use some AS
tools. One teacher reported, “We are not trained to use projects in teaching and assessing

students’ learning.” (A female teacher with 8 years of teaching experience)

Discussion and implications

In general, despite their positive attitudes toward using alternative formative
assessment for improving teaching and students’ learning, the Vietnamese EFL secondary
teachers were not highly willing to implement alternative forms of assessment they
considered to be time-consuming and pressure-causing. Believing that such activities as
projects, journals, and portfolios are less likely to be successfully employed in the EFL
classroom of Vietnam, they rarely used them in practice. Their beliefs and practice were
explained by the difficulties they mentioned, namely students’ proficiency levels to undertake
an active role in learning activities, teachers’ assessment knowledge, and the contextual
factors such as time limit, large class sizes, and a heavy workload which puts pressure on
both students and teachers. In particular, the lower secondary teachers displayed a less robust
belief in peer and self-assessment than the upper secondary teachers. Teachers in the
countryside also held a less optimistic view than teachers in the city in this regard.

The findings above in general are in line with insights into teachers’ beliefs, which

mediate their practices, and the interaction of beliefs, practices and working contexts (Borg,
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2006; Canh, 2007). They are especially congruent with teachers’ conceptions of classroom
assessment in EFL and ESL teaching as reviewed earlier (Almaamari, 2014; Brown, 2011;
Mufoz, Palacio, & Escobar, 2012; Van Loi, 2014; Widiastuti, 2018).

Teachers’ difference in perceiving the values attached to assessment for formative
purposes, including AS, may be attributable to teacher educational qualifications and working
conditions. The lower secondary teachers exhibited less confidence in using AS, reporting
more challenges than the upper secondary teachers because they received insufficient
professional preparation. In Vietnam, most lower secondary school teachers graduate from
three-year colleges, whereas the upper secondary school teachers must hold a minimum four-
year degree. This professional difference could render more difficulties for the lower
secondary teachers, given the complex and demanding nature of AS (Gronlund, 2006). The
fact that 37.2% participants had not received any assessment training can further account for
their perceptual difference. In terms of working conditions, teachers in the countryside
typically have less favourable conditions to access professional development opportunities,
which may also explain why they expressed a lower level of confidence. In this respect,
assessment literacy was found to mediate teachers’ beliefs and implementation of formative
assessment (Mufioz, Palacio, and Escobar, 2012; Widiastuti, 2018).Vogt and Tsagari (2014)
have stressed that teachers demand different training priorities in assessment literacy which
should suit their local contexts.

The finding that projects, journals, portfolios, self-assessment and peer assessment
were less frequently employed is in line with previous studies in Asian contexts (Cheng et al.,
2011; Rogers, Cheng & Hu, 2007; Saito & Inoi, 2017). This result has links to contextual
factors namely student proficiency levels, large class sizes, restricted time, and a high
workload, confirming previous research (Giang, 2017; Rogers, Cheng & Hu, 2007; Thuy &
Nga, 2018; Van Loi, 2014; Vu, 2017). Most importantly, students’ level of proficiency was
cited as the major concern that might discourage teachers from undertaking AS activities. In
fact, having experienced large classes of students who have limited English proficiency (EF,
2018; VietNamNet Bridge, 2016) in restricted curricular time and in the exam-oriented
context, the teachers have been disposed towards filtering out any measure which is
unfamiliar, time-consuming and demanding to themselves and students. These factors
elucidate why they were reluctant to grant students chances to participate in process-oriented

learning activities such as projects, journals and other similar ones.
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Noticeably, the assessment policy was perceived to be less influential to the teachers’
decisions on whether to use AS than their assessment knowledge. Saneia (2012) has
particularly stressed that using AS to push students’ learning is appealing to teachers, but its
feasibility needs consideration. Alternative methods complex in nature, time-consuming, and
demanding to both teachers and students, namely projects, journals, portfolios, and self and
peer assessment were less likely welcomed probably because they were perceived to be not
applicable in the teachers’ context. Such a finding echoes the importance of practical or
applicable assessment tools in the classroom (Brown, 2001; Harris & McCann, 1994).

Another perceptible observation is that the current assessment policy unintentionally
seems to encourage teachers to use AS forms in replacement of a test for the purpose of
student evaluation. This employment reflects the habitual practice that assessment results are
not employed for learning and teaching improvement, but only for informing students and
teacher and school accountability (Vu, 2017). This result reflects the observation that
teachers’ assessment purposes and intentions influence the way they use formative
assessment, and that teachers rely on FA results for grading students (Saito and Inoi, 2017).
This practice probably causes teachers to lose sight of the formative values of assessment,
which could illuminate the beliefs and practice of Vietnamese EFL teachers in the present
study. It was possible that these teachers misunderstood the purpose of assessment for
learning, and their lamentation about the heavy workload of AS is possibly because they
thought grading students’ products (e.g. portfolios or journals) creates more work for them.

Despite the limitations of self-report data and an imbalanced gender sample, the
present study offers some useful implications. First, the study suggests that changes in
assessment practice should take into consideration and address the school teachers’ current
mind-sets regarding their students’ English ability, class sizes, their time budget, and
preparation of related knowledge and skills, which are potential barriers to implementing new
assessment measures in the classroom. For AS to be fruitfully integrated into the EFL
classroom, teachers should be made clearly aware of not merely the benefits of AS, but also
ways to conduct it efficiently with respect to their students’ characteristics and working
contexts. Professional development courses and teacher training programs should prioritize
practical measures or applications relevant to the local needs. One way is to synergize
summative and formative assessment such that tests can be relevantly employed as
assessment for learning (Wei, 2017). As argued by Xiao (2017), teachers working in exam-

oriented contexts can be supported to design tests as an appropriate measure to push student
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learning and collect information for teaching improvement. Second, Giraldo (2017)
emphasizes language teachers need, among other skills in assessment literacy, the ability to
reflect on their own beliefs, context, and needs for assessment, and to evaluate the assessment
policy and existing tensions that affect their assessment practice. Mufioz, Palacio, and
Escobar (2012) also suggest that more guidance for and reflections on formative assessment
practice be provided for the teachers.

Finally, in policy, more emphasis is to be placed on AS than currently is used as a
replacement of one 45-minute test (MOET, 2014). This inadequate attention was already
pointed out by Vu (2017) as an explanation for high school teachers’ dominant use of tests. In
other contexts, deemphasizing the use of tests is also suggested as a measure to change
teachers’ beliefs and practices (Gebril & Brown, 2014). In fact, the new assessment policy
was introduced top-down to departments and schools without any consideration of the current
situation. Although training workshops were organized to support the teachers to implement
AS activities, the teachers may have been left without administrative support. School teachers
strictly follow a schedule and specifications for formal assessment stipulated by
administrative departments based on Dispatch 5333, and class-based assessment is left
without due attention and support (Vu, 2017). Therefore, specific plans and procedures for
integrating AS should also be designed and negotiated by staff, schools and related
administration units. In that way, teachers will be better supported to complete their
assessment tasks not only to account for student learning outcomes, but also to employ results
to inform their teaching. The current study suggests that time, workload, and student
proficiency mediated teachers’ assessment decisions. Attention should be paid to appropriate
time allocation for skill-developing, process-oriented activities in the curriculum such as
projects, self-assessment and portfolios, which in turn could facilitate teachers’
implementation of AS for formative purposes. Future research could further explore how
administrators can support teachers in employing assessment for learning (see Moss,
Brookhart & Long, 2013), and take account of students’ voice regarding AS.

Conclusion

Alternative assessment as conceived by the Vietnamese EFL school teachers in this
study shows evidence that while endorsing its benefits, the teachers reported the lack of
confidence in using it, given the challenges they face in implementing. It is implied that AS

procedures for formative purposes should be trained carefully, and emphasis be placed on
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practical tools or measures that suit their working contexts. Drawing upon the relationship
between teacher beliefs and practices, and shared insights into teachers’ beliefs regarding
language assessment, this study adds further evidence to conclude that any pedagogical
innovation is likely to face the impact of existing beliefs and contextual constraints, including
what teachers perceive regarding the feasibility and willingness for change. Changes in
education-related aspects such as language assessment as researched in this study requires
mediation with the socio-cultural context. Future teacher training and development are
encouraged to address the practicality of assessment tools or techniques and the tensions
between the need for school accountability and student learning. Further research which
combines various methods such as observations, interviews, students’ data, and involves a

representative sample is essential to generalize and corroborate the current findings.
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There exists a gap between what second language acquisition research has to say and what
teachers do in the classroom. As part of an attempt to bridge this gap, this study is driven by the
motive to understand how pedagogical innovations such as task-based language instruction can
be influenced by teacher beliefs. Drawing on the perspective of research on teachers’ thinking
which aims to inform language teaching pedagogy and teacher education, the study employed
multiple data sources (focus group, lesson plan, and stimulated recall interview) to tap into
the conception of six Vietnamese EFL instructors regarding language output and interaction.
Cross-case analysis showed that most of the teachers geared language output and interaction
activities towards achieving a targeted linguistic aim. Further analysis revealed that this view
reflects a synthetic, product-oriented conception of teaching and learning by skill-building, and
is in line with traditional approaches which emphasise transmission style and form instruction.
This finding implies that constructivist perspectives on teaching such as task-based language
instruction may run counter to teachers’ existing conception of teaching. The implementation
of task-based instruction thus needs to consider negotiating between supporting teachers to
focus on meaning and the need for form-focused instruction.

Keywords: teacher conception, output, interaction, task-based language teaching, product-
oriented

Introduction

The transfer from theory to practice is still generating research interest in language learning and teaching
(Mackay, Birello & Xerri, 2018) and contextual influences have become a crucial issue. In Vietnam, English is
a school subject, and English teachers are familiar with the transmission style of teaching and form-focused
instruction (Nguyen, Le & Barnard, 2015). However, recent curricular innovations have embarked on meaning-
oriented, task-based language instruction that facilitates a constructivist approach to language teaching
(Barnard & Nguyen, 2010). This innovation has attracted much attention among scholars and researchers. One
assumption is that the new approach may run counter to teachers’ existing beliefs and practices.

Decades ago, it was cautioned that teachers’ beliefs constituted one of the strong forces that restricted the
impact of educational reforms (Fullan, 1993). Such awareness has led to a boom of research on teacher cognition
in an attempt to unveil the hidden side of teachers, which aims to offer implications for teacher education and
development (Borg, 2006). Johnson (2006, p.239) has pointed out “an epistemological gap between how L2
teacher educators have traditionally prepared L2 teachers to do their work and how L2 teachers actually learn
to teach and carry out their work”.

Theoretically, knowledge about second language acquisition (SLA) principles is argued to offer teachers a tool
for trial in their classrooms, and the opportunity to reflect and change (Johnson, 2006; MacDonald, Badger &
White, 2001). However, research that focuses on the effect of SLA theory training has revealed little impact
on teacher beliefs about language learning and teaching (MacDonald, Badger & White, 2001; Mattheoudakis,
2007; Peacock, 2001). In this respect, according to Berliner (2005), research on teachers’ cognition should
concentrate on “phenomena that have been found important from the perspective of the process-product
research programme” (p.14). Thus, basic SLA principles such as language output and interaction in SLA theory
merit an inquiry. Instead of investigating teachers’ perceptions of task-based language teaching, this study
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explored their responses to these SLA-enabling conditions underlying the task-based approach. This bottom-
up approach to understanding teachers’ reactions is expected to provide insight into how teachers perceive and
uptake task-based language teaching (TBLT). The report in this paper is part of the researcher’s doctoral thesis
(Nguyen, 2011).

Literature Review
Conceptual Framework of Teacher Conceptions

Teachers’ thinking has generated much interest in educational inquiry (Eley, 2006; Day, Calderhead, & Denicolo,
2012; Kember, 1997). However, the development of research on teachers’ cognition has led to overlapping
terminologies (Borg, 2006). Given this overlap, the current study employs the term ‘conception’ and Pratt’s
(1992) conceptual framework of teacher conceptions.

As noted by Entwistle, Skinner, Entwistle, and Orr (2000), in North America, the school education literature
prefers such terms as ‘beliefs’ and ‘knowledge’, while the higher education literature uses the term ‘conceptions’
to indicate “researchers’ ways of describing different aspects of teaching” (p.8). For example, Freeman and
Richards (1993, p.194) referred to conceptions as systematic “bodies of knowledge about an object, idea, or
phenomenon”; based on which they identified scientifically-based, theory and values-based, and art or craft-
oriented conceptions. The term ‘conception’ in this sense reflects the epistemological belief of how knowledge
grows and teaching should be conducted. In contrast, according to Entwistle et al. (2000), in the European
literature, the term ‘conception’ is commonly employed in higher education to denote “teachers’ own ways of
thinking and their beliefs about teaching” (p.8).

A popular definition of conception in adult education is described by Pratt (1992). Accordingly, “conceptions
are specific meanings attached to phenomena, which then mediate our response to situations involving those
phenomena” (p.204). Pratt (ibid.) further explained that a conception consists of actions, intentions, and beliefs,
together forming a dynamic relationship as presented in Figure 1.

Figure 1
Aspects of Teacher Conception of Teaching

Actions

Beliefs Intentions

Note. Adapted from "Conceptions of teaching,” by D. D. Pratt, 1992, Adult Education Quarterly, 42(4), p. 206. Copyright 1992 by SAGE.

Following Figure 1, one’s beliefs, intentions and actions are intertwined, and together constitute one’s
interpretation. Thus, by examining beliefs in conjunction with intentions and actions, a conception can be
unveiled. Pajares (1992, p.320) states that “beliefs and concepts are central to a conception”. Benson and Lor’s
(1999) distinction between conceptions, beliefs, and approaches also aligns with Pratt’s conceptualization.
Accordingly, a belief can be investigated by data interpretation, while conceptions “call for a further level of
analysis” (Benson & Lor, 1999, p.464). Conceptions and beliefs are translated into instructional approaches
employed by teachers in a specific context. Therefore, based on the interaction between belief statements,
intentions, and actions, teachers’ conceptions can be identified (Pratt, 1992).

In language teaching, a similar conceptualisation of the term is found. To Tsui (2003), teachers’ personal beliefs,
assumptions, metaphors, images, and values constitute their conceptions. These conceptions, she contends,
have an interactive effect on their teaching and development. This way of conceptualizing teacher conception
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is also employed by other researchers (Farrell & Lim, 2005; Freeman, 1991; Mangubhai, Dashwood, Berthold,
Flores, & Dale, 1998; Sato & Kleinsasser, 1999; Shi & Cumming, 1995).

Teachers’ conception in the current study is, therefore, defined as teachers’ personal ways of making sense
of new information or knowledge. It can be reflected in teachers’ personal established beliefs, pedagogical
intentions, and classroom actions. Teachers’ conceptions interact with their teaching context and classroom
experiences (Borg, 2006).

Language Output and Interaction in Second Language Acquisition

Researchers have recognised the indispensable role of language output and interaction in fostering second
language acquisition (Long, 1996; Pica, 1994; Shehadeh, 1999; Swain, 1995). Language production, both non-
interactively and interactively, have recognised values. In the light of Output Hypothesis (Swain, 1995), second
language learners can test out their assumptions about the target language rules, become fluent, and extend their
interlanguage discourse (Ellis, 2003; Skehan, 1998; Swain, 1995). When pushed to produce language, learners
become aware of “the relationship of the forms and rules to the meaning they are trying to express” (Swain
& Lapkin, 1998, p. 69). Furthermore, the Interaction Hypothesis (Long, 1996) states that through interaction,
learners negotiate for meaning and receive feedback which pushes them to modify their language in such a way
that makes it comprehensible. In this way, learners actively generated comprehensible input, which is useful
for second language learning (Long, 1996; Markee, 1997). Long (1996) stressed the connection of interaction,
comprehensible input, and output with selective attention as the facilitative conditions for SLA.

Convergent empirical evidence in SLA research has testified to the relationship between output, interaction
and second language learning (Ellis & He, 1999; Ellis, Tanaka, & Yamazaki, 1994; Gass & Torres, 2005; Izumi
& Bigelow, 2000; Mackey, 1999; Pica, Young, & Doughty, 1987). After conducting a meta-analysis, Kech, Iberri-
shea, Tracy-Ventura, and Wa-Mbaleka (2006), for example, concluded that interaction has some effect on the
acquisition of certain lexical and grammatical features, especially when tasks force the use of essential features
or elicit useful language for task completion.

Pedagogically, Ellis (2005) proposed ten crucial principles for instructed language acquisition. Two of these
principles include creating opportunities for output and interaction in the target language. Proponents of
TBLT also place a focus on communication and language use as the ultimate goal and principle of learning and
teaching (Foster & Skehan, 1999; Prabhu, 1987; Skehan, 1996; Skehan, 2003; Swain & Lapkin, 2000; Willis &
Willis, 2007).

In summary, theoretical, pedagogical and empirical arguments have confirmed that language output and
interaction are potential facilitative conditions for second language learning. Therefore, from the SLA
perspective, ESL and EFL teachers should engage learners in language use practice (Ellis, 2005), particularly
when exposure to the target language is too inadequate to support natural language acquisition (Green, 2005).
These theoretical positions, however, need to be examined against teachers’ existing beliefs and practices.

Research on Teacher Conceptions about SLA Principles

Studies that explore the effect of SLA and methodology training on teachers’ uptake of SLA principles generally
point to a limited change in their beliefs about SLA. Mattheoudakis (2007) found that Greece EFL pre-service
teachers changed some of their beliefs significantly after a three-year programme. Most of the teachers, for
example, changed their belief about focusing on grammar knowledge, which they strongly held. They also
thought teachers should correct all errors made by beginner learners, but this belief became obsolete. In Hong
Kong, Peacock (2001) investigated 145 ESL pre-service teachers learning in a three-year programme, and
discovered some changes in their SLA beliefs; but the majority of teachers still held on to the view that learning
a language means mastering vocabulary and grammar rules. Likewise, MacDonald et al. (2001) detected a shift
in only some beliefs of 55 TESOL non-native speaker undergraduate and postgraduate students after an SLA
course. Overall, they found that the teachers significantly moved away from the behaviourist view, particularly
from viewing language input as grammatical knowledge. Nonetheless, these teachers remained doubtful of
the benefit of learner-learner interaction to their language learning. MacDonald et al. (2001) attributed this
reluctance to the teacher-fronted teaching culture to which these students were accustomed before attending
the training.
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Such inadequate trust was also expressed by the six Thai EFL instructors in McDonough’s (2004) study. They
were concerned that interaction cannot push learners to modify their linguistic output or provide useful
feedback to peers, and that learners produce less accurate TL forms during interaction. Pair work and group
work, for them, were the opportunities for students to practice certain targeted language items, believing that
students should focus on intended forms during practice. They also reported some factors which constrained
their practice of promoting interaction, namely how to manage and monitor interaction in large classes with
fixed desks, and the need for preparing students for high-stakes tests. In a different way, Howard and Millar
(2009) respo